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Abstract

The present thesis purports to scrutinize the long-term impact of a literacy-related reward, as a

type of extrinsic rewards, in intensive reading activities on learners’ intrinsic motivation,

reading motivation, and performance. This work, thereupon, is built upon three exploratory

hypotheses. If an extrinsic reward (short stories) is delivered for meeting a standard of

excellence in the reading comprehension activities, then learners’ intrinsic motivation would

be increased; if an extrinsic reward (short stories) is offered for successful reading

comprehension performance, then learners’ reading motivation would be boosted; and if an

extrinsic reward is administered for learners’ successful performance in the reading

comprehension activities, then learners’ performance would be improved. To validate the

preceding hypotheses, a sample of 91 second year students, drawn from a population size of

671 LMD students of English as a foreign language, at the Department of Letters and English

Language-Mentouri University-Constantine, was assigned to two experimental conditions. In

the no-reward condition, the subjects were involved in reading and performing intensive

reading activities, whereby the reward was the enjoyment inherent in the experimental

activities. In the reward condition, the subjects performed intensive reading activities; their

successful performance was rewarded tangibly by a short story. The intrinsic motivation

inventory was administered at the end of the two experimental conditions to quantify their

situational levels of intrinsic motivation with regard to the target tasks. In like manner, the

motivation to read profile was correspondingly administered to statistically determine their

pre- and post-reward reading motivation, and, by the same token, the pre-post-tests to

compare between their pre-and post-reward reading comprehension performance.The major

findings show that there is a statistically significant difference between the two experimental

conditions, indicating that short stories can be good incentives to enhance undergraduate EFL

students’ intrinsic motivation(t(5.69)=1.65,p>0.05) and performance(t(11.27)=1.65,p>0.05);

however, there was no room for short stories to heighten their reading

motivation(t(0.77)=1.65,p<0.05).

Keywords: a literacy-related reward, intensive reading activities, intrinsic motivation,

reading motivation, performance
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I. Statement of the Problem

The role of rewards in learning has received the attention of many scholars and

psychologists (e.g., Brophy, 2004, 2010; Deci, 1971; Deci & Ryan, 1985; Deci & Ryan, 2008;

Flora, 2004; Kohn, 1993) who have been questioning whether the act of rewarding and

offering incentives thwart or promote students’ motivation to learn, and thereupon created a

long debate that revolves around the negative effects of extrinsic rewards on students’

intrinsic motivation in learning.

The present thesis purports to address the current state of knowledge about the

longitudinal impact of a literacy-related reward (namely short stories) in an intensive reading

environment on the subjects’ intrinsic motivation, reading motivation, and performance.

Central to the role played by motivation, as a key factor for learners’ academic

achievements, in second/foreign language learning, successful foreign language learning also

necessitates from the language learner to achieve complete mastery of all the four skills.

Reading in English (as a foreign language), aligned with speaking, listening, and writing, is of

paramount importance and indeed plays an indisputable role in advancing students’ literacy

levels. Many investigations have been conducted to enlighten the indispensable role of

motivation in successful reading (such as, Wigfield and Guthrie, 1997). However, reading

remains a challenging task for many EFL learners. In a point of fact, undergraduate students

require high level reading skills, awareness, and appropriate utilization of a number of reading

strategies to ease the wide range of reading required from them, and in actuality a desire to

read.

The raison d’être of this research is that students of English as a foreign language were

constantly observed to display serious problems and lack of interest when they read different

academic subjects, and that reading, as a language skill, is not independently taught at the

Department of Letters and English Language-MU-C. In order to discern our learners’

problems and lack of interest in reading, the latter is tackled from the learners’ affective factor
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(i.e., motivation). To refine upon previous work on extrinsic rewards’ effects (Deci, 1971;

Marink & Gambrell, 2008)so that it most directly fits the present research setting, we

attempted an implementation of a new motivational strategy during a reading practice phase

by initially arousing the subjects interest to read intensively and perform reading activities in

the classroom, for no extrinsic reward(the reward is internal to the target task)1; then we

offered an extrinsic reward, namely short stories, to elicit important information about their

situational levels of intrinsic motivation with regard to the reading activities, and by the same

token, whether or not there is a room for this new motivational environment to ameliorate or

impede their reading motivation and performance.

Thereupon, this investigation is rather an endeavour to reveal whether or not there is a

causal positive relationship between extrinsic motivation and intrinsic motivation, in that the

extent to which creating an incentive-based system in intensive reading activities can have

positive, negative, or neutral effects on the subjects’ intrinsic motivation, reading motivation,

and performance.

II. Aims of the Study

The present thesis intends to uncover the long-term effect (in case there is any) of an

extrinsic reward during a reading practice phase throughout fulfilling the following aims:

 To explore the target population’s orientations in EFL reading from L1 research

perspective.

 To carefully scrutinize how short stories when offered in response to students’

successful performance can create interest in intensive reading activities, and thus

raise their intrinsic motivation in the experimental tasks.

 To examine whether or not the proximity of the reward (short stories) to the

desired performance (reading) could transfer students’ motivation in the intensive

reading activities performed in the classroom to EFL reading in general.

1 It means that the reward is the enjoyment the subjects will have from embarking upon the experimental tasks.
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 To empirically confirm how creating a motivational environment for reading,

through enhancing extrinsic motivation, could be highly effective in advancing

students’ reading comprehension performance.

 To suggest some explanations of the different effect the extrinsic reward, of the

present study, could have on learners’ intrinsic motivation during performing

reading comprehension tasks, and by the same token, when, and under what

conditions English teachers can take advantage of this incentive to enhance the

amount as well as the breadth of EFL reading, and the supreme importance of

integrating reading as an independent language skill in the EFL curricula at the

Department of Letters and English Language—MU-C— for undergraduate

students.

II. Research Questions and Hypotheses

The present research revolves around the idea that if we create a reward-based system in

intensive reading activities (through the use of an extrinsic reward to signify learners’

excellent performance in the target task), students’ intrinsic motivation, reading motivation,

and performance would be enhanced. This general prediction is extracted from the research

questions underlying our hypotheses. The research question can be stated as follows:

 Does creating a reward-based system in reading activities enhance students’ intrinsic

motivation, reading motivation, and performance?

This general question can be developed in the following sub-questions:

 Does an extrinsic reward enhance students’ intrinsic motivation in intensive reading

activities?

 Can intrinsic and extrinsic motivation have additive influence on intensive reading

activities?

 Does an extrinsic reward in intensive reading activities boost learners’ EFL reading

motivation?
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 Could the reward transfer students’ motivation in these reading activities to EFL

reading?

 Does an extrinsic reward improve students’ reading comprehension performance?

 Does an extrinsic reward advance students’ performance in reading comprehension

activities?

Attempts to reach answers to the aforementioned research questions can be reconstructed in

terms of the predictions underlying the three general research hypotheses stated below.

Hypothesis One: If an extrinsic reward is delivered for meeting a standard of excellence

in the intensive reading activities performed in the classroom, then learners’ intrinsic

motivation will enhance. We predict that intrinsic and extrinsic motivation can be additive

while performing intensive reading activities. We endeavour, thereupon, to maintain interest

in these activities by administering short stories as a performance-contingent reward.

Consequently, the reward’s type is a short story, the reward’s contingency is the students’

correct answers in the reading activities, and the interpersonal context is the classroom

(during regular or extra time of the Written Expression sessions).

Hypothesis Two: If an extrinsic reward (short stories) is offered for successful reading

comprehension performance, then learners’ EFL reading motivation will boost. To put it

another way, we expect that the reward contingency (meeting a standard of excellence in the

intensive reading activities) and type (short stories) delivered for reading, along with the

reading practices in the classroom, will contribute highly to enhance the students’ reading

motivation. It entails that the proximity of the reward to the desired behaviour will

concurrently coerce the subjects to internalize the value of reading, their perception of

themselves will be high, the message conveyed through the reward (short stories) will be

understood, and thus their motivation in the reading activities will transfer to EFL reading in

general.
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Hypothesis Three: If an extrinsic reward (short stories) is administered for learners’

successful performance in the reading comprehension activities, then learners’

performance will improve. We anticipate that a positive causal relationship between

extrinsic motivation and reading performance does exist, as such it comes out as the foremost

reason why we intend to assign the subjects to an experimental condition, whereby they are

expected to spend time reading and performing intensive reading activities under the

command of a reward-based system to uncover whether or not their performance in reading

(as reflected by their comprehension) would improve, remain the same, or decrease after the

motivational intervention.

III. Research Methodology

A random sample of 91 LMD students (representing two groups of the population)

enrolled in the second year at the Department of Letters and English Language—MU-C—

was drawn from a population size of 671, divided into 14 groups (at the time we conducted

this piece of research:2013-2014), with 45 students each, approximately. Nonetheless, with

our sample size (less than 1/5 of the total population), we will be very cautious in terms of

generalization from the sample to the population. (cf. Chapter 5).

The Motivation for Reading Questionnaire (MRQ) developed by Wigfield and Guthrie

(1997) will be administrated at the beginning of the academic year to determine the existing

reading motivation among the subjects, what reasons push them to read in the target language,

and to further explore whether the multi-dimensionality of L1 reading is akin to L2 reading

motivation.

During a period of approximately 2 months (semester 1), the subjects will be involved in

a reading environment. The objective of the first experimental condition (which is the no-

reward condition) is to motivate them to read and perform different reading activities,

whereby the reward is internal to the experimental activities. In other words, the subjects are
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expected to perform the experimental tasks for the mere enjoyment that accompanies the

accomplishment of these activities.

One month elapses before the second experiment will be conducted (cf. chapter 5,

section5.2.2.). The difference between the first and the second experiment lies in the reading

materials and the administration of the reward. The ultimate objective is to drive learners to

productively read and perform a variety of intensive reading activities under the command of

a reward system in a period of 3 months. Each time students’ performance meets the

requirement, a short story will be administered.

The present research method is a quasi experimental design. The research design of

experiment 1 is one-group post-test only design; whereas, experiment 2 is one- group pre-test-

post-test design. By definition, a quasi experiment is a kind of evaluation that assesses the

rigorous impact or strength of the treatment condition (Christensen, 1980) so that

counterfactual causal inferences can be made. Unlike a true experiment, this type of

experiment succinctly does not either manipulate the independent variable or lacks the

requirement of experimental control.

In accord with Christensen’s (1980) explanation of a quasi experimental design, this

research is conducted to determine the impact of short stories on undergraduate EFL subjects’

intrinsic motivation, reading motivation, and performance. The researcher does not

manipulate the variable of interest through making one group in which subjects receive

treatment (short stories) while the subjects in an another group do not, then attribute the

difference to the independent variable (the reward). We rather intend to explore a causal

relationship between intrinsic and extrinsic motivation in reading without any control for

extraneous variables2. All the subjects receive the treatment, then they are pre-tested on the

dependent variable and post-tested when the treatment is terminated.

2 The reasons for not running a true experiment are stated in the section (cf. Chapter 5) pertinent to the

description of the experiments.
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In an attempt to obtain accurate answers to the preceding research questions, and

concurrently validate the research hypotheses, I intend to utilize two questionnaires, pre-post

tests, and a classroom observation as a kind of triangulation.

The Intrinsic Motivation Inventory (McAuley, Duncan, & Tammen, 1989) will be

administered correspondingly at the end of the no-reward and reward conditions. The

rationale is to quantify the subjects’ situational levels of intrinsic motivation with regard to

the target tasks, to determine the change (if there is any) the extrinsic reward will bring to

their intrinsic motivation, and to support the present research claim that intrinsic and extrinsic

motivation can constitute additive positive influence on reading activities.

The subjects will be set for a pre-test (adopted from TOFEL, cf. Chapter 6, section7.5.),

before allocating them to the second experimental condition, to unveil their pre-reward

reading comprehension performance; and post or delayed test (Mikulecky and Jeffries, 2004)

to determine their post-reward reading comprehension performance. The design of pre-post-

tests is useful to pinpoint if the reward could advance, have no effect, or impede their reading

comprehension performance.

The Motivation to Read Profile (MRP) (Gambrell, Palmer, Codling, & Mazzoni, 1996) is

a further pivotal questionnaire that will be administered prior to and at the end of the reward

condition to equally profile the subjects’ pre-and post-reward reading motivation, as reflected

by their self-concept, and the value they give to reading. Therefore, the MRP will identify the

possible effect of the incentive reading environment on their reading motivation and confirm

(or disconfirm) — with gathered evidence— whether or not the reward is effective to transfer

the subjects’ motivation in the reading activities to EFL reading in general.

A classroom observation will be also employed, as a supportive technique, to bring us

closer to monitor how the subjects will react under two different reading environments, to

report what observation could grow out of the incentive reading environment, and if this
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atmosphere gives them new impetus to put forth effort and enjoy the reading activities. In like

manner, it will be essential to ascertain whether the reward thwarts or maintains their

persistence at the experimental tasks.

The preceding are the tools of research we intend to utilize to substantiate the

effectiveness of the present motivational strategy on the variables of interest. Details on each

measure will be discussed in each corresponding section (cf.chapter6, 7, and 8).

V. Structure of the Thesis

The thesis is structured in eight main chapters. The first four chapters represent the

theoretical framework that underpins the present work. The last subsequent four chapters are

devoted to descriptions of the data collected, the interpretation of the results, and discussions

of the empirical attempts undertaken to test the hypotheses and answer the questions issued

from this research.

Chapter 1 is entitled General Overview of Motivation Theories in Learning. As its title

indicates, it contains background information on the most prominent theories of motivation in

learning, along with their implications for educational purposes. In this chapter, we will

embark upon a very broad delineation of motivation (an intention to do something that gathers

direction, intensity, and persistence), then present some interesting definitions of the same

concept (e.g., Brophy, 2004; Woolfolk, 2004), the earliest interpretations of motivation

through accounting for the behavioural views of learning (Ivan Pavlov, Edward Thorndike,

and B.F. Skinner)—both classical and operant conditioning.

The basic promise of the behaviourists is that motivation, in its simplest elucidation, is

stimulus-response associations. Despite the limited scrutiny of human behaviour, in that the

role of humans’ mind in directing one’s behaviour is entirely discarded, their views of

learning remain a significant overriding source of thoughtful understanding of behaviour in

psychology. The narrowness of the behaviourists’ enlightenment has opened the way for new

theories to develop.
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The founder of the hierarchy of human needs, Maslow (1943-1970), admitted that people

are exceedingly motivated to accomplish certain needs, instead of receiving incentives,

motivation, therefore, is basically delineated as needs to be satisfied. In this respect,

deficiency (food, water) and higher needs (e.g., belongings, love, a need to understand, to

create, etc.) have been outlined to indicate that when the former needs are satisfied, the latter

needs are activated.

Attribution theory, (Weiner, 1985; 2000), suggests explanations for success and failure

among people, which can be internal or external, and it closely emphasizes on locus of control

for its indisputable role in achievement-related contexts. In addition, a thorough

understanding of the cognitive explanations of motivation warrants a reminder of achievement

theory, (McClelland, 1987). Students’ motive for engaging in academic subjects could be in

virtue of their reasons to acquire new knowledge (learning goals), gain public recognition

(performance goals), or to learn to please others (social goals).Later on, expectancy theory

advocates that students’ intention to act to excel is grounded in the belief that one’s effort and

anticipation of reward will result in desired outcomes.

Two distinct rationales of humans’ behaviour have received special attention in Self-

Determination Theory (Deci & Ryan, 1985), namely intrinsic and extrinsic motivation and

represent an essential theoretical basis for the present thesis. The same theory stresses the

value of satisfying specific internal needs of competence, autonomy, and relatedness in

directing one’s behaviour, and it highlights how the environment can be supportive and

simultaneously an impediment to students’ reasons for acting.

Chapter 2—The Controversy over Rewards in Motivation—is concerned with the

essential key concepts of expectancy, contingency, and types of rewards, their corresponding

effects on intrinsic motivation, and how they could enlighten our perspective of what, how,

and when rewards can effectively work in the classroom. We will also elaborate on the



11

existing related literature and experimental studies regarding rewards’ effects on intrinsic

motivation.

The most robust and leading attempts that warn against the negative effects of rewards on

intrinsic motivation originate in cognitive evaluation theory (Deci, Koestner, & Ryan 2001;

Deci & Ryan, 1985). The claim of this theory is that rewards have two aspects. The

informational aspect tells about the performers’ self-determined competence, and thus

intrinsic motivation is enhanced. Whereas, the controlling aspect enhances an external

perceived locus of causality and decreases perceived self-determination, consequently

intrinsic motivation is decreased. In this regard, the informational or controlling aspect of

rewards is more strongly dependent on a reward’s type, expectancy, and contingency.

Kohn (1993) is an opponent researcher who submitted that reinforcement has negative

effects. His disapproval of the use of rewards in learning is emanated from the over-

justification hypothesis. He persuasively argued that rewards do not work to enhance learning;

rather, they are harmful. In other words, rewarding students’ performance impels them to

justify it to this external factor and reject their intrinsic interest in the activity per se. On the

contrary, Cameron and Pierce (2002) pointed out that rewards are useful in learning, and they

supportively called for the ultimate need to use them in learning so that they heighten desired

outcomes.

Flora (2004), on the other hand, concurred with reinforcement to be a very effective

system for improving human action and spurs people to value their behaviour. Further,

rewards, from the perspective of social cognitive theory, are regarded as good incentives to

motivate behaviour. Furthermore, pioneers of general interest theory (Eisenberger, Cameron,

& Pierce, 1999) mediated the effects of rewards through maintaining that they have both

positive and negative effects on intrinsic motivation, with the caveat that their effects depend

on the way they influence performers’ perceived competence.
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Moreover, important measures of intrinsic motivation will take an essential part in this

chapter. The behavioural measure (Deci, 1971) is a salient predictor of intrinsic motivation, it

measures participants’ time persistence when the reward is no more presented. Self-report

measures (Guay, Vallerand, & Blanchard, 2000) are designed to evaluate participants’

situational intrinsic motivation with regard to experimental tasks. Lastly, some recommended

ways for teachers to successfully dispense rewards in the classroom will be accessible at the

end of this chapter.

Chapter 3 is devoted to reading and reading comprehension. Throughout this chapter, we

attempt to provide a general understanding of the process wherein researchers (Grabe, 2009;

Grellet, 1981; Smith, 2009) expounded this complex internal process of reading adequately.

The same chapter correspondingly distils the fact that reading does not transpire in isolation,

but rather different ways of the reading skill are utilized discretely or together. To this end,

important reading techniques, such as skimming, scanning, intensive, and extensive reading

will be uncovered. In addition, we shed some light on the cognitive processes that occur in the

reader’s mind during reading, which combine both lower level and higher level processes, and

how reading is reliant on two critical components of memory: short-and long-term memory.

The chapter is further expanded to address how research into reading comprehension has

been accumulated to generate more understanding on the way the meaning of a written work

is accessed by readers, and concurrently falsify previous models of reading who claimed that

meaning does not reside in texts, nor it is contextually driven (Goodman, 1967).However, it is

accessed by simultaneous use of all levels of processing (Rumelhart & McClleland, 1981).

The general consensus among many researchers (Carpenter & Just, 1986; Carrell, 1987) is

that the cognitive mental representation of concepts is clearly illustrated by schemata, which

are indispensable in forming, organizing, and interpreting information. The positive qualities

of the just-mentioned concept, however, are susceptible to criticism (Grabe, 2009). The same

chapter might interest the reader to survey the basic difference between L1 and L2 reading.
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Finally, this chapter concludes with establishing criteria and procedures for assessing EEL

reading comprehension.

Chapter 4 is entitled Reading Motivation. In the previous chapter, the cognitive processes

involved in reading are discussed. In the present chapter, the increased attention to reading is

provided from another angle through considering the affective factors related to this variable.

Together, affective and cognitive factors are critical components for becoming a successful

reader.

What differentiates intrinsically from extrinsically motivated readers is reviewed. In the

same scope, the extended literature on reading motivation reveals that L1 reading motivation

is a multi-dimensional construct. By extending on existing theories of motivation (e.g., self-

efficacy, expectancy value theory, and the dichotomy of intrinsic and extrinsic motivation), 11

dimensions, which belong to three categories, have been outlined to be the underlying

constructs of reading motivation (Wigfield & Gutheri, 1997).

Reading self-efficacy, preference for challenge, and reading work-avoidance represent

the first category of reading motivation. Intrinsic and extrinsic reasons for reading fall in the

second category. While curiosity and importance of reading exemplify intrinsic purposes in

reading, recognition, competition, and the desire to read to receive grades portray the extrinsic

purposes for reading. The last category taps reading as a social activity through approaching

two important constructs, namely compliance and social reasons in reading.

Assessing L1 reading motivation, through consolidating intrinsic and extrinsic reasons

for reading, self-concept, and the value learners place on reading, has been derived from what

becomes widely accepted as modern expectancy-value theories developed by Eccles (1983).

In developing this new model, Eccles extended and incorporated a number of theories, namely

attribution theory, intrinsic and extrinsic motivation dichotomy, self-efficacy theory, and

expectancy theory.



14

The empirical evidence on L1 reading motivation has captivated the attention of many L2

researchers (Dhanapalala, 2006; Komiyama, 2013; Mori, 2002; Tercanlioglu, 2001), who

inquisitively searched for the underlying components of L2 reading motivation. All these

cited researchers reached the conclusion that the dichotomy between intrinsic and extrinsic

motivation is the most dominant construct of L2 reading motivation, and their findings

strongly supported the fact that L1 and L2 reading motivation are multi-dimensional

constructs. We conclude this chapter by discussing how some researchers (Flora & Flora,

1999; Flora, 2004; Marink & Gambrell, 2008) distinguished between the impacts of some

types of rewards on reading, and submit some intrinsic and extrinsic motivational strategies

for EFL teachers.

Chapter 5 deals with the present situation analysis. We start this chapter with a detailed

description of the subjects and denote the reasons behind conducting this piece of research on

second year adult university students. We consider the place of reading at the Department of

Letters and English Language, and how integrating reading as an independent language skill

is of paramount importance for advancing students’ literacy levels. In addition, a detailed

description of the two experiments, along with some justifications for utilizing sets of

questionnaires to test the variables of interest, is also achieved. We close the chapter with

descriptions, analyses, and preliminary results of the pilot study and point out the changes (in

case there is any) that might emerge in the main study.

Chapter 6 is tailored to elicit background information on the subjects’ personal interests,

whether they read outside the classroom, discover their problems with reading, and survey

their reasons in reading through building and extending the research tool from L1 research

perspective. In essence, this section is in consensus with the empirical efforts to address the

underlying components of L2 reading motivation that is pinpointed in Chapter 5. The chapter

may enlighten our understanding of the students’ potential orientations in reading and whether

or not EFL reading can be a multidimensional construct among the subjects.
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Together, Chapter 7 and 8 present, elucidate, and scrutinize the results of the empirical

attempts undertaken to assess the consequence of the treatment on the variables of interest.

The major findings of these chapters might be more agreeing with our first, second, or third

hypothesis.

The thesis, finally, concludes with a summary of the major findings. We would point out

the shortcomings (limitations) in our research so that they will be filled by future researchers,

together with recommendations and some suggestions regarding the role of literacy-related

rewards in improving students performance and sustaining their motivation to read, and the

supreme importance of teachers’ role in bringing about students to think (or to find) that

reading is a must, inside or outside the classroom.
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Introduction

Motivation is a multi-faceted construct and one of the most influential factors in learners’

scholastic achievements in second/foreign language learning. It is often characterized by

learners’ determination to persist with challenging tasks, or in the face of failure or setbacks,

or by setting specific learning goals, take risks, obtain high grades, please their teachers or

parents, and apply appropriate learning strategies whenever the situation requires. Such

students are mostly welcomed by teachers across all disciplines. One of the most challenging

tasks in teaching, however, is: how can educationists motivate students to learn? And, by the

same token, how can they maintain and increase their motivation for an effective learning

environment? Indisputably, motivation is one of the most extensively investigated area of

SLA/FLA research for decades; nonetheless, it is a very thorny factor to measure. Expounding

the construct of motivation, along with its different theories, is a salient goal of this chapter.

Motivation, as an internal state, means, very broadly, the desire to do things that gather

direction, intensity, and persistence.

The first half of this chapter illuminates different definitions turning around the concept

of motivation. The second half is devoted to some current theories of motivation in learning,

which purport to describe the motivated learner and demonstrate why people, in general, and

students, in particular, are motivated to do what they actually do.

1.1. Motivation Defined

Motivation is an explanatory notion that comprises concurrently biological, cognitive,

emotional, and social factors that put in plain words what causes individuals to act. During the

past four decades, many researchers and scholars have extensively attempted to discern the

factors that compel people to learn and act in general, and in our context to learn a

second/foreign language.

In the first place, the common sense use of the word motivation, which has its origin in

Latin “movere”, signifies to move. It specifies the factors that compel people to “move” in
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their environment (Jorden, Carlile, & Stack, 2008). Accordingly, “to be motivated means to

be moved to do something. A person who feels no impetus or inspiration to act is thus

characterized as unmotivated, whereas someone who is energized or activated toward an end

is considered motivated” (Ryan & Deci, 2000a, p.54).

Certainly, to be motivated is to engage in activities that are likely to facilitate the learning

process. In their book An Introduction to Rewards and Intrinsic Motivation Controversy,

Cameron and Pierce (2002) described a self-motivated learner as one who embarks upon

challenging learning activities and displays high interest and persistence in solving classroom

assignments. These activities—as Schunk (2009) put it— may involve the utilization of

cognitive processes (e.g., attention, perception, storage, retrieval), cognitive strategies (e.g.,

asking questions or relating previously acquired knowledge to new situations), or other

related activities that require devoting more time and effort(e.g., solving puzzles or reading

extensively on topics of interest).

Motivation, for Brophy (2004), is about the characteristics of a student’s cognitive

involvement in the performance of learning activities; however, it neither refers to the effort

they dedicate to them, nor it determines the time they spend working on them. In like manner,

Brophy (2004) claimed that motivation does not exclusively require self-confidence, in the

sense that to be moved to undertake a task does not necessarily entail being confident that you

can undertake it if you endeavour to, but also having good reasons to embark on it.

According to Woolfolk (2004), “motivation is usually defined as an internal state that

arouses, directs, and maintains behaviour” (p.350).In other words, to feel motivated entails

working seriously with energy even though you are somehow bored or weary with the task at

hand. What energizes human behaviour could be drives, needs, incentives, fears, social

pressure, self-confidence, interests, curiosity, beliefs, values, expectations, among other

affective, cognitive, and social factors.



19

Likewise, motivation can be distinguished in terms of personal traits or as a state.

Motivation in terms of personal traits (individual characteristics) is described as a strong

feeling to achieve something and relinquish from any testing situation where one could be

subjected to fear, state of tension, or anxiety. Students with this motivational attribute can

work critically to achieve learning goals and avoid setbacks. Motivation as a state,

nevertheless, is a temporary situation. It is to say that the motivation individuals experience at

any time is not only a trait but also a state. For instance, students could be studying because

they value learning; concurrently, they are preparing for a test.

Elucidating the concept of motivation within the context of foreign language learning

leads us to consider Gardner’s theory (1985) of motivation in second/foreign language

learning. Gardner has candidly created fluctuations in the notable role of motivation in

second/foreign language learning achievements at the time when the focus of most

researchers, regarding second/foreign language learning success, was mainly attributed to

cognitive factors (such as, intelligence).

In Gardner’s socio-educational model (1985), motivation is a central, complex concept

that incorporates a goal, which is the initial impetus to motivation, the effort expended to

achieve the goal, a desire for attaining the goal, and favourable attitudes towards the activity

that permit the achievement of this goal. Therefore, the motivational constructs that positively

correlate with second language acquisition are as follows: a goal refers to the reasons (or

orientations) behind second/foreign language learning; whilst, effort (or motivation intensity)

is the key to attain the goal, in that learning a second/foreign language. Desire (valence) to

learn a second/foreign language, and attitude is headed towards second/foreign language

learning (Dörnyei, 2005).

In his L2 motivational model, which has dominated language learning for about three

decades, Gardner (1985) further submitted a dichotomy between two important types of

motivation for SL/FL successful achievements, namely integrative motivation and
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instrumental motivation. Learners with integrative motivation have a desire to learn the L2

owing to favourable attitudes towards both learning a second language and the second

language community. Learners with instrumental motivation, on the other hand, seek out

opportunities to learn a second language(s) for mere personal reasons, for instance, in order to

get a job, to be able to travel, and among others (Gardner, 1985).

It is pertinent to note that ample evidence has indicated that individuals who are

integrativelly motivated are highly motivated and achieve high L2 competence. The desire to

communicate with speakers from the L2 community is undoubtedly vital for L2 acquisition,

yet not during the motivation process.

However, due to the narrowness of Gardner’s division of motivation and the insufficient

evidence to explain learners’ behaviour in EFL classrooms, the dichotomy between intrinsic

and extrinsic motivation, studied thoroughly in psychological research, has been applied to

SLA/FLA research.

A self-motivated learner is required to possess a desired goal and determination to

succeed. It is because not all learners are motivated in the learning environment, teachers’

task is to create the environment that can give rise to their motivation. To this end, motivate

students by tasks or reward—that Reid (2007) considered as a short-term strategy to motivate

students. In addition, motivation can be also aroused through social interaction that is likely to

assist learners in developing valuable social skills. Feedback can be also effective in

enhancing students’ desire to learn; however, it should be continuous and formative and not

administered at the end of the task.

Skimming through the preceding different definitions of motivation, one may note that

these vary across divergent theoretical perspectives. However, these various definitions reveal

the general consensus that motivation, among most researchers and psychologists, is a very

complex concept and a vast subject that is characterized by an intention to act so that a desired
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outcome is achieved. It can be aroused either by internal factors (needs, interests, curiosity),

external factors (rewards, punishment, social pressure), or both.

1.2. Theories of Motivation

1.2.1. Motivation and Behavioural Learning Theories

For the initial purport of the present study, this section is limited to a brief presentation of

the behaviourists’ explanations of learning. In order to have a better understanding of

behaviourism, we need to go further and address the behaviourists’ views of learning in

Chapter 2 when defining rewards.

Broadly speaking, learning (from behavioural and non-behavioural points of view) is

defined as a change in an individual’s behaviour due to past experience. The earliest

interpretation of learning was established by the Behaviourist school of psychology, which

was headed by Ivan Pavlov and Edward Thorndike whose initial interest were comprehending

how animals as well as human beings learn. Later on, other researchers (such as B.F. Skinner)

have extended their views as well as attempted to point out the relation between behaviour

and its consequences. Motivation, from the behavioural learning theorists’ perspectives, is

referred to in terms of getting reinforcers and staying away from punishers.

Miltenberger (2011, p.513) defined a reinforcer as “a stimulus or event that increases the

future probability of a behaviour when it occurs contingent on the occurrence of the

behaviour.” Motivation, for Skinner, is regarded from the standpoint that a desired behaviour

is likely to be repeated in analogous situations as long as the behaviour is followed by positive

reinforcement (rewards), if negative reinforcement (punishment), on the other hand, follows

the behaviour, the desired behaviour is likely to be ceased or avoided. In very simple words,

motivation is understood in terms of stimulus-response associations. The point is that

motivation is expounded as the expectation of rewards.

Nevertheless, behavioural learning theories have been censured for providing weak

grounds for human beings’ motivation. Most of the earliest work on motivation has been
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launched in laboratory experiments on animals, especially with hungry ones; this state of

affairs was heavily criticized by many cognitive psychologists and researchers in the area (cf.

Slavin, 2006; Woolfolk, 2004) who argued that motivation is a complex, multifaceted factor

(merging the affective, cognitive, and social factors) that cannot be reduced to the behaviour

of a hungry animal. Individuals are different: What can be a reinforcer for one individual

cannot be suitable for another one, even though they are (for example, working, studying)

under comparable circumstances. For Slavin (2006), to a considerable extent, the significance

of an incentive is largely determined by personal or situational factors.

1.2.2. Motivation and Human Needs

Maslow (1943; 1970) substantiated that people are motivated to satisfy certain needs. In

his hierarchy of human needs, a distinction has been made between deficiency (or

physiological) that are lower-order needs and higher-order needs, which are growth needs.

The physiological or deficiency needs (cf. Figure1.1.) are known to be the preliminary to

motivation theory. These basic needs can be those for physiological needs (such as food,

water, shelter). Safety needs require environmental security; belongingness and love needs

involve having close relationships with others, belonging to a group and having intimate

friends; and esteem needs entail having self-esteem as well as esteem from others. The

founder of human motivation theory confirmed that the deficiency needs are the most salient

and take precedence over other needs; they therefore have to be appropriately satisfied before

activating higher or growth needs. He clearly postulated that for a person who is lacking

everything in life, it is probably that his/her sole drive is the physiological needs. Maslow

(1943) illustrated this thought by the following example: “For the man who is extremely and

dangerously hungry, no other interests exist but food. He dreams food, he remembers food,

and he thinks about food, he emotes only about food, he perceives only food and he wants

only food” (p.374).
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Maslow further stressed the paramount importance of satisfying lower needs (deficiency

needs) for the major reason that once the deficiency needs are met, other new needs, namely

growth needs, are activated. They are needs to know and understand, aesthetic needs, and

self-actualization need. The significance of self-actualization need is that it cannot be

activated unless other needs are fully satisfied. To this end, this need is placed at the top of the

pyramid of humans’ needs. It is defined as “to become everything that one is capable of

becoming” (p.383). Self-actualization need is submitted to the requirement of one’s

fulfilment. The specificity appearance of this need (self-actualization) is that it varies from

one person to another. It might be in the form of a desire to become an ideal mother in one

person, or an inclination to be a famous football player in another, or the professional

scientist, the artist, to further in their expertise or virtuosity (Maslow, 1943). In essence, when

the deficiency needs are fully satisfied, people’s motivation to satisfy them lessens. The more

individuals satisfy their growth needs, on the other hand, the further their motivation to know,

to comprehend, and to learn are heightened.

Figure1.1. Maslow’s Hierarchy of Needs

(in Jorden, et al., 2008, p.156)
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Indeed, the consequential of Maslow’s hierarchy of human needs in education, according

to Slavin, 2006, would assist teachers in comprehending students’ behaviour (for instance,

why are students behaving differently, today?), and raise the importance of satisfying their

basic needs—such as hunger —through providing free lunch programs in schools. In like

manner, the likelihood of teachers who intend to create a free-anxiety learning environment,

respond positively to students’ questions, enable them to feel related to their peers can

embolden them to become self-regulated learners.

1.2.3. Motivation and Attribution Theories

Why did I succeed? Why did I fail? These questions, and in addition to others, are the

ground for Bernard Weiner’s (1985; 2000) attribution theory, which remains the most robust

theory of motivation and emotion in educational psychology. It is initially aligned with

determining explanations (internal or external attributions) for success and failure among

people, especially in educational settings. In his own words, Schunk (2009) posited that

attributions are “perceived causes of outcomes” (p.475). Weiner (1985) submitted that there

are three universal attributions for success or failure: locus (whether the source of an action is

observed as internal or external), stability (whether the source is deemed to be stable or

unstable), and controllability (whether it is perceived as controllable or not). Moreover, in

achievement-related contexts, Wiener asserted that students attribute their academic success

and failure to causal factors: ability, effort, task difficulty, and luck (cf. Table 1.1.).

1. Ability- ‘I ‘m  really good at maths’ or ’I just don’t understand numbers’

2. Effort-‘I worked really hard on the assignment’ or ‘I couldn’t bother studying for the

exam.’

3. Task-difficulty-‘The test was really easy’ or ‘These concepts are so hard hardly

anyone passes.’

4. Luck-‘I only studied one topic and that was on the test’ or ‘I felt really ill and couldn’t

concentrate’ (Vialle, Lysaght, & Verenikina, 2005).
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In this view, ability and effort are the predominant causes of success and failure. Success

is directly linked to high ability and hard work; whereas, failure is caused by low ability and

lack of effort. When learners succeed, they immediately ascribe their success to their own

abilities and hard work. Nevertheless, when they fail, they tend to attribute their failure to

uncontrollable factors as task difficulty, the involvement of others, or luck (Weiner, 1985).

Together, ability and effort are internal, yet ability is stable. Equally, task difficulty and luck

are external characteristics; still, luck is an unstable and uncontrollable state, task difficulty is

a stable state.

Table1.1.
Weiner’s Model of Cause Attribution (Schunk, 2009, P.478)

Internal External
Stable Unstable Stable             Unstable

Controllable Typical        Immediate
effort           effort

Teacher         Help from
bias               others

Uncontrollable Ability         Mood Task               Luck
difficulty

Attributions are among the many essential sources of motivation in achievement-related

contexts. As a consequence, the major claim of this theory is the concept of attributions of

success or failure in learning. Students’ attributions for success and failure are supposed to

influence both how they perform in future tasks and their emotional reactions to those

outcomes (Vialle et al., 2005). Expressed differently, most of the time people feel satisfied

when success is achieved, but disappointed when they fail.

Accordingly, a fundamental concept in attribution theory is locus of control (locus means

location). Locus of control refers to whether individuals believe that outcomes or

reinforcements are contingent on their own behaviour, it is about what controls people’s

outcomes (which makes it narrowly linked—not equated with— to self-efficacy (Jorden et al.,

2008; Slavin, 2006). Students with an internal locus of control, on the one hand, believe that

their outcomes are contingent on their own behaviour. Students with an external locus of

control, on the other hand, attribute their own outcomes to be independent from their own

behaviour: Their outcomes are caused by external factors, such as luck (Deci & Ryan, 1985).
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For Schunk (2009), locus of control is to play a significant role in achievement-related

contexts. Students who think they have control over their outcomes (success or failure) should

engage in academic tasks, expend greater effort, and persist more in setbacks than students

who appraise their behaviours to have no impact over their outcomes. In actuality, locus of

control varies from one situation to another. The same student, for instance, may have an

internal locus of control in reading, yet an external locus of control in sport.

The considerable implication of attribution theory in education is that teachers would

provide learners with continuous effort feedback about their performance, and what causes

their success or failure (whether internal or external reasons) for better scholastic

achievements. Effort feedback can have positive impact on students provided that they realize

its credibility. It is credible as long as students have to work seriously to succeed (Schunk,

2009; Slavin, 2006).

1.2.3.1. Achievement Motivation

McClelland (1987) discerned that people are motivated at varying degrees by their need

for achievement. Achievement motivation refers to “the desire to excel at effortful activities”

(Schunk, 2004, p.35).The appearance of achievement motivation theory has shifted the field

of motivation to a more cognitive field. It is of concern to education since it attempts to

provide clarifications for students’ choice of achieving tasks, the reason behind task

performance, and persistence as well. Thereupon, three types of learning or goal orientations

can portray students’ main reasons for engaging in academic activities, namely learning goals

(also called mastery goals or task-involvement), performance goals (or ego-involvement), and

social goals (both learning goals and performance goals are summarized in Figure1.2. and

Figure1.3.).

Schunk (2009) fairly acknowledged that in order for goals to affect people’s behaviour,

the perception of self-efficacy in task-performance is pivotal. According to Schunk (2009,

p.487), “a learning goal refers to what knowledge, behaviour, skill, or strategy students are to
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acquire; a performance goal denotes what task students are to complete”. Students with task-

involvement orientation regard learning as a salient goal, they are oriented towards

developing their abilities, acquiring new skills, and embarking on novel tasks that enhance

opportunities for learning. They withstand in front of seatbacks or failure through applying

new learning strategies; challenges are startlingly viewed to heighten their motivation. Their

self-efficacy and motivation are concurrently enhanced each time they experience success.

Likewise, Ames (1992) postulated that mastery goal learners apply deep-processing

strategies that can facilitate the learning process. To the extent that they tend to contrast their

current performance improvements with past performance, which in turn can enhance their

perceived competence. On the contrary, learners with performance goals focus on social

comparison and pursue uncomplicated learning activities that can provide them with a

favourable appraisal of their abilities. They, in addition, focus on surface-level processing

strategies, they have a desire to receive high scores relative to their peers, and relinquish in

the face of challenges. For task-involved students (or learning goals), ability is synonymous

with learning. They are endowed with the belief that the more they expend great effort, the

higher they feel competent about themselves. On the contrary, ability and capacity are seen to

be synonyms for ego-involved students (or performance-oriented learners). The third goal

orientation refers to the public outcomes students intend to accomplish at schools (Lepper,

Master, & Yow, 2008).

Since learning for ego-involved students is valued as a means to gain social approval

(such as teachers or parents’ approval) and avoid being incapable in front of others, ego-

involvement, then, can be enhanced through competition. Competition (such as, to compete

for teachers’ attention, or to be offered a reward) can encourage self-evaluation of abilities

vis-à-vis those of others. In contrast, task-involvement is enhanced through individual

learning conditions. Students are more likely to assess their own performance progress at the
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present time relative to their past performance. Co-operative work is also an important factor

to heighten task-involvement (Lepper et al., 2008; Schunk, 2009).

Figure1.2. Effects of Learning Goals on Motivation

Learning          Self-efficacy          Motivation                Perceived               Achievement

Goals                                         Self-regulation               progress                       gains

Figure1.3. Effects of Performance Goals on Motivation (Figure2. and 3., in Schunk, 2009,

p.488)

Performance                       Task Social Ability

Goals                             engagement                           comparison assessment

Given that this theory takes precedence over different strategies to promote learning

outcomes, it has received much attention when applied to educational settings. Schunk (2009)

substantiated that as one major role of teachers—to foster learning—is to instil into learners

how effort can make success potential. If this is done, then teachers can shape learners’ beliefs

that ability is the only mechanism for success, and both self-efficacy and motivation would be

heightened. He also suggested for teachers to provide students with incessant feedback about

their learning progress. It is also recommended that teachers should attempt to persuade

learners that learning rather than scores is the main objective of engaging them in academic

activities (Slavin, 2006). However, the case in EFL classrooms does not really support what

this theory claims for due to the salience of earning high scores in order to be rewarded as

well distinguished.

1.2.3.2. Motivation and Expectancy Theory

Motivation within the framework of expectancy theory encompasses four influential

elements: effort, expectancy, instrumentality (reward), and valance. This theory posits that an

individual is motivated provided that he/she anticipates that effort is the path to a desired

performance, and, by the same token, the performance is rewarded, and that the reward is

valuable for the person (cf. Figure1.4.). It indicates that individuals’ motivation is high as
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long as the expectancy of success, instrumentality, and valance are also high. People’s

motivation to engage in performing tasks is determined by their expectancies for success,

along with the value of the outcome they strive to meet (Lunenburg, 2011; Schunk & Pajares,

2005). Stated differently, the likelihood for students’ motivation to accomplish desired goals

is largely determined by their perceived probability of success and the value they place on

these outcomes. Therefore, the basic premise of this theory is that achievement motivation is

the consequence of learners’ expectancies of success and failure and their incentive value of

success (Schunk, 2004).

Figure1.4. Basic Expectancy Model (Lunenburg, 2011)

Expectancy Instrumentality

Valance

Expectancy submits also people’s awareness of, and opinion about their own abilities.

Learners with high expectations about their own abilities are most likely to persist in setbacks,

strive for their desired goals, and accomplish their learning goals vis-à-vis learners who deem

that they have very low expectations about themselves (Jorden, et al., 2008). Likewise, the

founder of expectancy theory, Atkinson (1958 as cited in Slavin, 2006) argued that the

likelihood of success might be sometimes detrimental to motivation. Since there is an

apparent association between probability of success and incentive value of success, it is

commonly believed that experiencing excellence in easy tasks can never be similar to

achievement in challenging ones. Hence, motivation should be at moderate levels of the

probability of success.

The significance of expectancy theory in education implies that the learning tasks learners

encounter in the classroom ought to be moderately challenging: Neither very easy nor very

difficult to enhance their self-efficacy (Schunk, 2004).This is simply Yerkes-Dodson Law

Effort Performance Reward
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(1908), which states that people will perform most efficiently when their level of arousal is

moderate, then, the task at hand should be neither too easy, nor too difficult, but moderate.

These tasks also should meet all learners’ needs and competencies for learners to appreciate

that success in academic settings is always within the reach (Slavin, 2006), it hinges on their

own will, effort, and the value they attach to learning activities.

1.2.4. Self-Determination Theory (SDT)

SDT is an organismic-dialectical theory, which is concerned with the study of personality

growth and development as well as the notion of psychological needs. How environmental

factors can enhance or decrease people’s intrinsic behaviour is a further concern of this theory

(Deci, Eghrarl, Patrick, & Leone, 1999; Deci & Ryan, 1985; Deci & Ryan, 2002).Both the

feelings of competence and autonomy are deemed to be the most dominant in intrinsically

motivated actions. People are endowed with an innate tendency to pursue their interests and

seek challenges that are suited to their competencies. Ryan and Deci (2000a, pp.59-60)

advocated this through saying: “Intrinsic motivation will occur only for activities that hold

intrinsic interest for an individual—those that have the appeal of novelty, challenge, or

aesthetic value for that individual”. Indisputably, interest (Deci & Ryan, 1985) is to play an

overriding role in intrinsically motivated behaviour: Individuals inherently engage in

activities that interest them; consequently, interest is the component of optimal challenge. A

challenge, as expounded by Deci and Ryan (1985, p.33), “is something that requires

stretching one’s abilities, trying something new.”

SDT is a macro-theory of motivation and personality; it illuminates the significance of

volitional behaviour and social environment in enhancing intrinsic motivation rather than

thwart it. In like manner, it addresses people’s performance through supporting the experience

of an internal perceived locus of causality: People’s perceptions that success or failure at a

task is due to their internal factors. Self-determination is further the experience of free choices

and the capacity to have those choices in initiating your behaviour and determining ways to
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satisfy your needs, yet divorced from any reinforcement contingencies. Thereupon, it refers to

a true sense of choice, a sense of feeling free in performing what one has chosen to perform

Guay et al., (2000).

Likewise, a self-determined student performs voluntarily interesting activities exclusive

of any obligation or reinforcement. On the contrary, Pintrich and Schunk (2002) contended

that in many educational settings, students have few or no choice of what to do, when, and

how to do it.

In SDT, a clear distinction is made between autonomous motivation and controlled

motivation. The former includes both intrinsic motivation and the kinds of extrinsic

motivation that people have identified the value of the regulation and integrated it to oneself.

The latter, on the other hand, comprises external regulation (the performance of the activity is

contingent on external factors), introjected regulation (the regulation is partially internalized).

It would be suggested that self-determination can be also regarded in some extrinsic

behaviours.

In enlightening the significance of SDT, Deci and Ryan (2008) discerned how

environmental forces affect autonomous versus controlled motivation through thwarting or

supporting the satisfaction of the universal psychological needs of competence, autonomy,

and relatedness. In addition, Gagné and Deci (2005) presumed that whenever people satisfy

their psychological needs of both competence and relatedness, it entails that they are likely to

internalize the external regulation. Nevertheless, the satisfaction of autonomy need permits

people to comprehend whether the regulation is identified, integrated rather than only

introjected. It is clear that the internalization of extrinsic motivation is heightened in

environments that support autonomy. The prominence of the innate psychological needs of

competence, autonomy, and relatedness, according to Gagné and Deci (2005), is to determine

which aspect of a social context is likely to sustain intrinsic motivation and assist the

internalization of extrinsic motivation as well.
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1.2.4.1. Intrinsic Motivation

For nearly three decades, two dichotomies of motivation have long been a fundamental

area of investigations for researchers (Cameron & pierce, 1994; Deci, 1971; 1972a; 1972b;

Deci, Koestner, & Ryan 1999; Deci & Ryan, 1985; Vallerand & Bissonnette, 1992) in

psychology, namely intrinsic and extrinsic motivation.

The term intrinsic motivation is often encountered in social psychology to denote

activities performed for the pleasure and satisfaction inherent in the activity per se.

Thereupon, “intrinsic motivation is the innate, natural propensity to engage one’s interests and

exercise one’s capacities, and in doing so, to seek and conquer optimal challenges” (Deci &

Ryan, 1985, p.43).

The concept of intrinsic motivation was initially introduced in experimental studies

dealing with animals’ behaviour. In the 1950’s, Harry Harlow and his colleagues utilized this

concept to demonstrate how monkeys, in the absence of extrinsic contingencies, were able to

solve puzzle problems. In the late 1950’s, Clark Hull studied primary drives (e.g., thirst,

hunger, sex). Given that the animals, in his experiment, were not reinforced by any of the

previous drives, the results did not yield any ground for Harlow’s finding. However, people

and animals were observed to engage in activities (e.g., play and exploration) that stimulated

them, but these activities did not affect drives negatively. Thereupon, in 1959, Robert White

introduced another concept, namely “non-drive based motives” or “effectance motivation”

(e.g., curiosity, spontaneous activity, and among others) (Deci & Moller, 2005). The

specificity of effectance motivation is the feeling of self-efficacy, which is very dominant in

early life. It is in actuality what allows an individual to withstand setback so that he/she can

proficiently interact with the environment (Salkind, 2008). In this regard, effectance

motivation is defined as:

Fitness or ability, and the suggested synonyms capability, capacity, efficiency,

proficiency, and skill.It is therefore a suitable word to describe such things as grasping
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and exploring, crawling and walking, attention and perception, language and thinking,

manipulating  and changing the surroundings,  all  of  which  promote an  effective-a

competent- interaction with the environment.  The behaviour… is  directed, selective,

and persistent, and it is  continued not  because it serves primary drives, which indeed

it cannot serve until it  is almost perfected, but because it satisfies an intrinsic  need to

deal with the  environment. (White 1959, pp.317-318 as cited in Schunk, 2009, p.498)

Effectance motivation is clearly distinguished in infants who grab objects that attract their

attention. As children develop, they attempt to examine objects, to turn them over, to push

them away, and even to pull them back. It means that their effectance motivation is similar: It

is directed towards environmental features that appeal them. Nevertheless, when they enter

school, their effectance motivation becomes more specialized since it is highly directed

towards mastery of certain school subjects (Schunk, 2009).

Later on, the term intrinsic motivation has become the substitute for “non-drive based

motives”, and therefore both the concepts of intrinsic and extrinsic motivation have been

considerably utilized in educational, social, and sport psychology. According to the social

psychological literature, intrinsically motivated actions experience self-chosen activities and

emanate from one self. In so doing, intrinsically motivated learners perform a task as an end

in itself, such as to pursue their interests, feel competent, self-satisfied, experience pride for

an outstanding work, along with complete sense of volition and without any external

incentives (for the inherent pleasure of doing so and from the spontaneous satisfaction derived

from the activity itself) (Deci, Vallerand, Pelletier, & Ryan, 1991). Thereupon, Deci and Ryan

(1985) argued that intrinsically motivated learners must feel free from pressures, such as

incentives or contingencies. To the extent that intrinsically motivated students are likely to

perform activities provided that they are experienced as autonomous, and they are unlikely to

function when reinforcement is experienced as the only source of behaviour. Learners are

deemed to be intrinsically motivated when they do their assignments in virtue of the



34

enjoyment accompanying task-performance and the satisfaction of novel learning (Vallerand

& Ratelle, 2002).

Intrinsically motivated learners, for Ryan and Deci (2000a), are spurred to engage in

different activities by a state of readiness, which is characterized by an inner acceptance of the

significance of a task. Intrinsic motivation is clearly related to learning-oriented students,

bringing about high learning levels and creativity.

Likewise, intrinsically motivated students practice activities that promote learning. They

rehearse new information; they call on their background knowledge to match new setting;

they make use of skills, organize information, and apply it to new, different, and analogous

situations; they also feel self-efficacious about learning. If intrinsic motivation enhances

learning, reciprocally learning enhances intrinsic motivation. Learners feel more self-

efficacious about learning when they become aware about the development of their learning

skills (Pintrich & Schunk, 2002).

Oudeyer and Kaplan (2007) described how intrinsic motivation can be undoubtedly

observed in young infants as well as adults. It is seen in young infants when they endeavour to

grasp, throw, bite, squash, or shout at new objects they come across. Adults are intrinsically

motivated when playing crosswords, making paintings, doing gardening, reading novels, or

watching movies. In this regard, Whitehead (1993, p.1 as cited in Pintrich & Schunk, 2002)

said:

Children are born intrinsically motivated to be physically active. That motivation-if

kept alive by physical success, freedom, and fun-will do more than promote the fitness

behaviours that add years to life. It will maintain the physical zest that adds life to

years. Nonetheless, intrinsic motivation is not a stable quality, it changes through time.

What intrinsically motivating was for young children might not remain the same when

they get old.
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Intrinsic motivation is definitely presented in behaviours such as play (puzzle games),

exploration, and challenge that people strive to perform independent of any external rewards.

Nevertheless, one initial purpose of the present research is to prioritize the reading materials

learners are expected to perform during the implementation of our treatment, through

attempting to select more appealing topics and tasks so that we can meet our sample’s interest

and curiosity in EFL reading.

According to Lepper, Master, and Yow (2008), challenge, control, curiosity, and fantasy

are the primary sources of intrinsic motivation (cf. Table1.2.). Importantly, intrinsic

motivation is enhanced when students conquer challenging activities that are tailored to their

competencies. Accordingly, presenting learners with activities that have an optimal challenge

(Patrick, 2011) would enable them master important learning skills and experience a sense of

efficacy, with the caveat that these activities are neither very easy nor very difficult.

Perceived control is a salient factor to maintain intrinsic motivation. Involving learners in

voluntary tasks, along with offering choices may create a sense of control over their own

learning outcomes, which could promote self-determination (Patrick, 2011). Conversely,

learners’ motivation is undermined when they perceive their performance to be divorced from

their outcomes. Consequently, a lack of control can result in learned helplessness (Lepper et

al., 2008).

Curiosity, if it is supported in the classroom, is a further determinant of intrinsically

motivated actions. Engage learners in curiosity-based exploration activities stimulates their

curiosity. Consequently, “you can stimulate curiosity or suspense by posing questions or

doing “set up” that make students feel the need to resolve some ambiguity or obtain more

information about a topic”(Brophy, 2004, p.228). For instance, teachers can enhance students’

curiosity through asking them to predict what they will learn, and show that their prior

knowledge is not sufficient to achieve learning objectives.



36

Furthermore, fantasy in the Online Cambridge English Dictionary is defined as

a pleasant situation or event that is imagined, but is not real or true. The likelihood that

intrinsic motivation is boosted is when you involve students in playful set, activities with

fictional characters, solving puzzles, and among others (Brophy, 2008). Fantasy can evoke

non-existing situations; thus, it would assist students to connect the familiar to the unknown.

A pertinent example for enhancing fantasy, and therefore learning important skills, is to

utilize metaphors or draw on real-world events (Brophy,2008).

Table1.2.

Sources of Intrinsic Motivation (Pintrich & Schunk, 2002, p. 268)

Source                                                                    Implications

Challenge Present learners with tasks of intermediate difficulty that they feel
efficacious about accomplishing

Curiosity Present learners with surprising or incongruous information that will
motivate them to close a gap in their knowledge

Control Provide learners with choices and a sense of control over their learning
outcomes

Fantasy Involve learners in fantasy and make-believe through stimulations and
games

For Woolfolk (2004), intrinsic motivation is a natural tendency to conquer challenging

tasks that have their own rewards so that you feel a sense of competence and pride in what

you actually do. Intrinsically motivated learners do not seek out rewards or avoid punishment

when they perform tasks-it is the desire to do something when you do not have to. When

learners, on the other hand, intend to perform activities to be rewarded, shun punishment, or

receive teachers’ approval (factors that are divorced from the task itself), they are then

extrinsically motivated. Stated differently, it suggests that students’ performance is not

coerced by interest, but rather what this performance is likely to provide the performer with in

terms of incentives.

In the same view, some researchers (Pelletier, Fortier, Vallernand, Tuson, Brière, &

Blais, 1995) proposed three types of intrinsic motivation that are subsumed under the intrinsic
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motivation taxonomy. The first type is intrinsic motivation for acquiring knowledge. It is

delineated as the pleasure and satisfaction derived from attempting to learn or discover

something new. Pelletier et al. (1995) illustrated their point by the example of athletes who

are intrinsically motivated to know when they endeavour to discover new training techniques

for the pleasure they experience while learning them. The second type is intrinsic motivation

towards achievement. It is elucidated as the personal satisfaction people may experience from

engaging in an activity owing to the enjoyment of mastering or accomplishing something

new. The enjoyment emanates from carrying out tasks represents the third type of intrinsic

motivation, which is intrinsic motivation to express stimulation.

The point in this section is how teachers can create a learning environment that sustains

and, by the same token, enhances students’ intrinsic motivation. In effect, supporting

students’ free-will and permitting them to have choices and personal responsibility can endow

them with a desire to learn.

1.2.4.1.1. The Psychological Needs in SDT

The most prevailing psychological needs, which are inherent in humans’ lives and have

been enormously explored in the literature review on intrinsic motivation that signify

universal needs, are autonomy, competence, and relatedness. Certainly, these basic

psychological needs correspond to innate requirements that have direct influence on people’s

goals, achievements, and psychological well-being (Deci & Ryan, 2002).

Gagné and Deci (2005) expounded the first basic need of autonomy as “[…] acting with a

sense of volition and having the experience of choice” (p.333). Presumably, to be autonomous

denotes to experience volition and self-endorsement of your own actions. Worded differently,

autonomy appertains to individuals' free-will in making their  choices as well as being the

perceived origin of their own actions. It is effectively developed in environments where

children or teenagers can feel competent and related to others (Deci, et al., 1991).
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Autonomy need involves experiencing volitional behaviour that appertains to interest and

self-endorsed values. Together, volition and interest can create in students more flexibility

when attempting to perform novel tasks, they assist them in acquiring new knowledge and

increase a sense of personal control. That is, students with autonomy orientation intentionally

dedicate themselves to their studies (Deci et al., 1991; Deci & Ryan, 2002; Niemiec & Ryan,

2009). In an empirical study, Deci and Ryan (1985) found that autonomy orientations

positively correlated with self-actualization, self-esteem, and ego-development. Ensuring

autonomy in the classroom can be achieved by enhancing students’ perception of choice—

with respect to learning activities— rather than using coercion or evaluation pressure to

engage them in these activities. Another strategy to support autonomy is to enable students

understand the expected outcomes for learning activities. In all likelihood, an autonomy-

supportive teaching practice can yield the most desired academic performance.

Competence is a further basic need that pertains to an individual’s feelings of confidence

and effectance in his/her interactions with the social environment, and experiencing

opportunities for expressing his/her capacities. This basic need would compel people to seek

challenges that enable them enhance their capacities. It is the capacity of having control over

your own outcomes, and being endowed with a positive perceived competence regarding your

own actions. This psychological need can instil into learners a desire to conquer optimally

challenging activities vis-à-vis their capacities (Reeve, Deci, & Ryan, 2004).

In explaining how competence can be enhanced or decreased by external events, Deci

and Ryan (1985, p.63) suggested that intrinsic motivation is enhanced when it is melded with

high-perceived competence, in that learners’ perceived competence is usually heightened

when they feel self-determined with regard to the target activity. Most of the time, perceived

competence is diminished (intrinsic motivation is decreased as well) under controlling

situations when individuals perceive themselves more amenable to failure. Some researchers

(Deci, et al., 1991) acknowledged that competence cannot be a satisfactory form of intrinsic
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motivation, “self-initiation”, and “integration”. In other words, a student can be highly

motivated and highly competent; however, he is regulated externally or by introjected

regulation (cf. section, 1.2.4.2.1). Hence, he/she is neither self-determined nor autonomous.

That is why research has emphasized on the salience of autonomy. Niemiec and Ryan (2009)

recommended that classroom practices can support students’ competence through providing

optimally challenging activities and feedback related to their competencies.

Relatedness, as the third need, denotes the psychological need of feeling connected to

others and accepted by them. Relatedness is concerned with experiencing secure communion

with others (Deci & Ryan, 2002). It is to feel secure, accepted, and attached to others in the

social milieu. It is highly presumed that supporting relatedness need inspires students to

develop relationships, connect with others effectively, and develop their mental health (Sullo,

2007). The significance of relatedness can be clearly found in Maslow’s hierarchy of human

needs (cf. section 1.2.4.2.1), relatedness— or belongingness—which is an essential basic need

that has to be fulfilled.

Events that support individuals’ competence, autonomy, and relatedness can give new

impetus to the most self-determined types of intrinsic motivation (intrinsic motivation and

identified regulation, cf. 1.2.4.2.1). Conversely, a social milieu that precludes these needs

produces non-self-determined types of motivation (external regulation and amotivation, cf.

1.2.4.2.1) (Guay et al., 2000).

Furthermore, teachers’ orientations affect classroom climates. Teachers, who are

oriented to support learners’ autonomy, promote students’ intrinsic desire to learn; whilst,

teachers, who are oriented to control their behaviour, contribute to diminish their autonomy,

and therefore intrinsic motivation is negatively affected. Importantly, parental style regarding

autonomy support versus control also influences students’ learning achievements.

Consequently, the outcomes of school context have similar impact as home context (Deci, et

al., 1991).
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The premise of this theory in education is to initially drive learners to value learning,

promote their interest in learning, and instil into them more confidence (self-confidence

raising).All these can be the characteristics of an intrinsically motivated learner (Deci et al.,

1991; Deci & Ryan, 1985).

A critical claim of SDT is that intrinsic motivation is enhanced in social environments

that support an individual’s sense of competence (control and self-efficacy), autonomy (self-

determination and choice), and relatedness (belongingness) that if fully satisfied, motivation is

heightened. Nonetheless, supporting autonomy allows motivated-behaviours to become more

self-determined than controlled. The likelihood of supporting competence is to promote

motivation, in general, and intrinsic motivation and integrated internalization (cf.

section1.2.4.2.1), in particular, provided that an external reinforcer is administered in an

autonomy supportive manner. Likewise, supporting relatedness, in fact, promotes motivation;

thereupon, intrinsic motivation and integrated regulation (cf. p.34) are increased as long as

significant others are autonomy supportive. When the social environment does not support the

formally discussed innate psychological needs, intrinsic motivation decreases, yielding an

unsatisfactory performance (Deci, et al., 1991).

Brophy (2004) agreed with the previous view as she posited that intrinsic motivation is

increased in a learning environment that supports learners’ innate basic needs, which are

responsible for better functioning and psychological well-being. If students perceive their

actions not to emanate from the self, and in that controlled by environmental factors, then they

become more extrinsically motivated.

1.2.4.2. Extrinsic Motivation

Indisputably, intrinsic motivation has been balanced against extrinsic motivation.

According to Vallerand and Ratelle (2002, p.42), “extrinsically motivated behaviours are

undertaken to attain an end state that is separate from the end behaviour”. In response to this

quote, extrinsically motivated students engage in learning activities as a means to an end.
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Contrary to intrinsically motivated individuals, extrinsically motivated behaviours are

functions of external contingencies of rewards (e.g., please their parents, earn high grades) or

punishment. Satisfaction is derived from external consequences to which the activity leads

(Cameron & Pierce, 2002).

Schmidt, Borate, and Kassabgy (1996) inarguably affirmed that if extrinsic motivation is

motivation to undertake a task so that external rewards are obtained (the behaviour is

controlled by extrinsic rewards or punishers), then intrinsic motivation is expressed by

engaging in an activity for the reward inherent in the activity (the reward is performing the

activity). They further asserted that the dichotomy of intrinsic versus extrinsic motivation is—

to some extent—similar to the instrumental-integrative divisions. In the sense that both

instrumental and integrative motivation are considered with goals; thus, they are subsumed

under extrinsic motivation. For instance, a learner who eagerly wishes to master a language in

order to communicate easily with speakers of that language; however, he/she does not enjoy

studying it (+integrative) (-intrinsic). Another example can be a learner who enjoys studying

and learning a language seldom (-integrative) (+intrinsic), or a learner who does not have any

intention for studying a language, and he/she actually finds it interesting (-integrative) (-

instrumental) (+intrinsic). Conversely, the most conflicting situation is when a learner is not

compelled by any of the former types of motivation, or he/she is not willing to master a

second/foreign language (-integrative) (-instrumental) (intrinsic) (-extrinsic), he is then

amotivated.

Intrinsic and extrinsic motivation are regarded as separate continuums—as disputed by

Pintrich and Schunk (2002) —rather than two ends of a continuum. A learner, for instance,

might be high on both types of motivation, low on both, medium on both, higher on one and

medium on the other, for whichever activity. In like manner, the aforementioned types of

motivation are both time and context dependent. They describe how people’s motivation can
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vary with regard to a particular task. For many students, the same activity can be intrinsically

or extrinsically stimulating.

A major concern for extrinsic motivation (Vialle et al., 2005) is the likelihood of

enhancing more superficial learning than long-term meaningful learning. If students’ intention

to perform a learning task is merely contingent on gaining the reward, rather than the task per

se, they are likely to devote less time and effort to master it.

To entirely and clearly comprehend individuals’ functioning, the following forms, which

are classified along a self-determination continuum, of motivation are important to be tackled.

They are aligned from amotivation (non-self-determined behaviours) to intrinsic motivation

(characterized by self-determined behaviours). The four types of extrinsic motivation, namely

external, introjected, identified, and integration, (cf. Figure1.5. from Ryan & Deci, 2000a, p.

61) mediate amotivation and intrinsic motivation. Nevertheless, we intend to tackle

Organismic Integrative Motivation (OIM) before proceeding with these forms of motivation.

1.2.4.2.1. Organismic Integration Theory (OIT)

OIT—as a mini-theory of SDT—addresses the paramount salience of internalization and

integration processes, and it indicates the potentiality of the regulation to be fully internalized.

To this end, internalization is a motivated process, wherein the external regulation of

behaviour is transformed from external to internal contingencies. The presence of an external

contingency is no more required. It is like “I work even when the boss is not watching”

(Gagné and Deci, 2005, p.334). In this regard, Gagné and Deci (2005) defined internalization

as “… “taking in” a behavioural regulation and the value that underlies it” (p.333).The term

internalization also integrates introjections, identification, and integration. Integration is an

optimal internalization, whereby the regulation becomes indistinguishable from oneself. It,

then, denotes that “people have a full sense that the behaviour is an integral part of who they

are, that it emanates from their sense of and is thus self-determined”(Gagné & Deci,2009,

p.335). The assistance of social support for autonomy, competence, and relatedness facilitates
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both the internalization and integration processes. To the extent that students could internalize

and integrate the value of behaviour as far as they experience volition and feel efficacious

when they perform it (Ryan & Deci, 2009).

Figure1.5.A Self-Determination Continuum, with Types of Motivation and Types of

Regulation (Ryan & Deci, 2002, p.16)

Type  of

Motivation Amotivation Extrinsic Motivation
Intrinsic

Motivation

Type of Non-
Regulation    regulation

External   Introjected   Identified   Integrated
Regulation Regulation Regulation Regulation

Quality of
behavior Non-self-determined                                                            Self-determined

The least self-determined form of behaviour, which is placed at the far left in the

taxonomy of human motivation (cf. Figure1.5.), is amotivation. It pertains to a non-motivated

behaviour characterized by a lack of intention (no control over your outcomes), that is

followed by a perception of being incompetent in one’s actions. Amotivation entails then the

person’s incapability to neither recognize nor value what he/she does (Vallerand &

Bissonnette, 1992). At the far end of the taxonomy is intrinsic motivation (as an innate

source): To undertake a task that is entirely divorced from external reinforcers; however, it is

never denoted to be the end product of internalization (Ryan & Deci, 2000b). Along the self-

determination continuum between intrinsic and amotivation is extrinsic motivation—to

engage in an activity for instrumental reasons—which is specified by four types of regulation

(Deci & Ryan, 2002; Vallerand & Ratelle, 2002).

External regulation is the least autonomous form of extrinsic motivation. It refers to

externally controlled behaviours. This form of motivation is still considered external, for the
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person is compelled to perform the activity in a specific manner (Vallerand & Bissonnette,

1992). In other words, external regulation has an external perceived locus of causality, in that

it includes behaviours which are initiated by sources external to the person, whether to avoid

negative sanctions or to be rewarded (positive consequences). For instance, a student who

does an assignment either to receive teacher’s praise or to keep away from parental

confrontation is externally regulated (Deci, et al., 1991; Deci & Ryan, 2002).

Introjected regulation portrays the first phase of the internalization process. This form of

extrinsic motivation demonstrates that the regulation is not yet integrated, it is just taking in a

regulation without making it equal to oneself in order to avoid feeling guilty. It submits that

individuals commence to internalize merely the rationale for their actions. Nonetheless, there

is no viable potentiality to consider this form of motivation as fully self-determined in virtue

of its constraints on behaviour by external contingencies (Vallerand & Bissonnette, 1992).We

can take the example of a student who gets to class on time to avoid feeling like a bad person

is regulated by introjected regulation (Deci, et al., 1991). From a SDT’s stance, children who

are more introjected are more prone to school anxiety and self-blaming.

Identified regulation is the third form of extrinsic motivation. When the person starts to

appreciate the significance of the behaviour, to perceive it as personally-chosen, to identify,

and to accept the regulatory process, he/she is, subsequently, deemed to be regulated by

identification. According to Deci and Ryan (2002,p.17), “regulation through identification

involves a conscious valuing of a behavioural goal or regulation, an acceptance of the

behaviour as personally important.” Since identification permits volition, behaviour, under

this form of extrinsic motivation, is regarded self-determined (the person can feel a sense of

volition) than behaviour controlled by external regulation or introjected regulation. To

illustrate, we can use the example of a high school boy who decides to get up an hour earlier

to review his chemistry notes for he feels it is personally important to do so (Vallerand &

Ratelle, 2002). In this example, the boy’s behaviour represents a certain type of extrinsic
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motivation because the activity, of reviewing chemistry notes, is performed due to an external

reason (instrumentality), in that to improve chemistry performance rather than performing it

as an interesting activity. Nonetheless, the behaviour is relatively self-determined since the

boy does it eagerly, for personal reasons, instead of external pressure. It should be noted,

moreover, that pupils (Deci, et al., 1991), who express more identification, enjoy schools and

cope easily with failure.

Integrated regulation represents the most autonomous form of extrinsic motivation, which

is fully self-determined. The regulation is integrated with one self: To perform an activity for

it is personally important (an integral part of the self). To the extent that integrated regulation

shares many features with intrinsic motivation, as they are both considered “autonomous self-

regulation”. Intrinsic motivation, however, is characterized by individuals’ intentions to

voluntarily embark upon an activity in virtue of its interest; whilst, integrated regulation is to

perform the activity due to personal importance (it is instrumentally important) that is directed

to potential enhancement (Deci, et al., 1991).

In a point of fact, Gagné and Deci (2005) differentiated between amotivation,

autonomous motivation, and controlled motivation. Autonomous motivation gathers

internalization of extrinsic motivation as well as intrinsic motivation. A learner is said to be

autonomously motivated due to his/her interest in the activity; the value and the regulation of

the activity become personally integrated to the self. Controlled motivation, on the other hand,

incorporates external regulation and introjected extrinsic motivation.

Extrinsically motivated behaviours are not inherently stimulating, and that they are

initiated by instrumentally desired outcomes. It is feasible to admit that such extrinsic

behaviours are enhanced by significant others, offer of a reward, or their value of the activity

by performing it regularly, to whom people feel connected (e.g., parents, peers, or teachers). It

submits that internalization is facilitated through providing individuals with a sense of

relatedness (Deci & Ryan, 2002). Students internalize school-related behavioural regulations
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as long as they feel related and connected in the classroom. In this respect, Ryan and Deci

(2000a, p.64) postulated that “students’ feeling respected and cared for by the teacher is

essential for their willingness to accept the proffered classroom values.”

Even if it has a less influential role in sustaining motivation vis-à-vis competence and

autonomy, relatedness is requisite for increasing the internalization of extrinsic motivation;

however, it is not sufficient (Deci & Ryan, 2002). To this end, supporting competence also

facilitates internalization. The need to feel efficacious with regard to behaviours valued by

significant others is, in all likelihood, important for students to adopt and internalize learning

goals. People, on the other hand, do not internalize regulation of behaviour when they do not

perceive themselves efficacious to carry out the task though it is approved by others.

Autonomy also ensures internalization and integration. It assists the regulation to be

integrated rather than introjected. Espousals of SDT (Deci & Ryan, 2002) posited that support

for competence and relatedness needs prompt introjected behaviours, which means that

people feel more controlled than self-determined. However, support for autonomy ensures

internalization. Accordingly, an autonomy supportive environment results in integrated self-

regulation; conversely, a controlling learning environment yields introjected regulation. In

order to internalize a regulation, and thus become self-determined, people have to

comprehend its meaning and value. Support for the psychological needs of autonomy,

competence, and relatedness promotes internalization and integration.

It is very pertinent to indicate that in the early 1950’s and 1960’s, both intrinsic

motivation and extrinsic motivation were estimated to be independent (Cameron & Pierce,

2002). It denotes that to increase people’s performance in the desired activity, intrinsic and

extrinsic motivation should be additive. It was claimed that highly motivated people, who

perform well, were those who engage in interesting and challenging jobs (intrinsic reasons) as

well as those who were extrinsically  controlled (extrinsic reasons) to work.



47

In the late 1960’s, nevertheless, DeCharms warned against the detrimental effects of

external events (such as rewards) on intrinsic motivation. He opposed the claim that intrinsic

and extrinsic motivation are additive, since rewards undermine intrinsic motivation. He rather

argued that external rewards can alter people’s perception towards what primary causes their

behaviour. If learners are rewarded for performing an activity, then they would attribute their

task engagement to be caused by external factors (reward in this case) and discount the

internal reasons that prompt their behaviour (e.g., interest or enjoyment).Consequently,

DeCharms’s claim has aroused the negative effects of rewards’ hypothesis, yielding amble

confrontations on the relationship between intrinsic and extrinsic motivation in educational,

social, and sport psychology’s research.

Despite the preceding claim, we still believe that students are amenable or willing to learn

in virtue of intrinsic and extrinsic reasons. The majority of EFL students punctually attend

their courses; simultaneously, those they enjoy or the ones they do not, with the caveat that

they are controlled by different grading systems.

Conclusion

The intent of this chapter is to provide a synopsis of the most influential theories of

motivation in education, and how these theories distinguished between discernible internal

and external processes and factors that give rise to students’ actions. Despite the fact that

these theories dispute in the way they have expounded motivation, the interdependence of

learning and motivation, along with how learning can be facilitated through appropriate

motivating strategies, have been the major subjects of interest in all the aforementioned

theories of motivation.

One pivotal role of educational practitioners is to enhance students’ motivation through

providing an appropriate motivating atmosphere for viable scholastic accomplishments, if

learners, however, are not endowed with this desire, such endeavour would be unattainable. It
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suggests that both students’ motivation and teachers’ role to heighten it overlap in different

learning settings.
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Introduction

For decades, the relationship between intrinsic and extrinsic motivation coupled with the

effects of rewards on intrinsic motivation—in different learning settings—have all fostered

highly controversial debates, and accordingly received extensive research among many

psychologists and educational practitioners (e.g., Deci, 1971, 1972a, Deci, 1972b).

Notwithstanding the incontrovertible role of teachers in advancing students’ academic

achievements, not all students are successful learners, nor are all of them endowed with the

desire to learn, especially in foreign language classes. To this end, many EFL teachers adopt

different motivating strategies. Those who concur with punishment claim that punishing

learners’ undesirable behaviours or poor performance instils into them a sense of

responsibility and improve their performance as well. Others, on the other hand, endorse

rewards (e.g., gadgets, or stickers) to sanction desired performance, embolden, and maintain

students’ accomplishments. However, many scholars and psychologists (Brophy, 2010;

Chance, 1992; Deci, 1971; Deci & Ryan, 1985; Deci & Ryan, 2009; Flora, 2004; Kohn, 1993;

Sullo, 2009) have been questioning the act (of rewarding and giving incentives) of whether

rewards thwart or promote intrinsic motivation (the role of rewards in learning).

In the first part of this chapter, rewards, rewards’ types, expectancies, and contingencies

are elaborated. After that, cognitive evaluation theory warrants a careful review for initiating

the detrimental effects of rewards on intrinsic motivation. Social learning theory, which has

discerned the most common rewards’ types in learning, over-justification hypothesis, and

general interest theory are, also, appraised. How all these theories have presented divergent

views regarding rewards’ types and effects are undoubtedly addressed, and indeed prompted

an ongoing debate on the effects of rewards on intrinsic motivation. The last half of this

chapter also tackles measures of intrinsic motivation. Finally, the end of this chapter is

devoted to the accessible empirical evidence on the effects of rewards on intrinsic motivation
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(meta-analyses), and illuminates some appropriate strategies for offering rewards in EFL

classrooms.

2.1. Rewards Defined

Comprehending the motive behind learners spending hours reading books, surfing the

Internet, drawing pictures, practicing sport, participating in forums, and among others, has

been a long history of investigations in psychology. In virtue of that, the field has amounted to

two rationalizations for behaviour: basic or physiological needs (Maslow, 1943; 1970), which

are predominant for survival (such as, hunger, food, and water), and, by the same token,

rewards or punishment, which are tied to behaviour amelioration. In both cases, the behaviour

is motivated to satisfy a specific need or to attain a certain outcome (Sansone & Harackiewicz,

2000). Nevertheless, the advancement of research in the field of psychology, and the scrutiny

that individuals sometimes neither perform activities to satisfy basic biological needs, nor to

be rewarded or avoid punishment, yet for the intrinsic interest in the activity per se, have

concerned many researchers (e.g. Deci,1971,1972a; Lepper, Greene, and Nisbett,1973). This

stance gives raise to question the effects of external factors, such as rewards, on intrinsic

motivation.

The word reinforcement, which is parallel with the term reward, was initially utilized by

behaviourists (B.F.Skinner) to mean any consequence that strengthens the behaviour it

follows and increases the likelihood for that behaviour to transpire in comparable situations.

A reinforcer is then, “anything that increases or maintains the frequency of a behaviour when

access to it is made contingent on performance” (Brophy, 2010, p. 5). To put it another way,

any consequence can be a reinforcer granted that it enhances students’ task performance and

their participations in analogous tasks. Thus, “reinforced behaviours increased in frequency

and duration” (Woolfolk, 2005, p. 204).

Behaviourism is a very known and widely discussed theory of learning that has been

considered as the most influential theory of learning in the first half of the 20th century. It has
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addressed what changes could transpire to learners’ behaviour when they are learning, and

accordingly, whether pleasant or unpleasant consequences of behaviour could alter people’s

behaviour through time, and how people can model their behaviour so that it matches others’

behaviour. Thereupon, learning is delineated as a change in an observable behaviour due to

external factors (Woolfolk, 2004).

Despite the fact that the behaviour was studied exclusive of internal mental states,

learning, apparently, is rooted in the belief that all behaviours are acquired through stimulus-

response associations. By definition, a stimulus is “an environmental event that can be

detected by one of the senses”. A response is meant to be “one instance or occurrence of a

particular behaviour” (Miltenberger, 2011, p.214).

Learning was first explored, in the 1920’s, by the Russian physiologist Ivan Pavlov as

classical conditioning. Pavlov, whose initial interest was the digestive system of dogs,

conducted an experiment whereby a dog’s response to the sound of a tuning fork was

recorded.  Pavlov sounded a fork and recorded a dog’s response to that sound. The sound of

tuning fork was utilized as a “neutral stimulus” (as it led to no salivation), and the dog was

immediately fed. This association of an “unconditional stimulus” (food) with a conditioned

stimulus (sound of a fork), repeatedly, produced has, as a consequence, the dog to salivate

upon just hearing the sound to tuning fork prior to the presentation of food. Therefore,

learning from the classical conditioning perspective is the association of a mechanical

response with a new stimulus to facilitate the learning process. Extinction was further

introduced as a slow vanishment of a learned response, which happens when a conditional

stimulus (like in the previous example the sound of tuning fork) is replicated, but not pursued

by the unconditional stimulus (food) (as cited in Woolfolk, 2004, p.201).The inadequate,

apparent contributions of classical conditioning to learning is that it overwhelmingly focus on

a respondent’s behaviour (the behaviour which is elicited by a particular stimulus).
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Pavlov’s classical conditioning has paved the way for many other researchers in the

United States, such as Thorndike and Skinner, to carefully observe behaviour during the

leaning process. In the early years of the 20th century, Thorndike conducted an experiment

where he put cats in boxes from which they had to run away in order to receive food. He

noticed several times that the cats learned how to escape from the box, and reach food outside

by repeating only the behaviours that assisted them in escaping rather than the unsuccessful

ones. Thorndike’s analysis of the behaviour was that the behaviour that yields desired effects

is more likely to be repeated and become dominant vis-à-vis the behaviour that produced

undesired ones. This thought is known as Thorndike’s Law of Effect that establishes the

consequences of behaviour. Responses are learned provided that the behaviour’s

consequences are rewarded. If responses, on the other hand, result in producing punishing

consequences, then they are abandoned (as cited in Slavin, 2006, p. 240).

Later on, Skinner, one of the most prominent American psychologists of the 20th century,

questioned classical conditioning’s belief that accounts only for small portion of actions.

Classical conditioning is portrayed by pairing unconditioned stimulus with conditioned

stimulus; how people, however, operate on the environment was not thoroughly undertaken.

Skinner introduced another class of behaviour, namely operant behaviour: It operates on the

environment in order to generate effects (as cited in Woolfolk, 2005, p.203). Conditioning

implies strengthening behaviour as a result of reinforcement. Operant behaviour, then,

demonstrates that the behaviour is impulsively emitted by the organism. Skinner prudently

studied the relation between behaviour and its consequences for animals and humans to learn

the ways to predict as well as respond to essential events in their environment.

Reinforcement, which is a central concept in Skinner’s theory, can have three forms,

namely positive reinforcement, negative reinforcement, and punishment. Positive

reinforcement (Schunk, 2009) entails presenting a stimulus, following a response, which

increases the future likelihood of the occurrence of that response in analogous situations. “A
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teacher [for instance] is holding a question-and-answer session with the class. The teacher

asks a question (stimulus), calls on a student volunteer who gives the correct answer

(response), and praises the student (praise is a positive reinforcer)”. Negative reinforcement

requires removing a stimulus, following a response, which decreases the future likelihood of

the occurrence of that response in comparable situations. “Assume that after a student gives

the correct answer, the teacher tells the student he or she does not need to do the homework

assignment, the homework is a negative reinforcer” (Schunk, 2009, pp.48-49). He affirmed

how some stimuli (e.g., bright light, loud noises, criticism, annoying people, and low grades)

regularly act as negative reinforcers.

Schunk (2009) further assumed that reinforcers are situation specific. It indicates that

reinforcers can be established according to their effects. Expressed differently, what could be

a reinforcer for one student in a specific situation (assume puzzle solving) could not be the

same reinforcer for the same person in a similar situation (assume puzzle solving afterward),

or in another situation (suppose writing). Consequently, positive reinforcement can conduce

behaviour’s alterations in the long run.

A critic may wonder why the earliest application of reinforcement, along with its effects,

was launched in animals’ laboratories then generalized to humans even if they are completely

different. Flora (2004) posited that this application has its advantage because if all the

laboratory studies were conducted on humans’ behaviour for a thorough understanding of it,

unquestionably millions of human would be dead.

Operant conditioning, which is a prominent theory in language teaching, is viewed from

the perspective that positive reinforcement strengthens behaviour when the behaviour elicits

desired stimuli; unpleasant consequences (punishers), nevertheless, weaken the behaviour

when producing undesired stimuli. As a matter of fact, reinforced responses will be replicated,

punished responses, on the other hand, will not.
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The incontestable integration of reward systems in a variety of applied settings—

especially learning—has its origin in Skinner’s instrumental (operant) conditioning. The

following diagrams can illustrate the reinforced and punishment processes.

Figure2.1. The Reinforcement Process

CONSEQUENCE                                    EFFECT
Behaviour                         Reinforcer                           Strengthened or repeated behaviour

Figure2.2.The Punishment Process

CONSEQUENCE                                    EFFECT
Behaviour                         Punisher                           Weakened or decreased behaviour

(Figure2.1. and Figure2.2. in Woolfolk, 2005, pp. 204-205)

Reinforcers can be divided up into two major classes, namely primary reinforcers and

secondary reinforcers. Primary reinforcers delineate basic human needs (e.g., food, water,

shelter, and security) that are vital for survival. Secondary reinforcers comprise any

consequence people learn to value due to its connection with primary reinforcers. For

instance, “a child’s favourite milk glass becomes secondarily reinforcing through its

association with milk (a primary reinforcer)” (Schunk, 2009, p.50).Moreover, secondary

reinforcers, which can be joined to more than one primary reinforcer, are called generalized

reinforcers, which can fall into three categories. The first category refers to social reinforcers

(e.g., teachers’ praise, high grades, honours, privileges, hugs, attention, and among others).

The second category can be activity reinforcers (games or fun activities). The third category is

token reinforcers, it embraces money or grades that people presumably prioritize.

Likewise, two types of reinforcers can be also distinguished, namely intrinsic reinforcers

and extrinsic reinforcers. While the former demonstrates individuals’ engagement with

activities for no reason than the enjoyment of  performing them as well as pursuing their

interests, the latter (such as, rewards or  praise) spurs people to partake in tasks to gain them
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(Slavin, 2006). Humans’ behaviour, as Bandura (1999) substantiated, is conditional and

controlled by environmental stimuli.

The application of operant conditioning in learning suggests that learners’ behaviour can

be repeated when the likelihood of the association between the stimulus and response is

rewarded. It denotes that pleasurable behaviours take place; whereas, inappropriate ones are

ignored or penalized (Woollard, 2010). In point of fact, behaviourists’ main concern is the

influence of environmental forces on learners. It is because learners’ behaviour is largely

determined by reinforcement, teachers are required to utilize appropriate reinforcers in order

to bring about desired behaviours in their students. A reinforcer yields desired outcomes as

long as it is something students value (Vialle et al., 2005).

2.1.1. Rewards’ Types

A teacher, for instance, can give a piece of candy for a learner because of learning

multiplication tables or only praising him/her in front of his/her peers. Parents could allow for

extra television time because their child did his/her work assignment. Whether it is tangible,

verbal, or intangible, it depends on the presenter’s intention, age, and the setting. However, it

would be pertinent to initiate this section with the subsequent anecdote, by McCullagh 2005,

before dealing with verbal rewards.

… Once there was a man, who lived in a house and had a lawn. And kids would come

to play on this man’s lawn to have fun. The man began to be annoyed by this, and

decided to do something about it. So, strangely enough… he paid them a dollar  to

come play on his lawn. The kids happily took the dollar and played on his lawn. The

next day, the man told the kids that he did not have enough money, so he could only

give them 50 cents to come and play on his lawn. On the third day, he told them he

could only give them a nickel to come play on his lawn. The kids were displeased with

this, and told the man he could forget that, and they would not play on his lawn for
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such a cheap reward. What happened? These kids played on his lawn before for

absolutely nothing, but now, they quit playing.

The preceding anecdote can summarize the effect of one type of external rewards on

intrinsic motivation. It demonstrates once the man ceased rewarding the children for doing

something it was funny and interesting, their intrinsic motivation to play in his lawn thwarted.

This is a clear illustration that indicates how intrinsic motivation can be diminished by

monetary rewards. This anecdote, however, may prompt the readers’ curiosity through

questioning whether or not tangible rewards (like money in this example) could be effective

motivators in learning settings.

2.1.1.1. Verbal Rewards

The first reward type is verbal rewards (e.g., praise or positive feedback). Verbal rewards

are thought to be an unambiguous positive performance feedback; they can evidently provide

learners with clear information about what was exactly achieved, and what is required from

them to accomplish in future performance as well as an attribution for their success (you

succeeded because you worked seriously). In general, the word feedback (Slavin, 2006) refers

to a piece of information that one would receive due to his/her own effort. Slavin (2006)

proposed that praise can be expressed by expressions such as “good job”, “way to go”, “ I

knew you could do it”, and even the same meaning might be addressed through a smile, a

wink, a thumbs-up signal, or pat on the back. For instance, “when a teacher says to a student,

“That’s correct. You are doing so well, the first part of the statement (‘That’s correct’) is

feedback on performance, whereas the last part is praise” (Schunk, Pintrich, & Meece, 2008

p.314).

In Deci’s (1971) experiment, wherein participants were asked to solve a puzzle, the

experimental group was verbally reinforced each time a puzzle was solved through using

expressions such as “that’s very good, it’s the fastest anyone has solved this one”. The results

indicate that the experimental group was more intrinsically motivated than the control group.
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Therefore, Deci (1971) regarded positive feedback to facilitate intrinsic motivation as it

promotes the feeling of competence.

Feedback is effective in learning as long as it is precise and tailored to the learning

situation. It should be specific in a way that conveys specific information about the receiver’s

performance. In contrast, vague feedback (not specifying the students’ accomplishments) can

be apt to enhance negative outcomes: Performers will disregard their personal endeavours for

success. For instance, expressions like: “You are so good.” or “I’m proud of you.” are

inappropriate types of feedback, and should be avoided in any learning situation as they are

very general and ineffective (Woolley, 2011).

Verbal feedback can be either controlling (to perform an activity in order to gain praise;

they are dependent on someone else’s approval) or informational (to promote perceived-

competence, or encourage self-determination and therefore promote intrinsic motivation).

Whether they are informational or controlling, the point is that—as Kohn (1993) pointed

out—students are simply required to comply with the evaluator’s intention, which indicates

that the evaluator has more power than the recipient.

In like manner, it is worth thinking that verbal rewards are influenced by interpersonal

contexts (e.g., classroom) under which they are administered. If, for instance, the

interpersonal context is controlling, intrinsic motivation is undermined. To the extent that they

are unexpected, they can influence positively learners’ intrinsic motivation (Deci et al., 2001).

The impact of informational as well as controlling feedback on intrinsic motivation has

been clearly explored by Ryan in 1982. He distinguished between self-administered feedback,

interpersonally administered feedback or others’ administered feedback, and intrapersonal

feedback. By self-administered feedback, it entails a plan of action that the person should

comply with the same feedback techniques that are presented by the experimenter or teachers,

which can be either informational or controlling. For instance “Good, I am doing as I should”.

Ryan (1982) affirmed that this self-administered feedback   can be informational or
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controlling. It is controlling as participants should follow the same procedures presented by

the experimenter or teacher: It impels subjects to meet a specified outcome. By intrapersonal

feedback, it illustrates the feedback that is internally controlling. In this context, verbal

rewards are regarded to be self-administered; a self-administered reward is devoid of any

recommendations or materials administered by others.

It has been claimed that controlling positive feedback diminishes intrinsic motivation. To

assess the prediction made by Deci and his colleagues (1971) that controlling positive verbal

feedback undermines intrinsic motivation relative to informational positive feedback, Ryan’s

(1982) findings are worthy of consideration. In his study, subjects, who performed an

interesting task, namely Nina puzzle, were divided up into ego-involving subjects (it produces

an internally controlling orientation in relation to the task) and task-involving subjects (it

produces an internally motivational orientation in relation to the task). After that, they were

told to solve a series of three puzzle problems. To this end, the subjects were verbally

rewarded after each puzzle solved. Half the subjects received self-administered feedback;

whilst, the remaining half of the subjects were offered interpersonally administered feedback

(administered by the experimenter). For the initial purpose of their study, subjects were left

alone in the experimental room for a period of 6 minutes with three remaining puzzles and

some magazines. During that time, subjects were observed through a one way window for the

experimenter to decide on the total time of the “free-choice period” they spent working on the

remaining puzzles. When they finished, they filled out a questionnaire that assesses their

attitude towards the target activity. The same feedback was administered to subjects in both

controlling and informational feedback conditions.

Subjects in the informational feedback condition received feedback from printed norms

available with the puzzle, either self-administered or administered by the experimenter.

Subjects in the controlling feedback condition did the same, yet they also received evaluative

statements, such as: -Excellent. You (I) should keep up the good work.-Good. You are (I am)
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doing as you (I) should.-Fair. You are (I am) performing just adequately.-Poor. You (I) should

do better.-Very poor. You (I) should try much harder. The findings indicate that whether

feedback is self-administered or others’ administered, controlling evaluative feedback

undermines intrinsic motivation than informational feedback does. The style of the

interpersonal settings, within which positive feedback is administered, alters both the

feedback’s interpretation and its effect on intrinsic motivation.

Kohn (1993) firmly endorsed verbal rewards (praise) to control behaviour; they hinder

rather than enhance people’s performance. Praise—like punishment —is conditional (if you

do this, you will have that), and, by the same token, it manipulates others’ behaviour. It

compels people to be more dependent on others’ judgments of what is good or bad in favour

of appraising their own behaviour. He added that praising often signifies low ability. If a

student succeeds at performing an unchallenging task, he/she probably interprets it in a way

that I am not very “smart”, I need to work hard for I am not actually very good that is why I

am praised.

In addition, praising students through telling them how they are successful at performing

a task can impel them to continue the task or work on another one, which can result in less

task-persistence and even spur them to choose easy tasks in order not to fail or miss the

opportunity to be praised. However, I would dispute Kohn’s praise opposition since it is not

always the real case in EFL classrooms. The high majority of students are striving for

teachers’ praise so that their motivation to be boosted, and, in most the times, for preserving

their self-image in front of their peers. If teachers do not often praise their students’ good

work, they immediately deem their effort to be devalued by their teachers, or that their work

is not worth their teachers’ praise. It happens at times also that teachers notice that learners

are looking impatiently for their achievements to be proven by them. I would rather say that

not only learners who have a zeal for positive praise in response to an outstanding work, but

anyone of us does!
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In their meta-analytic (cf. section 2.7.) review of experiments examining the effects of

extrinsic rewards on intrinsic motivation, Deci, Koestner, and Ryan (1999) predicted that

verbal rewards, in general, enhance intrinsic motivation especially for adults than children, as

they provide an informational function that overcomes the controlling aspect. They, thus,

proved that positive feedback increases intrinsic motivation.

Sansone and Harackiewcz (2000) maintained that the meta-analyses of verbal rewards

studies propose that positive feedback increases intrinsic motivation, specifically with adults

(college students). Intrinsic motivation, on the other hand, is undermined when verbal rewards

are controlling.

According to Henderlong and Lepper (2002), praise, which can be often used concurrently

to affect positively and approve behaviour, can have positive, negative, or insignificant effects

on intrinsic motivation. It bolsters intrinsic motivation when it attributes performance to more

controllable factors, it arouses autonomy, perceived competence, and self-efficacy, which are

heightened independent of unnecessary reliance on social comparison, and provides the

recipient with specific attainable standards and expectations. Likewise, recipients’

characteristics, namely age, sex, and culture can be among the many factors that may

moderate and mediate the effects of praise.

Like Deci (1971) and Deci et al. (1999), Slavin (2006) also accorded the claim that verbal

rewards (praise) and some other types of feedback enhance rather than thwart learners’

intrinsic motivation in the performed activity.

Corpus and Lepper (2007) inquired into the effects of different types of praise on a sample

of 169 pupils’ motivation, from one nursery and one primary school in San Francisco, and

how these effects can be equally influenced by age and gender. For this purpose, they

administered four different types of feedback. Product praise was offered for pupils’

achievements, process praise addressed how pupils accomplished a task, person praise

prioritized pupils’ skills, and neutral feedback included expressions such as ‘positive
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sounding OK’. On the basis of their findings, they substantiated that pupils acted differently

in response to the type of praise they received, depending on their age and gender.

For Schunk et al. (2008), praise is effective when it is simply contingent upon successful

performance, and that it confirms students’ beliefs that they are learning. Together, perceived

competence and motivation for learning are remarkably enhanced.

The general consensus in the preceding section is that informational feedback promotes

intrinsic motivation; whereas, controlling feedback decreases it. The effects depend on

recipients’ characteristics, the manner recipients interpret it, and the interpersonal setting

under which it is administered. Feedback, however, remains only one type of extrinsically

rewarding students in learning.

2.1.1.2. Tangible Rewards

In addition to verbal rewards, the second type is tangible rewards. Tangible rewards (e.g.,

money, prizes, trophies, candy, gold stars, good player awards, theatre tickets certificates, and

any other symbolic rewards) are offered in response to someone’s performance. They are

often presented as incentives to drive people to do something they are unlikely to do it in

other situations, in the interest of receiving them (do this, and you will have that), and owning

to enhance their perceived locus of causality for the rewarded activity.

In 1971, Deci rigorously assessed the validity of the claimed hypothesis that tangible

rewards do not undermine intrinsic motivation, more specifically the effects of contingent

payment on intrinsic motivation. In his laboratory study, subjects participated in three one-

hour session of puzzle solving. Both the experimental groups and control group solved the

same puzzle. The experimental groups were offered one dollar for each puzzle solved during

the second session; whereas, the control group was not paid. For a time of eight minutes,

subjects were left in the experimental room (“free-choice period”), during each of the three

sessions. During that time, subjects were allowed to do what they wanted, but, if they

continued solving the puzzle (that time no rewards were offered); it demonstrates they were
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intrinsically motivated. The results reveal that the experimental groups indicated less intrinsic

motivation vis-à-vis the control group, submitting that tangible rewards were detrimental to

intrinsic motivation.

In a follow-up study, the same findings were replicated by the same researcher, which

took place over a 16-week period in a college newspaper. Subjects, who wrote headlines for

the college newspaper, were paid 50 dollars for each headline written displayed less intrinsic

motivation after the payment was terminated.

Contrary to the empirical studies presented in the section pertinent to verbal rewards, the

findings reported in this section evidently demonstrate that monetary rewards are not

beneficial to intrinsic motivation. It is worth noting that the effects of extrinsic tangible

rewards are heterogeneous, and this is what we intend to uncover in the coming sections.

2.1.2. Rewards’ Expectancies

Rewards can be offered unexpectedly or expectedly. Unexpected rewards are not

announced in advance, as incentives, and presented at the end of the activity. When they are,

on the other hand, promised to participants beforehand, they are then expected rewards.

Cameron and Pierce (2002) established that unexpected rewards do not decrease individuals’

intrinsic motivation since individuals do not know whether they will be rewarded for taking

part in the activity and when exactly. However, expected rewards control behaviour because

people expect that engaging in the behaviour necessarily entails receiving the reward. It is to

say that the rewards are the only motive behind engaging in the target activity contrary to

unexpected tangible rewards. The effects of expected tangible rewards, consequently, are

more harmful than unexpected ones (Deci, et al., 2001). One may think, nevertheless, that

once unexpected rewards are offered, is it possible to expect to have them another time?

2.1.3. Rewards’ Contingencies

A further related concept to be considered is rewards’ contingencies. Cameron and Pierce

(2002, p.91) posited that “a contingency of reward states the basis on which rewards are
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delivered (arrangement of rewards). For example, rewards may be given for attaining a

specific score on a task, completing a puzzle, or simply doing an activity.” In the intrinsic

motivation literature, rewards’ contingencies have been classified differently. Cameron and

Pierce (2002) organized them into seven main categories, namely task non-contingent

rewards, rewards offered for performing well, performing a task, for finishing or completing a

task, or for each unit solved, for surpassing a score, and for succeeding a norm. Since

expected tangible rewards are contingent on different aspects that are related to the task, three

types of rewards’ contingencies have been identified by Ryan, Mims, & Koestner (1983):

task-non-contingent rewards, task-contingent rewards, and performance-contingent rewards.

2.1.3.1. Task-non-Contingent Rewards (or Engagement-Dependent Rewards)

Task-non-contingent rewards or engagement-dependent rewards (Brophy, 2010)

correspond to expected rewards that are presented to participants for taking part in an

experiment, a task which they are not compelled to complete. People, under this type of a

reward’s contingency—not decreasing their performance—are merely rewarded for their

presence, neither for completing a task, nor for achieving high standards. In this view, Ryan et

al. (1983) said that “task-non-contingent rewards are non-contingent in relation to task-

behaviour, but they are contingent on attendance, so they are quite predictable and

controllable and therefore do not induce helplessness” (p.737). Task-non-contingent rewards

are not detrimental because they are not experienced as controlling: Participants are simply

required to participate in the desired activity not to complete it. However, Deci et al. (1999)

meta-analysis revealed that self-reported interest—as one measure of intrinsic motivation—

was decreased by engagement-contingent rewards.

2.1.3.2. Task-Contingent Rewards (or Completion-Contingent Rewards)

Task-contingent rewards or completion-contingent rewards (Brophy, 2010) are made

conditional on engaging and completing the target activity, regardless of any standard of

performance. They are regarded to control behaviour since they do not enhance perceived
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competence. Like in the previous example (Deci 1971), participants were paid one dollar for

each puzzle solved. This type of reward contingency is deemed to decrease participants’

interest in the target activity. Completion-contingent rewards would be experienced as

controllable since they do neither enhance perceived competence nor signify participants’

competence. Participants are expected to finalize the task to be rewarded (Deci, 1971).

Rewards offered for only performing the target activity do not heighten self-efficacy and

intrinsic motivation: They do not convey any informational aspect (Pintrich & Schunk, 2002).

In addition, completion-contingent rewards lessen self-reported interest (Deci et al, 1999).

Unlike Ryan et al. 1983, Deci et al. 2001 considered both task-contingent rewards and

task-non-contingent rewards to be indistinguishable for they have similar effects on

participants, and that task-non-contingent rewards have neutral effects on intrinsic motivation.

2.1.3.3. Performance-Contingent Rewards

The most considerable rewards, which are explicitly offered when a specific standard of

excellence is accomplished or the performance is better than that of the majority, are

performance-contingent rewards (Brophy, 2010). Essentially, this reward’s contingency is

largely dependent upon students’ performance, in that they are delivered when students attain

a definite standard level. In other words, when students successfully perform the target

activity so that a standard of excellence is reached, rewards are then delivered. They are

controlling since performers are required to meet absolute performance standard to earn them.

However, they can also be informational provided that they convey positive competence

feedback: Rewards are offered as a result of meeting a desired performance.

Deci (1972a) pointed out that when rewards are contingent upon a successful

performance, individuals tend to perform better. For Ryan et al. (1983), performance-

contingent rewards clearly convey that the performer is skilful or competent at the activity.

They further affirmed that a reward is dependent on performance when it expresses
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competence information. It denotes that each time performers receive a reward, the reward

offered is an indicator of meeting a certain level of competence in the target activity.

Another way for reinforcing organisms, which was derived from operant conditioning

theory, is token economy, namely tokens (Flora, 2004). They are dispensed for performing a

particular behaviour, which can be anything individuals value (e.g., food, computer time). It

has been proven that tokens strengthen students’ desired behaviour, and reciprocally enhance

learning, if they are contingent on performance and not affiliated with any “backup

reinforcers” of value for the individual.

In a follow up study, Deci (1972a) conducted an experiment in which college students

participated for a one-hour session, each individual student spent most of his/her time

working on a puzzle, namely Soma. Subjects were divided up into two groups: a

performance-contingent reward group and a control group. Subjects in the performance-

contingent reward group were offered rewards (one dollar for solving each puzzle out of four)

for their performance; conversely, subjects in the control group were not rewarded. Intrinsic

motivation was measured by counting the free-time subjects spent engaging in the target

activity. The performance-contingent reward group indicated a short-term loss of intrinsic

motivation vis-à-vis the control group. According to Deci and Ryan (1985), as long as the two

types of rewards (task-contingent rewards and performance-contingent rewards) are

accompanied with positive feedback, performance-contingent rewards are more expected to

thwart intrinsic motivation in comparison with task-contingent rewards, in that performers

are controlled by providing good performance to be rewarded.

In their search for the effects of extrinsic motivation on intrinsic motivation, a meta-

analysis of 128 studies was conducted by Deci et al. 1999. They reached the conclusion that

like all rewards, task-non-contingent rewards (engagement-contingent), task-contingent

rewards (completion-contingent rewards), performance-contingent rewards, tangible rewards,
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and expected rewards decrease rather than enhance intrinsic motivation, as measured during

the “free-choice period”.

In conducting another meta-analysis on the effects of rewards on intrinsic motivation,

Eisenberger, Pierce, & Cameron (1999) subsumed studies on performance-dependent reward

into three categories. The first category is called normatively based reward. This category

requires the performance to be superior to that of others (e.g., performing better than 80% of

those who previously performed the task). Rewards contingent on normative standards

increase ‘‘free-choice’’ as well as “self-reported interest” (cf. section 2.6.), inform about

competence, and thus raise intrinsic motivation. The second category necessitates meeting an

absolute performance standard (solving a specific number of problems in a given task).

Offering rewards for meeting absolute performance standards does not affect the choice to

proceed with the task and yet increase “self-reported interest”. The last category is the vague

unspecified performance (e.g., “doing well” or a “good job”). Rewards delivered for meeting

vague performance standards reduce the choice to complete the target task, for they indicate

the irrelevance of the task to performers and do not affect “self reported interest”.

Consequently, general interest theory (cf. section 2.5.) proposes that the effects of

rewards on intrinsic motivation increasingly vary from negative to positive, depending on

comparing normative, absolute, and vague performance standards. In like manner, what is

presumed to heighten intrinsic motivation are rewards offered for restricted performance

(normative standard). Nonetheless, this assumption opposes the claim of CET (cf. section

2.2.) that rewards have negative effects on intrinsic motivation when comparing normative,

absolute, and vague performance contingencies. It considers both rewards for meeting

normative or absolute performance standards to lessen perceived self-determination as they

permit more restrictive performance than rewards for meeting vague performance.

As its definition depicts, we believe that rewards, whether verbal or tangible administered

expectedly or unexpectedly, should signify a standard of excellence in the target tasks to
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increase performers’ perceived competence as well as their intrinsic motivation in the

experimental tasks.

2.2. Cognitive Evaluation Theory

It has been discussed so far that SDT discerns the significance of social contexts, which

can promote or thwart the psychological needs of competence, autonomy, and relatedness that

when they are satisfied, intrinsic motivation increases. Cognitive Evaluation Theory (CET)

addresses the value of individuals’ perceived competence and autonomy for enhancing

intrinsic motivation, and concurrently warns against the detrimental effects of external events

(e.g., rewards) on intrinsic motivation.  It substantiates how the effects of external events

(such as rewards) rely upon how they affect perceived self determination as well as perceived

competence.

Generally, the term interpersonal context is applied to the social environment that

influences an individual’s appraisal of competence, autonomy, and relatedness, which can be

homes, classrooms, or even work groups. Interpersonal contexts expound the social settings

under which rewards are administered, and the extent to which these social settings are

controlling or non-controlling. Likewise, the administer’s style of presenting rewards (e.g.,

teachers in the classroom) determine the controlling versus non-controlling aspects of

interpersonal settings (Deci et al., 1999). Interpersonal events (e.g., rewards, feedback),

thereupon, have two aspects: an informational aspect (indicators of competence and self-

determination) and a controlling aspect (controllers of behaviour), as Deci and Ryan (1983)

suggested.

The informational or feedback aspect refers to significant information about performing

effectively the target activity, personal progress, or it even provides performers with

information that can assist them in becoming more efficient at the target activity in a future

performance, and it enhances an internal perceived locus of causality. Accordingly, rewards

having the possibility to inform about learners’ skills prompt high perceived competence and



69

self-determination. For instance, “when teachers praise students for learning new skills or

acquiring new knowledge, supervisors give workers merit raises for performing better than

others, and parents buy children toys for keeping their room tidy”(Pintrich & Schunk, 2002, p.

265).

The controlling aspect, on the other hand, heightens an external perceived locus of

causality, and thereby diminishes intrinsic motivation and enhances extrinsic compliance. A

reward is experienced as controlling provided that it is administered in an interpersonal style

that presses students to think or behave in a specific way. For example, “ teachers tell students

they can have free time after they finish their work, supervisors tell employees they will get a

pay raise if they boost company profits, and parents tell children they can have dessert after

they eat all of their dinner”(Pintrich & Schunk, 2002, p. 265).

Since the informational aspect of external events (rewards) conveys both self-

determination and competence, intrinsic motivation is likely to be promoted. Conversely, the

controlling aspect expresses a change in the perceived locus of causality (Deci et al., 2001),

perceived self-determination is likely to be low and intrinsic motivation is unlikely to be high.

The focal point of CET is individuals’ perceptions of why they actually undertake a task.

The cognitive approach to intrinsic motivation further spotlights the psychological processes

underlying alterations in intrinsic motivation, namely the perceived locus of causality and

perceived competence. An intrinsically motivated behaviour has an internal perceived locus

of causality: Learners undertake a task for internal rewards (e.g., to pursue their interests).

Whereas, an externally motivated behaviour has an external perceived locus of causality:

Learners engage in the activity to be rewarded. The assumption about a change in the

perceived locus of causality has been evidently the ground for CET to emerge. Espousals of

the aforementioned claim also maintained that intrinsic motivation emerges from two innate

sources, namely competence and self-determination. Intrinsic motivation is enhanced when
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students engage in activities that fulfil the need of both competence and self-determination

(Cameron & Pierce, 2002, p.39). In the same light, Deci and Ryan (1985) said:

External events relevant to the initiation or regulation of behaviour will affect a

person’s intrinsic motivation to the extent that they influence the perceived locus of

causality for that behaviour. Events that promote a more external perceived locus of

causality will undermine intrinsic motivation, whereas those that promote a more

internal perceived locus of causality will enhance intrinsic motivation. (p.62)

CET’s pioneers (e.g., Deci and Ryan, 1982; Deci et al., 1999) demonstrated that rewards

undermine intrinsic motivation. The rationale is a change in perceived locus of causality.

When individuals are intrinsically motivated, the perceived locus of causality is internal: They

perform a task as it provides them with an internal satisfaction. On the contrary, the perceived

locus of control alters from internal to external when recipients perceive their performance to

be more amenable to external factors (such as, money). They perceive themselves controlled

by the environment; that is, they are predisposed towards receiving external reinforcers—and

this is what rewards generally do to behaviour.

Furthermore, verbal rewards are regarded to affect intrinsic motivation positively. The

suggestion of the negative impact of money on behaviour as opposed to verbal rewards, even

though they are both external to the behaviour, is that verbal reinforcement is like a feeling of

self-satisfaction (Ryan, 1982). It provides participants with an internal satisfaction, resulting

in a further positive value that correlates positively with the task. Hence, intrinsic motivation

is increased (Deci, 1972b).Unlike verbal rewards, when money (expected tangible reward) is

contingent upon performance, intrinsic motivation is undermined.

Sullo (2007, p.5) clearly stated that “... a system of education based on rewards and

punishment is fundamentally anti-educational”. He believed that the system of rewarding

students for their scholastic success, in actuality, diminishes the value of learning, and this is
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consistent with CET’s claim. The use of rewards-punishment system in education is derived

from the assumption that humans’ behaviour is the result of environmental factors.

In exploring the effect of divergent categories of rewards on intrinsic motivation, Deci, et

al. (2001) confirmed that the effects of rewards are contentious. On the basis of their meta-

analysis (Deci et al., 2001), the findings reveal that tangible rewards diminish intrinsic

motivation. By doing so, they strongly supported CET and recommended that teachers should

be prudent when using rewards-based system in learning. They deemed verbal rewards to

bolster intrinsic motivation as long as they are not dispensed in a controlling manner. In

addition, both unexpected tangible rewards and task-non-contingent rewards do not influence

intrinsic motivation; however, expected tangible rewards substantially undermine intrinsic

motivation. In all likelihood, rewards’ types and contingencies, from CET’s stance, are

experienced as informational or controlling, and the findings of the aforementioned meta-

analysis have just confirmed that.

Chance (1992) indicated that there are serious conditions wherein intrinsic motivation is

undermined by extrinsic rewards. The first most salient one to be considered is the nature of

rewards. The second is when rewards are offered in advance as incentives. And finally, when

the task is highly interesting and has an intrinsic value of achieving success.

2.3. Social Learning Theory

The gist of social learning theory (or cognitive learning theory) is the regulatory factors

that direct the nature and quality of functioning. Behaviour is the outcome of the interaction

of an individual and the environment. Learning, from social learning theory’s stance, has been

explored through observing and directing humans behaviour rather than experimenting on

animals in laboratories, occurs through direct experience or observing models (Bundura,

1999; Bandura, Rotter, & Mischel, 2014). Learning (cf. Figure2.3.) through modelling,

however, takes precedence over direct experience. It requires careful attention to the
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exemplary model, capability of imitating the observed action, capacity to transfer that

imitated behaviour to one’s own actions, and the desire to model this action.

People, therefore, act and at the same time they observe the different consequences

accompanying their actions. This informative feedback enables them form hypothesis about

the most favourable or unfavourable performances. External incentives affect behaviour

through provoking cognitive processes. While they are acting, people appraise what they are

doing. They take advantage of others’ success and failure. They do things they have seen

exemplary models succeed in doing, and avoid those they have seen them fail. They also do

things that provide them with a sense of self-worth and satisfaction, but avoid those that do

not. Reinforcing consequences thus guide people to select optimum choices to reach desired

outcomes, or to stay away from detrimental or punishing ones (Bandura, 1971).In this view,

actions are largely controlled by anticipated consequences. In doing so, people think

reflectively more than acting automatically and anticipate different courses of action along

with their corresponding consequences (Bandura, 1971; Bandura et al., 2014).

Figure2.3.Social Learning Theory (Bandura1971, p.9)

Anticipated Sreint Attention S modeling Cognitive coding R
stimuli Cognitive organization

Rehearsal

The social, cognitivist researcher (Bandura, 1971; 1999) regarded reinforcement to

facilitate learning; nevertheless, it is not always necessary for learning. Individuals’

anticipations of rewards or punishment shape their behaviour. Consequently, the manner of

presenting rewards affects motivation rather than the reward per se. People act effectively

provided that they are capable of anticipating probable consequences of various events as well

as courses of actions and regulate their own actions accordingly. Certainly, information about

possible consequences is expressed by environmental stimuli. Reinforcing behaviour each
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time people respond is likely to coerce them become discouraged and relinquish immediately

when their effort fail. On the contrary, rewarding behaviour intermittently compel people to

persist for a considerable time in the face of failure. Therefore, the behaviour is extensively

directed by symbolic social reinforcement.

Accordingly, Bandura (1971) studied reinforcement from a social context perspective.

People repeatedly observe others’ actions and take decisions on the behaviour that has been

rewarded, punished, or ignored. He advocated how vicarious reinforcement is significant in

understanding the effects of rewards on humans’ functioning. “Vicarious reinforcement is

defined as a change in the behaviour of observers resulting from seeing the response

consequences of others” (Bandura, 1971, p.24). If vicarious reinforcement is about learning

from others’ success or failure, then vicarious punishment “is indicated when observed

negative consequences reduce people’s tendency to be in a similar or related ways” (Bandura,

1971, p.24). Bandura (1971) fairly demonstrated that observed outcomes can be critical in

ameliorating or minimizing behaviour, and that positive vicarious reinforcement is very

effective in increasing behaviour, consequently “seeing others rewarded may temporarily

enhance responsiveness but it is unlikely by itself to have much sustaining power”(p.25). It

indicates that the observation of others’ behaviour can shape the usefulness of direct

reinforcement through providing a standard for deeming whether the reinforcement is

favourable, fair, or inequitable. Still, people govern their actions according to response

outcomes that they either observe or directly experience.

Vicarious reinforcement can have informative functions of witnessed outcomes. The

consequences of other people’s responses provide equitable information about the type of

actions that is likely to be supported or criticized. People are, thus, vulnerable to imitate the

behaviours that they have seen to be approved, and tend not to imitate those that have been

observed to be punished. Vicarious reinforcement can further have incentive motivational

effects. Observing others whose behaviour has been rewarded can instil into observers’
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motivational expectations that doing the same performance will result in gaining rewards.

Vicarious reinforcement can be also interpreted through the emotional reactions exemplary

models express when they are rewarded or even punished for their responsiveness. People’s

reactions to punishment or reinforcement then affect the way observers react in analogous

situations.

Bandura (1971) raised the concept of self-reinforcement, which refers to the act of

rewarding oneself when a standard of performance is attained, to indicate that the behaviour is

controlled by self-produced consequences of one’s own actions. External reinforcement is

influential unless it is consistent with self-produced consequences. People deem their

behaviour according to how others have evaluated it. The same cited researcher clearly

posited that people adhere to adopt standards of self-reinforcement approved by models, their

reinforcement is self-evaluated in favour of this standard, and finally it is self-rewarded.

The implication of vicarious reinforcement in learning displays that when students

observe similar others succeed and for that they are rewarded—for that reason—their

perceived competence and motivation are enhanced. Students develop beliefs based on the

consequences of models’ actions: Acting in a particular way will lead you to be rewarded.

Dispensing rewards that are contingent on learners’ successful performance inform them

about their learning progress, and in all likelihood, raise their perceived self-efficacy (Schunk

et al, 2008).

Bandura (1971) pointed out the schedules of reinforcement. The behaviour can be

reinforced when a given period of time has been elapsed (fixed-interval schedule) or

reinforced at changeable times (variable-interval schedule). Reward under fixed-interval

schedule is the same despite the performance, and the performer is controlled by

accomplishing a specified amount of work for each reinforcement. However, the performance

required for each rewarded phase differs and the levels of responsiveness could be very high

under variable-interval schedule.
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Contrasting with CET, which has prioritized the controlling aspect of rewards on people’s

perceived self-determination (rewards are experienced to be harmful for self-determination,

competence, and internal attribution), and how interpersonal contexts could alter people’s

experience of control and their intrinsic motivation, social cognitive theory puts more

emphasis on how rewards’ contingencies are related to perceived competence or self-efficacy.

Moreover, external factors (e.g., rewards) might enhance the aspects of “personal agency”

(e.g., self-motivation and self-directedness). Related to this, non-competency contingent

rewards and competency-contingent rewards have been identified.

2.3.1. Non-Competency-Contingent Rewards (Loose)

Non-competency-contingent rewards refer to rewards that are offered for simply

performing the activity, with no regard to mastery of performance. Under this situation,

intrinsic motivation decreases since the reward offered does neither reflect the performers’

competence nor the quality of the performance. Bandura (in Cameron & Pierce, 2002)

classified all the experiments that have been conducted on what researchers call task-

contingent, completion-contingent, and performance-contingent to fall under the term non-

competency-contingent rewards.

2.3.2. Competency-Contingent Rewards (Specific)

Competency-contingent rewards are rewards administrated for mastery of performance.

Exceeding a specific standard of performance that can increase intrinsic motivation through

enhancing recipients’ self-efficacy, interest, and performance can coerce them to believe they

are competent or self-efficacious. Bandura’s claim has been supported by Cameron and his

colleagues’ findings  (Salkind, 2008), whereby they submitted that rewards for achievements

indeed increase intrinsic motivation as opposed to Deci et al. (2001) claim. This type of

reward, for Cameron and Pierce (2002), increases also the performer’s self-efficacy, interest,

and task engagement.
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2.4. Over-Justification Hypothesis

The over-justification hypothesis is rooted in self-perception theory. The main tenet of

this theory is that people often self-judge their internal states through appraising their past

behaviour and the situation under which it occurred, and make internal state inferences

harmonious with behaviour unless there were evident causes of their behaviour. In many

occasions, people engage in performing activities that are intrinsically enjoyable, or because

they are extrinsically controlling (e.g., schoolwork, deadlines). The over-justification

hypothesis suggests that individuals justify their task performance to be coerced by external

reasons (such as, rewards) and overlook the intrinsic ones (Breckler, Olson, & Wiggins,

2006).

Leeper et al. (1973) examined the over-justification hypothesis that is consistent with

self-perception theory. Nursery school children, who had been observed to disclose initial

intrinsic interest, were asked to draw some pictures using a set of attractive marker pens. They

were exposed to one of three experimental conditions. The first condition is the expected-

award condition. Subjects were told in advance that they would be given “Good Player

Award” if they agreed to utilize the pens to draw some pictures for the experiment. The

second condition is the unexpected–award condition. Subjects were not informed about the

reward until after they had completed the experimental task. In the no-reward condition,

subjects were not informed or received any rewards. The findings clearly illustrate that

students in the expected-award condition revealed less intrinsic motivation as opposed to

those in the two conditions, indicating that children who were promised the “Good Player

Award” in advance justified their use of the pens to be caused by the reward rather than

because it was intrinsically motivating.

The over-justification’s focal point is rewards’ salience. Rewarding people for engaging

in activities that hold initial interest endowed them to over-justify task participation from

being self-initiated to be mainly caused by external rewards, and in that regard ignoring the
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inherent enjoyment derived from the activity itself. When the reward is no more offered,

performers lose their justification and motivation to persist at the task (Pintrich & Schunk,

2002). It clearly posits that rewards kill people’s initial interest in the target task.

A good attempt that creates a debate that revolves around rewards’ use and effects, and in

that strongly supports the over-justification hypothesis, is the publication of Alfie Kohn’s

famous book (1993):“Punished by Rewards: The Trouble with Gold Stars, Incentive Plans,

A’s, Praise and Other Bribes”. Kohn (1993) postulated that educational practitioners should

abandon the use of rewards in learning. Rewards cannot improve learning; that is, they have

aversive effects for achieving a long-term desired behaviour. Thereupon, rewards punish

rather than motivate the desired behaviour. He considered rewards and bribes to be

synonymous from the perspective that the more people are rewarded (or bribed) for an

outstanding work, the less interest they display to accomplish that work.

Do rewards work? Kohn (1993) strongly deemed rewards to be a failing strategy to

heighten behaviours’ outcomes. Virtually, rewards do not motivate learners to do something;

they rather coerce them to receive the rewards. Together, rewards and punishment are two

sides of the same coin: They manipulate behaviour. They are only efficient in ensuring

impermanent compliance; nevertheless, they are ineffective in producing long-term desired

behaviours or attitudes alterations or even advance performance. Given that the reward is

always contingent upon doing something, once the reward system or punishment ceases,

people go back to their old behaviours. In like manner, the effects of “do this and you will get

that” are identical to “do this or here’s what will happen to you”. Making students

overwhelmed with what they will earn in return to their performance diminishes risk-taking,

creativity, and intrinsic interest in the activity as they will concentrate on receiving rewards,

and that their work is driven by the reward. Therefore, rewards preclude behaviour’s

amelioration.
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Like CET, Kohn (1993) tackled how rewards could influence the level of initial task

interest on people’s intrinsic motivation. The view is that, the effects of rewards on intrinsic

motivation with activities that are highly interesting are seen to be detrimental. Likewise,

supporters of over-justification hypothesis claim that unexpected rewards have neutral effects

on intrinsic motivation vis-à-vis expected ones (because they do not influence the feeling of

competence and self-determination), as people do not expect to have them. Moreover,

intrinsic motivation is diminished when rewards are contingent upon mere performance;

conversely, it is enhanced if rewards are indicators of competence (Cameron & Pierce, 2002).

Flora (2004) disputed Kohn’s (1993) proposition who considered reinforcement to look

like carrot-and-stick. She regarded it as a failing approach to motivation since it is built

merely upon negative reinforcement. “The carrot-and-stick criticism generally reflects an

ignorance of the reinforcement process and is a tiny disguised insult to professionals who use

or advocate the use of reinforcement to ameliorate human problems”(p.27). Reinforcement is

very effective for humans’ accomplishments and in compelling them value their behaviour,

and thus it enhances desired outcomes. The assumption that rewards undermine intrinsic

interest in an activity has also been challenged. If a student is offered an extrinsic reward for

reading, then to read voluntarily will not occur. It rather conveys how reading becomes a

means to obtain a reward rather than reading is the reward per se.

If I want Susan to read more, praising, hugging, or giving her a treat for reading may

make her read then and there. But ultimately the reinforcement will make Susan read

as little as possible, and she will have an expressed dislike of reading. Hugging her for

reading will “undermine her intrinsic motivation” for reading. … if I pay Sam for

bringing home good grades, he will learn to dislike school and will possibly drop out

as soon as possible.(Flora, 2004, p.39)

It is pertinent to indicate that the view that deems rewards to be harmful to intrinsic

motivation is derived from social psychology. It is because punishment is an external
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influence, and produces negative effects; a reward is also an external influence on behaviour,

and consequently rewards produce negative effects as well (Cameron & Pierce, (2002).

Cameron and Pierce (2002), nevertheless, disputed over the claim that sees rewards

detrimental as they totally considered it wrong. They supported their claim from the point of

view that even if some teachers and educators know they are harmful, but they insist on using

them even when they are not required. Students enjoy schools and do their schoolwork when

a system of reinforcement is well arranged. Employees work hard and tend to be creative

when they are appropriately rewarded for their achievements.

2.5. General Interest Theory

In response to discrepant analyses of the effects of rewards on intrinsic motivation,

Eisenberger et al., 1999) proposed another theory, namely general interest theory. This theory

implies that rewards have concurrently incremental and detrimental effects on intrinsic

motivation. In view of that, intrinsic motivation is enhanced provided that the content of tasks

and the context, in which they are introduced (including rewards), signify that task

performance aids in satisfying needs, wants, or desires. On the contrary, intrinsic motivation

is decreased as long as task content and context (including rewards) convey the

inappropriateness of the task to performers’ needs, wants, or desires. Hence, rewards might

influence intrinsic motivation according to how well a task should be performed—in order to

be rewarded—as well as one’s perceived competence.

General interest theory, further, accounts for the key influence of culture and personality

on individuals’ needs, desires, and thus intrinsic motivation. As it has been discussed in the

preceding sections, both CET and over-justification hypothesis have argued that offering

rewards for high initially interesting tasks influence negatively individuals’ perceived self-

determination, perceived competence, and thereby intrinsic motivation diminishes.

Nonetheless, and according to Eisenberger et al. (1999), pioneers of CET has failed to address

the issue of how we can, if it is possible, make a dull task look more appealing, with the
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caveat of presenting tasks appropriately since it affects intrinsic interest in more as well as

less initially interesting tasks.

In her book “The Power of Reinforcement”, and as its title clearly discloses, Flora (2004)

defended the act against not to use rewards in classrooms or work settings and considered it as

a myth. She acknowledged that reinforcement is a very effective tool and works for

everybody to keep up situational preferred behaviour, heighten humans’ functioning, impel

individuals to value their behaviour, and promote learning outcomes.

Illustrating the role of reinforcement in learning was the famous program ‘Book it!’.

During the 1995-1996 academic year, greater than two-million children from the United

States, Canada, Australia participated in “Pizza Hut’s Book it! program”. It was designed to

enhance reading. The latter was reinforced through certificates for a free personal pizza when

students achieved specific objectives set by their teachers. Students who participated and

remained in this program displayed increasingly reading level as well as self-enjoyment:

enhanced students’ positive attitudes towards learning (61%), reading level (69%), and

enjoyment of reading (80%). John Nicholls commented on this program that awards students

free pizza for reading books through saying: (as quoted in Kohn, 1993, p.73) “A lot of kids

who do not like to read” rather than intrinsically motivated readers. Offering coupons for free

pizzas for reading are regarded as artificial rather than natural rewards, they instrumentally

control behaviour since children do not read for the sake of reading, or because they

inherently enjoy it, but to be rewarded. “…-that they read the books only because they must

do so to earn pizzas. It might encourage them to select short, simple books, zip through them

quickly, and move on to the next one” (Brophy, 2010, p.131). Despite all the financial support

for creating this program “Book it!”, the results, according to Brophy (2010), were

unfavourable.
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2.6. Measures of Intrinsic Motivation

By definition, intrinsic motivation is to partake voluntarily in activities. Intrinsically

motivated students display much persistence, and put forth effort while attempting to

accomplish classroom tasks in the absence of any material rewards; thus, to experience

pleasure and contentment inherent in the activity per se.

On closer inspection, the ample, empirical studies regarding the effects of rewards on

intrinsic motivation has revealed that, in all the experiments, intrinsic motivation has been

inferred from subjects’ engagement with an activity and their persistence during “a free

choice period” when extrinsic contingencies are no longer operative. Nonetheless, many

experimental studies have been conducted on situational motivation. Situational or state

motivation pertains to the motivation individuals experience when they are currently

performing an activity (Vallerand, 1997). Consequently, “situational or state motivation, as

measured at a given point in time, provides a useful understanding of a person’s current (or

state) self-regulatory process” (Guay et al., 2000, p.176).

A set of measures have been employed in the interest of targeting what the effects of

rewards on intrinsic motivation could be exactly. The first most important measure is time.

Time has been assessed through measuring the time spent on performing a task during a non-

rewarded “free-choice period”. In addition, participants’ task performance during the “free-

choice period” has also been considered. Finally, a self-report questionnaire is administered to

determine performers’ task interest, enjoyment, perceived competence, value of task, among

others, and whether they intend to participate in future studies without being exposed to

rewards.

The behavioural and self-reported interest measures are the traditional measures of

intrinsic motivation. They have been utilized as situational measures of intrinsic motivation in

order to evaluate the immediate response of participants with regard to the experimental tasks.
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2.6.1. The Behavioural Measure of Intrinsic Motivation

The behavioural or the “free-choice” measure has been widely used in laboratory

research, precisely in psychology (Deci, 1971). This measure is coupled with Ryan and Deci’s

(2000a) definition of intrinsic motivation—to perform something because it is inherently

interesting or enjoyable—as well as Deci’s (1972a,1972b) assumption that the person is

intrinsically motivated when he/she persists to proceed with the task. In their meta-analysis on

the effects of rewards on intrinsic motivation, Cameron and Pierce (1994) indicated that about

(64%) studies used the above stated measure. Deci et al. (1999, p.555) supported the use of

this measure through commenting: “we believe that free-choice behaviour is a more valid

measure of intrinsic motivation and thus that the set of findings for the free-choice measure is

the more accurate indicator of the actual effects of rewards on intrinsic motivation”.

The behavioural measure, which was initially utilized by Deci in 1971, is designed to

calculate the time subjects spent on performing a task when external events are no longer

functioning. Participants are assigned a task under various conditions. The experimenter

announces the end of the experiment and introduces a pretext for leaving the participants

alone in the experimental room, with the target task as well as various distractor activities

(e.g., to read some magazines, or to do anything else), for a specific period of time (usually 8

minutes). During this phase, they have a “free-choice” whether to return to the target activity

or not. It is believed that if they spend more time working on the target activity (when

external factors are no more presented, such as rewards or approval), then they are

intrinsically motivated for that task (Ryan & Deci, 2000a).

The reason that Deci et al. (1999) postulated to support the “free-choice” or behavioural

measure of intrinsic motivation’s validity, is that, during this phase, participants believe that

the experimenter cannot observe what they are doing exactly (if they have persisted at the

activity in question, during that period, or not) because the importance is their answers on the

self-report questionnaire the experimenter will analyze. The findings of the “free-choice”
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measure by some laboratory studies (Deci, 1971, 1972a) confirm that tangible rewards result

in less time spent on the target task, and consequently intrinsic motivation decreases.

Despite the usefulness of the “free-choice” measure in many laboratory studies, Guay et

al. (2000) described it as “unidirectional”: It focuses only on assessing intrinsic motivation

and neglects other salient types of motivation, namely amotivation, external regulation, and

identified regulation, which are the ground of SDT. It is also very challenging to utilize it in

any filed settings.

Cameron and Pierce (2002) disputed the view that considers the decline in time from the

period of promised reward for undertaking an experimental task to a period of choice of

activities to necessarily reflect a decrease in intrinsic motivation. One explanation might be

that since participants spent more time on the experimental task, the choice phase appears to

be more attractive. Participants only shifted their attention from the experimental task to the

introduction of choice, and this does not explain a decrease in intrinsic motivation.

2.6.2. The Self-Report Measures of Intrinsic Motivation

In a point of fact, the discrepant self-report measures of intrinsic motivation have been

also consistently designed to evaluate situational intrinsic motivation. The questionnaires that

have been tailored to suit such purpose are the Mayo Task Reaction Questionnaire (TRQ), the

Intrinsic Motivation Inventory (IMI), and the Situational Intrinsic Motivation Scale (SIMS)

(Guay et al., 2000).

The TRQ has been designed to assess intrinsic motivation inclusively. It consists of 23

items scored on a 7 point-Likert scale, which measures subjects’ different features of intrinsic

motivation, specifically concentration, interest/enjoyment, achievement, challenge,

competence, and autonomy with regard to the experimental task. The application of the TRQ

can be clearly found in Vallerand’s (1983) investigation.

Vallerand (1983) conducted an experiment to carefully examine the relationship between

the amount of positive verbal feedback and intrinsic motivation’s enhancement among male
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hockey players who performed a hockey-related task. The TRQ, subjects’ feelings of

competence, involvement, and their perceptions of the veracity of the experimenter’s

feedback have all been concurrently measured to evaluate their intrinsic motivation towards

the experimental task. The findings indicate that positive performance feedback increases

both intrinsic motivation and perceived competence, whether this verbal positive feedback is

high, low, or moderate.

Despite the significance of this measure in assessing intrinsic motivation, Guay et al.

(2000) deemed it to be markedly long for a situational measure as it consists of 23 items. The

self-report measure, moreover, does not account for other different types of intrinsic

motivation as assumed by SDT (e.g., amotivation, external regulation, and identified

regulation).

The Intrinsic Motivation Inventory (IMI) is a multi-dimensional measure that has been

basically used to assess situational intrinsic motivation (cf. Chapter 8), and it has been widely

applied in competitive sport settings (McAuley et al., 1989). This scale intends to evaluate six

aspects of situational intrinsic motivation, namely interest/enjoyment, perceived competence,

effort, value/importance, pressure/tension, and perceived choice towards the experimental

task. Notwithstanding its effectiveness, Gaint et al. (2000) did not consider this measure to

assess intrinsic motivation independently, but rather it measures “determinants” (such as,

perceived competence) and consequences of intrinsic motivation (e.g., effort).

Later on, the Situational Intrinsic Motivation Scale (SIMS) was developed by Guay et al.

(2000) as a brief measure of a self-report indicator of situational intrinsic motivation.

According to its constructors (Guay et al., 2000), the caveat of this scale is to optimize a new,

an adequate, and a satisfactory measure of intrinsic motivation, and reciprocally surmount the

drawbacks of previous measures of intrinsic motivation that account only for intrinsic

motivation. This measure, with 16 items scored on a seven-point-Likert scale, rather assesses

intrinsic motivation, different types of extrinsic motivation, and amotivation.
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Guay et al. (2000) demonstrated that past measures have relied on motivational

consequences and determinants as indicators of intrinsic motivation, the situational intrinsic

motivation scale, on the other hand, addresses the “why” of behaviour and motivation(s) that

is dominant at a specific situation. In accordance with that “the SIMS is a multidimensional

measure of motivation that addresses the conceptual definition of motivation (or the “Why” of

behaviour).” (p.206) The SIMS can be appropriately employed either alone, or in accordance

with the behavioural measure of intrinsic motivation. It can be applicable in educational

settings, interpersonal relationships, and leisure (sport).

When they attempted to construct the validity and reliability of the SIMS, Guay et al.

(2000) presumed that a controlling reward affects negatively intrinsic motivation and

identified regulation; however, it has no significant effect on both amotivation and external

regulation.

While endeavours have been made to design reliable and valid measures to fairly assess

intrinsic motivation, and determine the effects of external factors on intrinsic motivation, the

behavioural or the self-report measures can be utilized solitary or together, it all depends on

the research purposes and settings. However, more recent and robust measures of intrinsic

motivation are undoubtedly required.

2.7. The Empirical Evidence for the Effects of Rewards on Intrinsic Motivation (Meta-

Analyses)

In the Online Cambridge English Dictionary, a meta-analysis is expounded as a research

method that combines the results of several related studies to produce better results. In the

proceeding sections, we intend to acquaint the reader with the most available meta-analyses

regarding the effect (in case there is any) of rewards on intrinsic motivation.

2.7.1. Rummel and Feinberg’s (1988) Meta-Analysis

The first meta-analysis was conducted by Rummel and Feinberg (1988), who combined

45 published studies between 1971 and 1985, in order to verify the claim that rewards with a
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salient controlling aspects undermine intrinsic motivation. To this end, the meta-analysis

comprises studies on verbal, tangible, expected, and unexpected rewards. The findings are

consistent with CET; that is, rewards undermine intrinsic motivation. Deci et al. (1999),

however, criticized their meta-analysis as it eliminates studies on the different effects of

rewards’ contingencies, unpublished doctoral dissertations, and that the frequent measures

(behavioural measure and self-report measure) were not independently analyzed. In addition,

they included studies on deadlines and imposed goals that did not account for rewards’

effects.

2.7.2. Wiersma’s (1992) Meta-Analysis

Wiersma’s (1992) meta-analysis is directly centred to establish whether rewards

undermine the free-choice to proceed with the experimental task. This meta-analysis, which

included studies between 1971 and 1990, was limited to only 20 studies on the effects of

tangible rewards on intrinsic motivation. They divided it into studies that measure free-time

intrinsic motivation, and those that measure task performance during the rewarded phase. The

results reveal that rewards enhanced task performance; whereas, free-time intrinsic motivation

was undermined.

Notwithstanding Wiersma meta-analysis’s (1992) findings display the undermining of

intrinsic motivation by extrinsic rewards, Deci et al, (1999) commented that this meta-

analysis did not include unpublished dissertations. Add to it, some studies did not have no-

reward control groups, and reward contingencies were not independently analyzed (Cameron

& pierce2002).

7.2.3. Cameron and Pierce’s (1994) Meta-Analysis

Cameron and Pierce’s (1994) meta-analysis, which was republished by Eisenberger and

Cameron (1996) who in fact added divergent groupings studies, distinguished between verbal

versus tangible rewards, tangible rewards as expected versus unexpected, expected rewards as

contingent on task completion or performance versus rewards that are not dependent on
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completion or performance. They separately scrutinized task-non- contingent, task-contingent,

and performance-contingent rewards parallel to Ryan et al. (1983) division.

The findings illustrate that verbal rewards increase significantly “free-choice” and self-

reported interest. Whereas, tangible rewards, expected tangible rewards, and non-contingent

rewards undermine the behavioural measure of intrinsic motivation, but not self-reported

interest. Performance-contingent rewards have no overall significant effect on the “free-

choice period”, but significant effect on self-reported interest. Task-contingent rewards

undermine both “free-choice” and self-reported interest. Nevertheless, unexpected tangible

rewards and contingent rewards have no significant thwarting effects on intrinsic motivation.

Therefore, they concluded that there is no reason not to use rewards in educational settings—

as CET (Deci, 1971, 1972a, 1972b) warns against their use—for the rationale that their

detrimental effects can be effortlessly prevented.

Deci et al. (1999) criticized Cameron and Pierce (1994) Eisenberger and Cameron’s

(1996) findings claiming that they incorporated studies that used dull and boring tasks. It is

because intrinsic motivation has been defined in relation to interesting tasks and rewards

undermine intrinsically interesting tasks, with boring tasks, therefore, there is no intrinsic

motivation to decrease. Their meta-analysis consists of studies that have inappropriate control

groups, and they even misclassified studies. In one study, the rewards offered were

engagement-contingent, but they classified them as task-non-contingent. Unpublished

doctoral dissertations, moreover, or experiments that were published at the time of conducting

their meta-analysis were not incorporated.

7.2.4. Tang and Hall’s (1995) Meta-Analysis

Another meta-analysis was conducted by Tang and Hall (1995) to scrutinize the effects of

rewards on intrinsic motivation through examining exclusively the over-justification

hypothesis (expected tangible rewards undermine intrinsic motivation for high initially

interesting tasks). Fifty published studies were reviewed, and six different dependent
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measures were also used: free-time on task, task-enjoyment ratings, quantity performance,

quality performance during the rewarded phase, rating by others, and time waited to initiate

the task in a free-choice session. The findings strongly confirm the undermining effects of

expected tangible rewards, which in turn supported over-justification hypothesis. Expected

tangible rewards were found to reduce intrinsic motivation measures with tasks of high initial

interest when the rewards are task-contingent as well as performance-contingent. Task-non-

contingent rewards and unexpected rewards, on the other hand, had neutral effects on intrinsic

motivation’s measures.

Deci et al. (1999) Cameron and Pierce (2002), however, disapproved their results. They

argued that their meta-analysis incorporated some poor rather than adequate measures of

intrinsic motivation (e.g., task-enjoyment ratings, quantity and quality of performance during

the rewarded phase). In like manner, they neither included studies that were published during

their meta-analysis nor any reward control groups.

7.2.5. Deci, Koestner, and Ryan’s (1999) Meta-Analysis

Due to their dissatisfaction with Cameron and Pierce (1994) meta-analysis’s findings,

Deci et al. (1999) conducted another meta-analysis of 128 studies, which explores the effects

of all rewards on intrinsic motivation, but for interesting tasks only. They examined positive

feedback versus tangible rewards, tangible rewards as unexpected versus expected rewards,

and the latter as task-contingent, engagement-contingent, completion-contingent, or

performance-contingent. They reached the conclusion that rewards can have both incremental

and detrimental effects on intrinsic motivation, and the undermining effect have been found

for the behavioural more than for the self-reported measure. Consequently, their findings

confirmed CET’s claim. “Free-choice” behaviour was undermined by engagement-contingent,

completion-contingent, performance-contingent, tangible, and expected rewards. Self-

reported interest was also diminished by engagement-contingent, completion-contingent,

tangible, and expected rewards. Nonetheless, tangible rewards were found to be harmful for
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children than college students, verbal rewards had positive effects on free-choice behaviour

for college students but not for children, and performance-contingent rewards did not

negatively affect self-reported interest.

However, Cameron and pierce (2002) criticized their meta-analysis’s results. In so doing,

they maintained that their primary analysis of the overall effects were not included, studies

that were published during their meta-analysis were not presented, and studies that indicated

positive effects of rewards on task interest measures were removed.

7.2.6. Eisenberger, Pierce, and Cameron’s (1999) Meta-Analysis

In 1999, Esienberger et al. (1999) conducted a further meta-analysis on the effects of

tangible rewards on perceived self-determination in order to challenge Deci et al. (1999), who

deemed their meta-analysis to be flawed and lack methodological adequacies. The results

yield that the effects of rewards can be determined according to the performance

requirements. Rewards, for meeting normative performance standards, enhanced perceived

autonomy, rewards for meeting vague performance standards undermined “free-choice

period” and did not affect self-reported interest. Rewards for meeting absolute performance

standards had neutral effect on “free-choice period”, but increased self-reported interest.

However, both free-choice period and self-reported interest were increased by rewards that

were contingent on surpassing the performance of others. Thereupon, the everyday’s use of

rewards for meeting normative performance standards (outperforming others) increases

intrinsic motivation.

Later on, Pierce, Cameron, Banko, & So (2003) inquisitively investigated the effects of

rewards on 60 undergraduate students’ intrinsic motivation during a puzzle-solving task to

falsify the claim that rewards undermine intrinsic motivation. Some subjects in the

experimental group were offered $1.00 for attaining increasingly demanding performance

standards, others for accomplishing a constant performance standard, and the control group

was not rewarded. The major findings indicated that subjects who were rewarded for meeting
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increasingly demanding performance standards spent more time on the experimental task

during the free-rewarded phase vis-à-vis the other groups. The findings of the subjects’ self-

enjoyment of the task display that there was a short-term loss of intrinsic motivation by the

experimental groups than the control group. Pierce et al. (2003) concluded that rewards for

meeting progressively demanding and attainable performance standards can be used in

different settings to enhance performers’ preference for challenging activities and thereupon

increase intrinsic motivation.

The preceding discussed meta-analyses are the impetus for the controversy surrounding

the effects of rewards on intrinsic motivation. The discrepant findings substantiate that

rewards can have negative, positive, or neutral effects on intrinsic motivation’s measures,

whereas the effects are limited to divergent sets of conditions. How to effectively utilize

rewards in educational settings and to mediate their effects are still contentious among

researchers as far as the findings are not unified.

2.8. Some Appropriate Strategies for Presenting Rewards Effectively in Classrooms

In view of the apparent contradictions between all the studies that have inspected the

effects of rewards on intrinsic motivation, Cameron and Pierce (2002) commented:

Not all studies of verbal reward have produced positive effects; not all studies have

shown no effects of unexpected rewards, and not all studies of expected tangible

reward contingencies have produced negative effects, as predicted by cognitive

evaluation theory and the over-justification hypothesis.  (p.98)

Equally, Salkind (2008) established that a substantial body of experiments regarding the

effects of rewards on intrinsic motivation clearly determines that their effects could be

positive, negative, or neutral. In essence, one major concern in education is to promote

students’ motivation for better scholastic accomplishments. Consequently, teachers are

requested to implement reward-based systems in education, with the caveat that they

administer them with dull or academic activities of low-interest. Verbal or tangible rewards
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tied to meeting specific achievements’ standards for learning activities with high interest, on

the other hand, are likely to promote students’ interest. To the extent that “extrinsic rewards

can be arranged to progressively shape performance, to cultivate initial interest in an activity,

and to maintain or enhance effort and persistence at a task” (Salkind, 2008, p.559).

Conversely, reward shave negative effects on intrinsic motivation as long as they are

tangible and delivered for academic activities of high-interest, presented beforehand or

promised and not offered, independent of high performance standards or proposed in an

authoritarian way. Under such circumstances, students are predisposed to perceive rewards as

punishers (and this belief is consistent with Kohn 1993’s claim). For educational practitioners

to suitably utilize them in educational settings, they should initially realize the basis upon

which they are offered.

According to Sansone and Harackiewicz (2000), contingent, tangible rewards might have

positive effects on intrinsic motivation provided that they are non-salient by means of

prioritizing competence and are administered in an autonomy supportive interpersonal style.

In case they reward specific performance’s standards, one should expect that what might be

rewarding for one student might be punishing for another one. Likewise, they affirmed that

presenting rewards in return for students’ high level of creative performance is also regarded

to enhance self-determination as well as competence.

In like manner, general interest theory submits some appropriate ways for offering

rewards; they should concurrently satisfy needs, wants, and desires. Expressed another way,

offering rewards that signify specific performance attainments (performance-contingent

rewards) would convey information about competence, this information combines the salience

of the performance, the positive appraisal of performing well, and the performer’s positive

assessment of the task. Offering rewards for engaging only in an activity (task-non-contingent

reward/task-contingent reward) would express the insignificance of the task to the performer’s

personal competence resulting in negative judgments of the task. In very simple words,
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intrinsic motivation is enhanced when rewards are delivered for high performance. It is, in

contrast, reduced when rewards are presented in a way that conveys the perceived irrelevance

of the task to learners’ competence (Eisenberger et al., 1999).

In the interest of instilling into learners self-efficacy, and by the same token, sustaining

their motivation to learn, Pintrich and Schunk (2002) posited some appropriate ways to

reward learners in classrooms. With this intention, rewarding students’ progress, skills’

development, learning, and competence increase their motivation. Nonetheless, rewards lose

their motivational effects as long as they are delivered for undertaking the task, without any

consideration to task performance. For example, “Dr. Lowe, a psychology professor, works

with his students to develop a more comprehensive, research-based term paper. He organizes

the components of completing the paper into various tasks. Dr. Lowe meets individually with

students every other week to assess progress toward completion. For each successful

completion of the various tasks, the student can earn up to 5 points. If a student earns as many

as 20 points, the student is exempt from one of the quizzes during semester” (Pintrich &

Schunk, 2002, p.267).

Schunk et al. (2008) submitted four types of positive verbal feedback so that they could

enhance students’ motivation to learn, namely performance feedback, motivational feedback,

attribution feedback, and strategy feedback.

The most prominent type of verbal reward, which is administered for the correctness of

the work, is performance feedback. Teachers are highly required to provide students with

performance feedback either for their correct responses (e.g., that’s correct, right, and good)

or for indicating an error. The latter is used to display students’ lack of knowledge. In such

situations, teachers can teach the material once more or just guide students to the correct

answers. Feedback offered to tell students that their answers are correct and appreciated by

teachers enhance their motivation as they inform about competence and students’ capabilities

of further learning. On the contrary, feedback that indicates an error and followed by



93

corrective information increases both self efficacy and motivation.

Motivational feedback briefs students’ learning progress and competence. It can be in the

form of social comparative information about other students’ competence or persuasive

feedback. Social comparative informational feedback can be illustrated through the following

example (Schunk et al., 2008, p.307): “A teacher might remark to Kevin, "See how well Mark

is doing. Try to work like that.” Persuasive feedback can take the following statement: "I

know you can do this," and, "Keep up the good work”. Both forms of feedback enhance self-

efficacy and thus students’ motivation. When students observe similar others are performing

well; their self-efficacy and persistence are promoted, and the consequence is productive task

engagement. Likewise, high self-efficacy is boosted when students are positively appraised by

their teachers that they are capable of learning.

Offset against students’ attributions of learning outcomes to uncontrollable factors (e.g.,

ability, luck, task difficulty) will be achieved through administering effort feedback, which

connects students’ actual achievements with their own effort. In all likelihood, statements like

“you have been working hard and you are doing well” (Schunk et al., 2008, p.310) raise

motivation and self-efficacy. Receivers should be convinced that effort feedback is credible:

Effort can be the path to become successful.

Learning strategies are to play an undisputed role in ameliorating learning outcomes.

Strategy feedback is utilized to familiarize learners with the significance of using learning

strategies, how well they are applying a particular strategy, and how their performance has

been improved by employing strategies. To guarantee that learners are effectively applying

learning strategies, teachers are requested to deliver strategy feedback (information about the

importance of leaning strategies in improving performance) coupled with instructing the use

of learning strategies.

As opposed to Kohn (1993), Brophy (2010), who is definitely interested in how to

motivate students to learn effectively, challenged Kohn’s views and elucidated the most
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appropriate ways for delivering rewards in classrooms, especially praise. She did not consider

rewards to be detrimental in learning; rather, “[they] are one proven way to spur students to

put forth effort” (Bropy, 2004, p.154). She evidently illustrated how many teachers adhere to

use praise (as an expression of approval for students’ achievements) differently. A teacher‘s

statement that “I like the way Susie is sitting up straight and ready to listen” is almost

certain to embarrass Susie. It may even alienate her if she is sophisticated enough to

realize that the statement is not really praise of her but an attempt to cue the behaviour

of some of her classmates.” Or, John I really enjoyed your story especially the

machine that converts peanut butter into energy. I’d like you to read it to the class later

today. Also how about drawing a picture of what that machine might look like?”

The second example displays teacher’s praise for John’s noteworthy achievement. Through

elaborating John’s work, the teacher indicated concern over his work as well as appraisal of

his creativity.

In order for praise to be effectively used in classrooms, it should be informative. Praise is

a proven of students’ genuine academic achievements that reflects teachers’ appreciation of

their effort, progress in learning, and accomplishments (even though more intensive

expressions of praise are not required) so that students attribute their own success to more

internal than external factors (incentives). Nevertheless, praise cannot be used to approve

minor achievements (e.g., neatness, punctuality, or behaviour conformity) on behalf of an

outstanding work. To use praise in its simplest form, (Brophy, 2000, p.167-168) one should

emphasize on the prominence of incorporating it in declarative sentences, such as “I never

thought of that before” in favour of “wow” or “isn’t that terrific!”. Accordingly, the praised

behaviour is determined. For instance “Good! You figured it out all by yourself. I like the way

you stuck with it without giving up” instead of “good work” or “I notice you’ve learned to use

different kinds of metaphors in your compositions. They are more interesting to read now”.
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Conclusion

This chapter has set out to represent the theoretical as well as the practical framework that

prompt the controversy over using rewards in learning. Clearly, rewards or reinforcers have

been defined, from the behaviourists’ stance, to mean anything submitted in response to a

good performance, whereby it strengthens the behaviour and makes it probable to transpire in

subsequent situations. Rewards can be verbal or tangible, offered expectedly or unexpectedly,

contingent upon simply engaging in the target task, completing it, or for accomplishing high

performance standards. Many researchers (Deci, 1971; Deci et al., 1999; Sansome &

Harackiewcz, 2002; Slavin, 2006) substantiated that controlling verbal rewards decrease

intrinsic motivation vis-à-vis informational verbal feedback. It is worth nothing that the

effects of extrinsic tangible rewards are heterogeneous and by far are dependent on rewards’

types, contingencies, and expectancies, respectively.

The chapter indicates that CET, aligned with over-justification hypothesis, warns against

the detrimental effects of external events (e.g., rewards) on intrinsic motivation through,

claiming that external rewards have informational as well as controlling aspects. The gist of

this theory is that rewards overall thwart intrinsic motivation. Over-justification hypothesis

(which was strongly supported by Kohn, 1993) also highlights that rewards are meant to instil

into people that their performance is controlled by rewards and coerce them to disregard the

intrinsic reasons behind task performance.

Bandura (1971) introduced vicarious reinforcement and vicarious punishment.

Reinforcement is only effective when it alters the observers’ behaviour. Vicarious

reinforcement endowed performers with acceptable reinforcement consequences. It clearly

determines the performance that receives good rewards, and the one that has been punished or

ignored, and indeed enables people to take decisions on the basis of this observation. General

interest theory (Cameron & Pierce, 1999) further posited that rewards have mutually

incremental and detrimental effects on intrinsic motivation. They increase intrinsic motivation
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when both task content and context (including reward) demonstrate how the performance of

the task aids in satisfying one’s needs, wants, and desires. Intrinsic motivation, on the other

hand, decreases provided that both task content and context express the unsuitability of tasks

to performers’ needs, wants, or desires.

Later on in this chapter, the behavioural measure and self-reported measures have been

found to be the most salient for assessing intrinsic motivation (Deci, 1971,1972a, 1972b;

Vallerand, 1983), along with discussing discrepant meta-analyses’ findings. What has been

remarkable—with regard to the empirical evidence for the effects of rewards on intrinsic

motivation—is the divergent findings that have prompted an unresolved controversy

surrounding rewards’ effects. Opponents of extrinsic rewards advocate that rewards alter

people’s focus. Instead of focusing on accomplishing tasks, their performance becomes

conditional on receiving rewards. However, learners’ motivation is prompted by intrinsic and

extrinsic motivation, and the appropriate use of reinforcement can enhance their motivation,

persistence, and performance.

This chapter closes with some motivating strategies as proposed by some researchers

(Brophy, 2010; Pintrich & Schunk, 2002; Schunk et al., 2008)in order to use rewards

effectively, especially praise, in classrooms, and this is a proven of how praise has taken

precedence over other reinforcers.
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Introduction

Through reading, readers can stroll through leafing the pages of a written work to have

free access to writers’ minds, beliefs, and feelings. Reading, as an active process, permits us

to travel to the past to know about our ancestors’ ways of living, adventures, and

achievements in many life domains. Reading the every morning’s newspapers drives us to be

alert as well as appraise what is going on in the world around us. Reading the road signs aids

us to decide on which direction to follow. We read the bills at a restaurant to choose what to

eat. We also read the TV guide to determine which channel to watch. We read in order to

learn. All these, and in addition to many other activities, make reading a part of our daily

lives. Everyday reading, however, is different form formal reading. The latter takes place in a

formal setting, whereby dissimilar cognitive processes interact together. It is assuredly a

salient language skill for EFL/ESL learners’ academic literacy advancement.

This chapter comprises two essential parts, respectively. The first part is devoted to

reading, through which we attempt to answer the following questions: What do we read? How

do we read? And why do we read? The second part addresses the nature of reading

comprehension, the cognitive processes that are involved in comprehending a written work,

and how readers can comprehend a text that would bring us to discuss reading comprehension

models. The role of schema and memory in text comprehension, along with the major

difference between L1 and L2 reading, are all explored. By the end of this chapter, the reader

is introduced to the purposes and techniques for assessing reading comprehension.

3.1. Reading Defined

Indisputably, reading—as a very complex activity— is an extensively researched area

and one of the most predominant language skills. People frequently read for pleasure,

educational, or professional purposes, as Grellet (1981) and Grabe (2009) affirmed. We often

read different kinds of texts for different objectives, using one or many languages. We may

read novels, tales, plays, letters, short stories, poems, nursery, reviews, reports,
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advertisements, pamphlets, handbooks, textbooks, guidebooks, phrasebooks, magazines,

dictionaries, and the list is —as the idiom goes—as long as your arm, for mere personal

pleasure or to be informed.

Wallace (1992, p.4) expounded reading as follows: “Reading as interpreting means

reacting to a written text as a piece of communication; in other words, we assume some

communicative intent on the writer’s part which the reader has some purpose in attempting to

understand.” For Smith (2004), reading is meant relating the new acquired knowledge to the

readers’ prior knowledge in the understanding of the print; thus, it is akin to learning.

Grabe (2009) integrated both Wallace’s (1992) and Smith’s (2004) stances on reading for

she presumed that reading is an interactive process in at least two ways. The first way entails

the various cognitive processes that are connected jointly in reading. The second way

necessitates an interaction between the reader and the writer. A text is composed of concepts,

ideas, information, and attitudes towards something from the part of a reader to be understood

in a way authors wish for it. While reading, readers bring their background knowledge to the

text to assemble information about it and therefore understand its meaning. Accordingly,

reading is an interaction between both the linguistic information in a text and information

activated by readers (background knowledge).

Equally, the reading process is defined as to perceive a written language via visual and

mental processes. This “process is silent, internal [and] private” (Alderson, 2000, p.4). It is

now established by many studies in neuropsychology (e.g., Bear, Connors, & Paradisio, 2006;

Gibb, 2012) that the brain, to a large extent, relies upon the data it receives through the eyes

(Smith, 2004). When readers read in English or French, they move their eyes through

examining the print from left to right; they are, simultaneously, appraising what they are

reading: The different ways words are linked together and how they provide various meanings

in the text, whether the text matches their purposes in reading (evaluating), whether they have

encountered similar ideas before, whether the print is easy, challenging, interesting, or boring,
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and whether or not they are able to provide relevant answers to the questions they ask (Smith,

2004) when they read. For this reason, understanding is the outcome of reading, i.e., the

product (Alderson, 2000).

Wallace (1992) fairly submitted three main purposes for reading, namely reading for

survival, reading for learning, and reading for pleasure. Reading for survival is reading that

assists actual requirements or wishes. It is a direct reaction to a confronted situation, for

instance, a stop sign for a motorist. Reading for learning is undertaken to acquire new

information that demands extending one’s knowledge of the world. Reading for pleasure— in

the teaching literature is called extensive reading; in the psychological literature it is called

reading with intrinsic motivation (Alderson, 2000)—is the kind of reading whereby the reader

is not predisposed towards engaging with it; it is merely done for its own sake.

In short, reading is an interactive, and by the same token, it is a purposeful process. It is

interactive whereby readers compose connections between what they are reading to what they

already know. It is purposeful as readers read with a purpose in mind, either to get

information or to be pleased. Thereupon, reading is an active process.

3.1.1. Reading Techniques

Whenever engaging in reading for different reasons (academic or professional), readers

rely on a number of reading techniques that ease the reading process and permit them achieve

their reading purposes rapidly. Readers can read for quick understanding of a text, look for

specific, important information, entertain themselves, or simply read for general

comprehension of the text. These different ways of the aforementioned skill can be used

discretely or together.

3.1.1.1. Skimming

As with the first reading technique, skimming refers to reading quickly and selectively,

wherein the reader moves his/her eyes rapidly over the text to approach its general meaning,

without reading all the words in it. Readers often seek out this technique in order to discover
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the main idea of the text, how the text is organized so that they decide to read it or not.

Thereupon, “skimming is … a more thorough activity which requires an overview of the text

and implies a definite reading competence” (Grellet, 1981, p.19). To understand how the text

is organized and its main ideas, learners can skim through the headings and sub-headings of

it, or just read its main idea and skip the rest of it.

There are diverse reasons for skimming texts. When readers are introduced to a variety of

texts, they often use skimming to determine whether the text, or part of it, deserves to be read,

to reach decisions about the proceeding ideas in the text, and which plan to follow to

comprehend it. Skimming can be also utilized when readers are encountered with different

texts, and they have to select the one that suits their reading purposes. Skimming can be

readers’ refuge when time is running out (Grabe, 2009), and they have to decide on the

effectiveness of the information in texts. Skimming activities in the classrooms should be

done on topics learners are familiar with since readers’ background knowledge is fundamental

to increase the skimming speed (Nation, 2009).

3.1.1.2. Scanning

Scanning a text entails locating specific detailed information in it. Scanning is a silent,

rapid, and even a more focused technique of reading. It is often applied for when readers are

seeking out answers to precise questions, such as searching for particular dates, quotations,

phone numbers, or names in long lists or texts. Scanning (Grellet, 1981), contrary to

skimming, is undertaken so that readers take out precise information from the text, which is

merely relevant to their purposes in reading, large sections of it, on the other hand, are

skipped over without reading them. For instance, scanning can be of practical usefulness for a

student who is interested in reading an article to note down a name of a famous figure or a

date of a memorable event to learn it or write it in a report.
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3.1.1.3. Extensive Reading

Extensive reading is a form of learning that facilitates meaning-focused input and fluency

development (Nation, 2009). To put it another way, to read extensively signifies reading

extended texts for long periods of time, whereby the focus of attention is the meaning of the

text, relative to learning the language features of it. This is why extensive reading is basically

incidental learning.

Virtually, reading is a significant and an everlasting source of learning. Through reading,

learners can learn new vocabulary and grammatical features. Enjoyment can be the outcome

of reading. By reading, they can also gain knowledge of the world that could increase the

likelihood of personal enjoyment. In view of that, extensive reading is fundamental to fluent

reading. The latter enhances as well as sustains motivation for reading, vocabulary growth,

language, literacy skills (e.g., spelling, grammar, and writing), and conceptual-knowledge

growth.

To design a successful extensive reading program, teachers are called to equip the

classroom with interesting books, or books that are likely to compel learners to develop

interest in reading. It is important to note that extensive reading’s programs are designed not

to evaluate students’ comprehension of the books read, but to simply reveal the amount and

breadth of reading. In oral book reports, as a motivating extensive reading practice, learners

are requested to present an oral report in front of the whole class about the book they have

read so that other students can be encouraged to read it. Such practice can take the form of

“what was the name of the book”, “what type of story was it”, was it interesting? Another

extensive reading practice can be done in discussion groups. Students, who read the same

book, are set together in a round table to talk about the book they read by writing an oral

report to be presented to the class. In all likelihood, such extensive reading practices stretch

students’ interest and spur them to read more. When the texts are simplified, learners’

motivation to engage in extensive reading is probably high.
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Extensive reading (Grabe, 2009), however, is still not taken any part in the L2 curricula,

for it is not a reading curriculum or classroom goal. The objectives of reading are to develop

language skills, vocabulary, grammar, translation, or study skills. Therefore, it requires a wide

range of resources and sufficient class time to develop. Provided that learners can have free

access to texts that are stimulating and attractive, extensive reading, then, is most likely to be

enhanced.

3.1.1.4. Intensive Reading

Unlike extensive reading, intensive reading (Nation, 2009) delineates reading carefully

and thoroughly to comprehend a text. This reading technique’s focal point is the

comprehension of texts through the assistance of language features. Intensive reading is often

used by learners to increase their familiarity with the many, different features of a language,

awareness of reading strategies, and to advance their comprehension skills.

When foreign/second language teaching was first dominated by the Grammar Translation

Approach to teaching, learners’ first language was prioritized in intensive reading’s practices

in order to explain the meaning of texts, sentence by sentence. The purpose was to ease the

comprehension of texts through translation; consequently, comprehension and translation are

very necessary for successful intensive reading in the target language. This approach,

however, did not remain dominant in language teaching since it did not teach learners how the

language features studied in one text can be useful in another. Effective teaching of intensive

reading should expound the language features of a text that can occur frequently in different

or subsequent texts.

3.1.1.4.1. Aspects of Intensive Reading

One key aspect of intensive reading is comprehension. Reading comprehension activities

reflect learners’ understandings of the text, and concurrently they stimulate them to read.

Likewise, they can be very useful for teachers to train learners to read and practice the target

language, but never in teaching learners how to read. They can be in the form of pronominal
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questions, yes/no questions, true/false statements, multiple-choice items, blank-filling

activities, and among other examples.

A question type, which indicates learners’ comprehension of the text, can be sentence

completion. In such exercise, learners are provided with the beginning, middle, or the end of

the sentence, for they are supposed to complete sentences by filling in the empty space.

Intensive reading can assist in increasing learners’ awareness of regular and irregular sound-

spelling relations by teaching them spelling rules or reading aloud.

Vocabulary is a further, pertinent aspect of intensive reading. Intensive reading can be the

bridge to the acquisition of vocabulary. The most common vocabulary strategies are guessing

the meaning of the word from its context, breaking down the word into parts and then

combining the meaning of its parts to the meaning of the word, or through consulting a

dictionary to search for the meaning(s) of words, along with, their pronunciations, and uses.

Grammar is centred to intensive reading. While dealing with intensive reading, teachers

explain the grammatical features in the text so that learners can have a direct exposure to

grammar in a more meaningful context.

Cohesion is a pertinent aspect in intensive reading. Cohesive devices can be reference

words, substitution and ellipsis, comparison, conjunction relationships, or lexical cohesion

that facilitates texts’ comprehension beyond the sentence level. This can be achieved, for

instance, by pointing out how different words can be used to mean the same idea, and the use

of conjunctions in creating sentence relationships.

An additional feature of intensive reading would be genre features. Through intensive

reading, learners can understand the communicative purpose of the text, and how this purpose

is reached throughout giving credit to vocabulary, grammatical, and cohesive features that

contribute to the achievement of the communicative purpose of the text. Teachers can

introduce the topic to learners and then ask them to predict what to come next.
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Reading strategies are to play a rudimentary role in intensive reading. Some of the

reading strategies, in which learners can develop when working intensively on texts, are

consulting a dictionary, guessing from the context, or taking notes.

The role of learning strategies in L2 learning has received special attention. The

prominent figure of learning strategies, Oxford(1990), elucidated learning strategies as

“specific actions taken by the learner to make learning easier, faster, more enjoyable, more

self-directed, more effective, and more transferrable to new situations”(p.8).

Language learning strategies are subsumed into six groups. Memory strategies are direct

strategies for remembering and retrieving new information. Cognitive strategies are direct

ones and are utilized for comprehending and producing language. For example, practicing,

receiving and sending messages, analyzing, reasoning, and creating structure for input and

output. Another direct strategy is compensation; it enables learners to understand and produce

the new language despite the language gap. Meta-cognitive awareness involves knowledge of

reading strategies for approaching a text, the ability to monitor comprehension as well as to

apply strategies whenever required. Meta-cognitive strategies are indirect strategies used by

learners to organize their learning process. Affective strategies have to do with the emotional

side of learning that embraces motivation, attitudes, and anxiety. The last set of indirect

strategies are social strategies, which involve learning with others.

Owing to learning strategies, successful L2 reading is often attributed to learners’ good

mastery of these strategies. With this in mind, appropriate use of language learning strategies

in reading ensues L2 scholastic accomplishments (O'Malley & Chamot, 1990).

According to Nation (2009), the purpose to engage learners in reading a text is to

acquaint them with the different features of the target language as well as its convention of

use to be successful in dealing with any text, and the strategies necessary to approach that

text. Intensive reading exercises are advantageous, with the caveat that they orient learners to

understand the features of the text they are likely to find in subsequent texts.
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The last aspect, which characterizes a good intensive exercise, is the fact that it should

direct learners to read the text. Reading exercises should be designed in a way that entails a

careful reading of the text to answer its questions or part of them. In addition, a good intensive

reading activity should endow learners with information about their performance in the

activity. This assists learners to be aware of the areas they have been unsuccessful in reading,

and for teachers to provide useful feedback on students’ performance. And finally, an

intensive reading exercise is good if it is tailored to learners’ needs in reading.

3.2. The Nature of Reading Comprehension: Reading Comprehension Defined

The ability to construct meaning from a written work that involves an integral interaction

between the text and readers (cognitive processes in memory) is often known as reading

comprehension. In this light , Daneman (1991) said:

Reading is a complex cognitive skill, consisting of the coordinated execution of a

collection of oculomotor, perceptual, and comprehension processes. These include

processes that direct the eye from location to location, word-level processes that

encode the visual pattern of a word and access its meaning from memory, and text

level processes that compute the semantic, syntactic, and referential relationship

among successive words, phrases, and sentences in a text. (p.513)

Reading comprehension is a highly complex cognitive process, comprising of multiple

component skills. It is the ability to interpret a written work, whereby rapid interactions and

co-ordinations between complex cognitive processes in working memory are taking place all

together, and whereby a set of reading purposes are established by readers. In accordance with

that, reading consists not only of the interaction between lower-level processes (Daneman,

1996) that recognize the printed words and encode contextually approprite meanings for them,

but also higher-level processes that accumulate and integrate the underlying propositions and

match them to readers’ prior knowledge.
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3.2.1. Reading Comprehension Processes

Ample studies on reading comprehension (e.g., Dechant, 1991; Grabe, 2009; Massaro,

Venezky, Jastrzembski, & Lucas1980) have attempted to examine what exactly happens to a

reader’s mind when he/she reads: The cognitive processes that are involved in reading. When

an individual is reading, an interaction between lower-level and higher-level processes is

made. Grabe (2009) discerned that both L1 reading and L2 reading consist of the same

complex mental components and processes. To gain more insights into the cognitive

processes of reading, Grabe (2009) distinguished between the automatic linguistic processes

that are more skills-oriented (lower-level processes), and the comprehension processes that

are dependent on readers’ background knowledge (higher-level processes).

3.2.1.1. Lower-Level Processes

Lower-level processes are automatic processes of basic information that incorporate

lexical access, syntactic parsing, and semantic proposition formation. Word recognition

appertains to the process of rapidly and automatically identifying words that entails the

interaction of activated orthographic, phonological, semantic, and syntactic processes.

Orthographic processing refers to the spelling constraints in a written language (Massaro et

al., 1980). Evidently, reading commences first by visually identifying words’ forms in print.

An important evidence for the ongoing perceptual and comprehension processes is the

movement and placement of the eye during reading. The eyes move in saccades, pausing at

fixations to decide on visual information (Smith, 2004). Eye-fixation comprises between 90-

95% of reading time. Distinct pauses (fixations) on the words are done by readers while

reading is taken place. These forms of words can be letters, letter groups, and complex words

with one or more than morphological affixes, visual word, and shapes. Orthographic process

(Grabe, 2000) aids readers in recognizing how words are formed, how to form compound

from simple words, and accordingly the development of vocabulary.
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As a crucial aspect of words, which is activated by visual input, phonological information

permits readers to be aware of and distinguish between the sound features of a variety of

words. It is to mention that with most words, phonological activation is constructed before

lexical access.

After word recognition, both semantic and syntactic processing are accessible, which are

applied to word integration and comprehension processes. Apparently, readers process the

semantic graphic cues of a print by understanding what the symbols on a print represent

(semantic processing): It is to associate meaning with symbols to understand individual word

meanings. In this regard, Grabe (2000, p.31) defined semantic proposition as “a network of

small packets of information linked together in a meaning unit. The packets of meaning and

the network linkages are built, or activated, as the input from the words and structures being

read are combined.”

By syntactic processing, it is meant to recognize the word order and its grammatical

function and form associations between them in decoding the meaning. In actuality, this

process aids— as Grabe (2000) claimed — in demonstrating the various meanings of words in

texts, knowing the category of words identified, the types, and parts of sentences, and among

other examples, in order to understand the meaning of texts (Dechant, 1991). Successful

decoding of a print involves both semantic processing and syntactic structure.

Research has illustrated how semantic and syntactic information are accessible after word

recognition. If words that are recognized are activated in the lexical network, then similar

words are accessed as well. Lexical matches occur when probable matches in the readers’

mental lexicon are called up once words are activated by visual input. To demonstrate, when

the word form ‘lake’, for instance, is processed by a reader, the letter shapes, the syllable

rhyme unit (ake), the two vertical lines, the rounded shapes of the two vowels are all initiated

to be stored by orthographic and phonological processing. This information actually

contributes in activating related words (words that have similar visual and sound features) in
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the lexicon. The more these words are activated, the longer incessant matches to visual and

sound features are reached, and the more the person is capable of generating their meanings.

We may presume that this process requires more time; however, it is to confirm that all this

process, for most words, occurs in less than a quarter of a second (Grabe, 2000).

3.2.1.2. Higher-level processes

Lower-level processes possess the fundamental information and construct the reading

comprehension of the text. Like lower-level processes, higher-level processes also assist in

comprehension as they represent comprehension processes that account for the readers’

background knowledge and inference-making ability. According to Grabe (2009), the

paramount component skills of higher level comprehension processes can encompass:

building a text model of readers’ comprehension, building a situational model of readers’

interpretation, and building a set of reading skills and resources under the command of

executive control mechanism.

For one thing, a text is a cluster of ideas that reflect an author’s intention. The act of

matching these ideas together to build an understanding of the author’s intention is called a

text model of reading comprehension. To be clear, a textual network of ideas from the text is

built up once syntactic parsing and semantic proposition formations are formed. It elucidates

that when a sentence is read, new ideas or information are formed in the readers’ network of

ideas. These new ideas are related to the prospect of activating existing information,

prompting direct connections in the network (Grabe, 2009).

Any endeavours to comprehend the meaning of the text demands for readers to activate

their background knowledge, with reference to the information in the text, which clearly

contributes in an emotional interpretation of the text. The readers’ affective interpretations of

the text encompass expectations of what the text is about, readers’ purposes (e.g., reading to

evaluate, reading to acquire new information, reading for personal pleasure), motivation,

attitudes towards both authors and texts, and texts’ difficulty are all cooperating
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simultaneously in the understanding of the text, and therefore building a situational model of

readers’ interpretations.

The third model of readers’ interpretations of the text, which is a very essential

component to comprehension, is executive control (cf. section 3.2.1.3.). The latter is critical to

working memory that directs attentionl control, specifically, the way how readers’ attention is

focused in order to comprehend, to evaluate text, and their own understanding of it. For Grabe

(2009, p.50), “the executive control carries out key attentional processes and stores key

information in the episodic duffer at the same time”. As an aspect of working memory, how

this attentional monitor, on the other hand, operates cognitively has not yet been specified.

The various aspects of executive control that are at the heart of attentional processing might

be inference-making, problem solving, strategic use, comprehension monitoring, and goal

setting.

Goal setting refers to learners’ purposes in reading, such as to read a text to prepare for an

examination, to form an argument out of it, or simply to extract basic information from it. In

this regard, readers’ conscious awareness of their reading goals influences their

comprehension. In the interest of achieving their reading goals, learners need to respond to

texts strategically so that they understand them critically. For instance, guessing the potential

meanings of new words in different contexts. Through time, and when faced with reading

problems or meeting reading goals, some strategies that have been repeatedly found to work

successfully in comprehension become habits that do not require complete conscious

awareness of utilizing them.

Moreover, meta-cognitive awareness, which sustains comprehension under the command

of the executive control, is also significant in the reading process. It is to consciously monitor

comprehension and process learning strategies (which strategy to use, when, and how to use it

effectively to aid comprehension). A pertinent aspect to meta-cognition, which is dependent

on attentional processing, and plays an essential role in enhancing comprehension, is meta-



112

linguistic awareness. It is to intentionally apply linguistic knowledge at a meta-cognitive

level. Meta-cognitive strategies involve awareness of word learning skills, syntactic

structuring, and discourse (O’Malley & Chamot, 1990; Oxford, 1990).

Like the previously mentioned aspects of working memory, comprehension monitoring is

also dependent upon both attentional processing and meta-cognitive awareness. It is an

awareness that produces strategic responses to a text. Monitoring the text encompasses

different cognitive processes, strategies, and goals set by readers. It is regarded as readers’

effort to understand a text, which takes both goal setting and strategy use by readers, text

model and situational model, in addition, are formed. Readers become consciously aware of

monitoring when non-comprehension occurs (Grabe, 2009).

The two sources of information in reading (cf. Figure3.1.) are visual and non-visual

information (prior knowledge about a subject or language). Smith (2004, p.73) argued that

non-visual information as the information which “doesn't go away when the lights go

out.” If readers have more non-visual information, then less visual information is required

in reading. On the contrary, when non-visual information is less, more visual information

is in demand for texts’ comprehension.

Figure3.1. Two Sources of Information in Reading

(Smith, 2004, p.74)
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3.2.1.3. The Role of Memory in Reading Comprehension

Indisputably, reading is comparable to learning, in that they depend on memory. The two

main components of memory are long-term memory and short-term memory. By long-term

memory, it elucidates the permanent storage of information in memory. The knowledge we

possess when attempting to comprehend a written language is part of our long-term memory,

which is the network of knowledge, (Smith, 2004), known as continuous knowledge of the

world. By short-term memory, it is meant the temporary storage, processing, organizing, and

manipulation of information. It also consists of the information activated and becomes more

accessible during the comprehension process. Stated differently, it is the ability to repeat

what you have just read.

In 1974, Baddely and Hitch introduced the term Working Memory (WM) to explain the

short-term memory system. WM is to play an active role in supporting cognitive activities,

language comprehension, long-term learning, and mental arithmetic. It is also a salient

cognitive process and critical in reading since it allows internal representation of information

to direct decision making and observable behaviour. Baddeley and Logie (1999, p.28) defined

WM as follows: “Aspects of on-line cognition-the moment-to-moment monitoring,

processing, and maintenance of information both in laboratory tasks and everyday life.” The

three components of working memory, as identified by Baddeley and Hitch 1974, are the

central executive, the phonological loop, and the visuo-spatial sketchpad.

The central executive is a fundamental component to WM. It includes the regulation of

information flow within WM, the retrieval of information from long term-memory, and the

processing and storage of information. It also coordinates activity within WM and

manipulates the transmission of data between other parts of the cognitive system. The

function of the central executive is assisted by the operation of two slave systems, namely

phonological loop and visuo-spatial sketchpad. The phonological loop sustains verbally coded

material. It embraces a phonological short-term store, which keeps material in a phonological
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code for only few seconds before they fade, and a sub-vocal control process, which sustains

information within the phonological store through rehearsal. Visuo-spatial sketchpad involves

generating images, and maintenance of visual or spatial material (Baddeley, 2009; Gathercole

& Baddeley, 2014).

WM is responsible for humans’ learning and judgements. It is fundamental to the

acquisition of new skills, problem solving, sustaining new information, and consciously

retrieving information. Thereupon, “it is where you lodge the traces of what you have just

read while you go on to make sense of the next few words” (Smith, 2004, p.98). WM involves

the functional components of cognition that permit individuals to comprehend as well as

represent mentally their immediate environment, to keep hold of information about their past

experience, to sustain and retrieve the acquisition of new knowledge, to solve problems, and

to perform current goals (Baddely & Logie, 1999).

Successful language learning, to a large extent, is attributed to the individual’s working

memory capacity (Dehn, 2008). Decoding is central to phonological processing. In view of

that, phonological working memory refers to the ability of detecting, recognizing, and

analyzing the sound unit of a language. It is to say that many components of WM are

activated in reading during decoding, whereby the main focus is tied to phonological short-

term memory, (Dehn, 2008; Heli, 2002), this is why phonological processing is central to

decoding. “Phonological processing requires temporary storage of phonemes in phonological

short-term memory” (Dehn, p.107). Phonological processing permits the identification and

combination of the sound-phonemes together. Phonological processing involves phonemic

awareness. The latter is concerned with recognizing, identifying, and manipulating the

different sound-phonemes. As a result, decoding allows readers to match the visual form of

words with their corresponding sounds.

Reading comprehension relies on both working memory and long-term memory. As they

advance in reading a text, readers build a mental representation of it. While they are
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attempting to comprehend the text, a wide range of working memory components and skills

are concurrently interacting. For example, decoding individual words and accessing their

meanings, centring attention on the main ideas of the text, creating visual images, monitoring

the comprehension of the text, calling on their background knowledge, and among other

examples. Reading comprehension is contingent upon the capacity of working memory. The

insufficient capacity of working memory can be the cause of comprehension difficulties.

Evidently, working memory is the core of learning to read, information that has been stored in

long-term memory is fundamental during reading comprehension (Heli, 2002).

It is clear that reading comprehension calls for the development of certain language

processing skills. What reading curriculum designers would carefully consider, in this regard,

are tasks that assist L2 beginning readers to develop word-recognition automaticity,

vocabulary, and grammar without disregarding the overall role of the reading comprehension

system (Grabe, 2009). Successful reading comprehension is achieved by means of reading

strategies that facilitate the role of WM (Dehn, 2008). In this regard, “what beginning L2

readers need is the glue that holds sentences and texts together and specifies how the content

to be understood” (Grabe, 2009, p.37).

3.2.2. Models of Reading Comprehension

Similar to the study of language, reading comprehension has witnessed the movement in

psycholinguistics from a behaviourist to a cognitive trend (Orasanu & Penney, 1986).

Reading models have been developed to clarify and illustrate how the meaning of a written

text is accessed by readers. A good attempt at how the written work is accessed can be

determined by a thorough investigation of bottom-up, top-down, and interactive processes (cf.

Figure3.2.), as models used uniformly in L1 as well as L2 reading.
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Figure3.2. Models of Reading (Dechant, 1991, p.28)
Models of Reading

Bottom-up top down interactive

(text-driven)                                (contextual driven)

Emphasis on                                   Emphasis on                                      Emphasis On

the Surface Structure Deep Structure                                     Simultaneous Use of All

Levels of Processing

3.2.2.1. Bottom-up Model

The early explanation of reading, which took its origins in behaviourism (1940’s-1950’s),

is bottom-up model. Alderson (2000) considered the bottom-up approaches to reading to be

sequential models, in that readers recognize letters, words, and sentences through breaking

down the text into its components,  combining the different letters into sounds to form words,

then ‘sting’ these words into sentences. In effect, comprehension is a matter of recognizing

words and sentences. It takes place mechanically when sentences are in oral form. The focus,

therefore, is on building fluent decoding for the meaning of the text, whereby readers search

out for the already existed meaning in it (Orasanu & Penny, 1986). As it is established by

Macaro (2003), the bottom-up model of reading (focusing on surface structure)

conceptualizes reading as decoding the text by readers. The model exhibits how the meaning

of the text, which has been set by a writer, is to be accessed by readers through the process of

decoding. Consequently, bottom-up delineates reconstructing the intended meaning of the text

through breaking it into its main constituents (Gilakjani & Ahmadi, 2011).

What seems critical concerning the bottom-up model of reading is that lower-level

processes precede and act dependently of higher level processes. Under this model, reading is

a multi-folded process. First, readers recognize words (letter); second, a syntactic processing

comes about, and afterward, they understand the sentences semantically. Practically,

orthographic and phonological recognition of words precede semantic parsing.
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After all, this traditional view represents inconvenient model of reading, for it regards

readers as passive decoders of letters and words. The paramount importance of readers’

background knowledge has been the main focus of research, which led to the emergence of

top-down approach.

3.2.2.2. Top-down Model

The top-down model of reading conceptualizes reading as the ability to access and

understand the meaning of a text. Readers access the text by simplifying words, making

predictions, drawing on their prior knowledge that call for pragmatic, semantic, syntactic, and

discourse knowledge. As a consequence, top down refers to readers joining all the parts of the

text as a whole, and then relate it to their own knowledge.

Grabe (1999) proclaimed that the clauses, sentences, discourse, and grammatical features

presented in the text assist readers with clues of what may come next in the text (predictions

and hypotheses testing). Reading is undertaken by readers’ purposes and inferences. Readers

make expectations of the text and advocate whether these expectations match what is written

in it. Together, inference-making and readers’ background knowledge are involved in the top

down process.

Goodman (1967) argued against the view that deems reading as a constant process; that

is, it entails precise and detailed sequential of identifying and perceiving all the elements

presented in the text. Rather, reading is defined as a “psycholinguistic guessing game”. He

viewed reading as a selective process, in which good readers select the most important, useful

cues derived from perceptual input based on their expectations, and then they make guesses

and attempt to confirm or reject these predictions.

Smith (2004) is another supporter to top-down processing models whose views do not

accord with the claim that reading is a matter of decoding the surface structure of the print to

speech, nor comprehension to be the outcome of breaking down something into its main

components, but rather combining it into a better context. He claimed that meaning is brought
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to language by prediction—prediction is at the core of reading comprehension. While reading,

readers attempt to make sense of what they are reading by approaching the deep structure of

the print (the meaning of the text). This task can be accomplished through making predictions.

Predictions, however, do not mean that the exact meaning is known in advance, but readers

commence reading by making some predicted alternatives.

Readers also endeavour to limit the uncertain predictions until they specify which

predicted alternative is appropriate, and then comprehension takes place. Making use of

predictions means readers rely on their prior knowledge of, such as, places, events, written

discourse, and genre. Following Smith’s definition, “prediction is the prior elimination of

unlikely alternatives” (2004, p. 25). If you comprehend, indeed, a text, it means that you can

associate probable answers to real questions you are asking about the text. In case you are a

current reader to this section, you might be asking: what is going to appear next? You are then

predicting (asking questions), and if you are able to answer your question, it means you have

comprehended what you are actually reading.

Likewise, Grellet (1981) deemed reading to be a constant guessing activity in virtue of

making predictions, testing them out, and asking oneself questions. In Goodman’s (1967)

model, readers are regarded to bring their knowledge of the world to the reading process. In

addition, they recognize the visual graphic input of the print, and draw on their semantic,

syntactic, and phonological information as well. On the basis of this information, they predict

and anticipate the meaning; sampling some techniques that assist in making guesses and cue

more semantic and syntactic information. Nonetheless, if no prediction is possible, they exert

effort to check the recalled perceptual input, if it is not the case then, they endeavour to

combine more graphic cues by taking another look at the text. Then, the cycles overlap with

each other.

Contrary to the bottom-up model, what seems important regarding the top-down model is

that higher level processes take precedence over lower level processes, and in that



119

comprehension takes place prior to word recognition (Weaver & Resnick, 1979).

3.2.2.3. Interactive Model

How meaning is derived from the text, whether by means of decoding words or

interpreting the text by readers, has been further expounded in the interactive model of

reading, which combines both models (bottom-up and top-down). Ample research on reading

has asserted that lower-and higher-level processes interact concurrently in reading. Whilst

attempting to approach the meaning of the text, readers predict its meaning, make also pauses

over individual words and syntactic patterns, and determine their relationships with other

words or phrases to confirm hypotheses and build understanding of the text. In essence,

successful L2 reading calls for both bottom-up and top-down strategies, namely the

interactive model of reading. L2 readers, on the other hand, who have lack of vocabulary, can

draw on their knowledge of real world events to predict the meaning of some unfamiliar

words. In actuality, the recent model of reading is to ensure that meaning is no longer

regarded to reside only in texts; rather, it is produced by collaboration between the writers’

intention and readers’ understanding.

Rumelhart‘s interactive model of reading has been developed to clearly address what was

discarded in previous models: The role of contextual information and background knowledge

during the reading process. By definition, “an interactive model of reading is one in which

data-driven, bottom-up processing combines with top-down, conceptually driven processing

to cooperatively determine the most likely interpretation of the input” (Rumelhart &

McClelland, 1981, p.37). Reading, in this model, is an interaction between both top-down and

bottom-up processing models. It is, more pertinently, a form of cooperative processing in

which knowledge is at the heart of the process of reading comprehension. Readers anticipate

what sort of visual input that is likely to be obtainable. These anticipations are the outcome of

their accumulated knowledge of letters, words, phrases, sentences, and discourse. The visual
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input that is available on the print assists in confirming (or disconfirming) their initial

hypotheses.

There can be no doubt that both top down and interactive processes’ focal point is the

pivotal role of readers’ prior knowledge in the comprehension of the written language.

Reading, however, is tackled again as an interactive process to reveal that lower- and higher-

level processes are interacting jointly during reading. Readers interact with the content and

the structure of the print, and simultaneously they rely on their background knowledge in text

comprehension.

3.2.2.4. Schema Theory

Knowledge of the world is gained from the association of facts along with the

interpretation of real world events in the past. In essence, this association is known as schema.

Even if readers are not familiar with all the words presented in a text, their schemata enable

them to comprehend what the text is all about. For Wallace (1992), “… a‘ text [is a] chunk of

written language which carries a whole meaning and is described by some term such as

‘warning’, ‘novel’, or ‘letter’. … it is the output of a writer which can be recorded and

studied” (p. 8). Undeniably, texts are rich in different grammatical features and vocabulary

knowledge so that readers can acquire them.

Schemas are “stereotyped notions of typical events or situations” (Carpenter & Just,

1986, p.19). Schema (plural schemata), which was used as early as the 1930s by F.C. Bartlett,

is a cognitive mental representation of concepts that assists in forming, organizing, and

interpreting information. It is, therefore, an organized unit of knowledge. All knowledge is

packed in units and stored in memory. Those units of knowledge contain information about

how knowledge is to be used. Schema theory accounts for how readers’ existing knowledge

affects their comprehension. Wilson and Anderson (1986) defined schema as:

an abstract structure of knowledge. It is structured in the sense that it indicates

relations among constituent concepts. It is abstract in the sense that one schema has
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the potential to cover a number of texts that differ in particulars. The concepts that

constitute a schema are said to provide slots that can be instantiated with specific

information from a text.  (p.33)

The role played by readers’ organized knowledge (schema) in comprehension is beyond

argument. Readers are capable of understanding a certain meaning provided that they can

assemble a schema that provides a satisfactory reason for the objects and events delineated.  A

reason is said to be satisfactory or good, when a person, for instance, solved a Jigsaw puzzle

where all the parts combined form an ordered picture. Readers feel that they have

comprehended the text unless they can activate a schema that encounters the following

conditions: “Every piece of information can be placed into a slot; the information can be fit

into the slots without violating specifications; all of the important slots contain information;

and there is a coherent overall interpretation of the message” (Wilson & Anderson, 1986,

p.33).

When readers endeavour to comprehend a text, they are neither aware of their schemata

nor how information fit into a schema to understand the message. This is why it is always

proclaimed that schemata are critical in comprehending texts since they are accessible during

comprehension. Comprehension, thus, is meant to build up a schema that assists in providing

satisfactory and well organized explanation of the relations between parts in texts. Schema

indicates, moreover, how the same text when read by different readers, may have different

interpretations. These interpretations in fact are dependent on some factors, namely age, sex,

race, religion, nationality, occupation. The two basic sources of activation for schemata are

top-down (processing goes from whole to parts) and bottom up (processing goes from parts to

whole), whereas for each schema the processing goes both ways (Wilson & Anderson, 1986).

Supporters of schema theory (Carpenter & Just, 1986; Wilson & Anderson, 1986)

portrayed what happens exactly when readers read in their native language. A specific schema

in the readers’ mind is activated by the written work, inferences about the text are made from
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their schematic knowledge, then followed by attempts to validate their predictions, and finally

they can process their schemata based on the content of the text.

Despite the fact that schema theory is an attempt to explain how concepts and networks

of background knowledge are activated during comprehension, it is seen as a mere

metaphorical account of background knowledge rather than a fully developed theory, as

Grabe (2009) proposed. Many investigations have been referred to schema as background

knowledge; however, elaborations on schemas, such as how large they are, how many there

are, how they develop, change, or merge, how they are used under different circumstances

have not been fully explored by researchers. Notwithstanding schema theory is also about

how new information is associated with old one, how the similarities between old and new

information are noticed in the first place, and how readers can get the wrong idea of a text

based on false similarities have not yet been investigated. Regardless of the efforts that have

been put into schemas, as knowledge structures and their essential role in comprehension,

schema theory’s detractors (Alderson, 2000) claimed that studies on schema theory has failed

to provide unambiguous definitions of the comprehension processes.

To gain more insights into schema theory, Carrell (1987) differentiated between formal

(textual) and content (background knowledge) schemata. By the former, they have to do with

knowledge of the form of a language and aspects of linguistic conventions; it can include

knowledge of rhetorical organization patterns, genres, and style conventions (Alderson, 2000;

Kern, 2000). By the latter, they mean knowledge of real world events, familiarity with the

subject matter, and cultural notions; it can include cultural models and stories.

3.3. Reading in the First Language

Reading in the first language takes place at an early age. Research has demonstrated that

the most appropriate age for children to start reading is between six to seven years old.

Apparently, first language reading is an uncomplicated process due to the children’s oral

familiarity with words. When native-speaking children commence to learn reading, in most of
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the time, they encounter with words they already know from their spoken language, they have

developed a wide range of implicit knowledge of the morphology, phonology, and syntactic

structure of their L1 (Grabe, 2009; Nation, 2009). Reading in the first language can take three

stages.

Shared reading is the first formal phase of reading in schools, wherein a teacher utilizes a

large book. It is like a ‘parent reading a child bedtime story’. A story from this book is read;

pictures and written language are also pointed out by the teacher. Learners are engaged in this

activity to anticipate what to come next in the story (Nation, 2009).

According to Nation (2009), guided reading can be silent or reading out-loud to a

companion, parent, or teacher. Prior to ask learners to commence reading, the title of the

book, pictures of the story, key words (without considering their written form), inference-

making, and knowledge about the topic are all concurrently and carefully uncovered by both

the teacher and learners. After that, a discussion followed reading occurs.

Independent reading or Sustained Silent Reading (SSR) is an illustration of silent reading

during a class time period. During this session, learners have an opportunity to choose a book

to read it, either silently or to the class (Nation, 2009), divorced from any assessment.

3.4. Reading in a Second/Foreign Language

Second/foreign language reading denotes reading in a language that is non-native to the

reader. Individual readers read in second/foreign language (s) to “gain unfiltered information

in its convenient and overwhelming availability” (Bernhardt, 2011, p.5). Learning to read in a

second/foreign language often commences in formal academic settings (classrooms), as a

school subject (Grabe, 2009). Reading, consequently, is used as a means to develop salient

reading skills in the target language. Unarguably, reading in a second/foreign language foils

learners with time as well as opportunities to freely access the linguistic and discourse of that

language, in which oral language cannot permit. It is also used for learners to attain different

goals in learning, such as to engage in advanced programs, develop economically and
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professionally, and thus academic curricula are achieved, by the same token, to develop

competence in the target language, have free access to information, increase their awareness

of the culture of the target language, to get a good job, or for mere entertainment purposes.

Unlike L1 reading, it takes years for learners to develop implicit knowledge of the

morphology, phonology, syntax, and semantic of the second/foreign language before L2

reading is undertaken. The linguistic resources that support comprehension are what

differentiate L1 from L2 reading. The linguistic resources and knowledge of L1 immediately

interfere when learners initiate reading in L2 (Grabe, 2009). Worded differently, before

learning to read in a second language is undertaken, most L1 learners have already

experienced learning to read in their native language. This is why L1 linguistic knowledge is

transferred to L2 reading, two languages (L1 and L2) are simultaneously operating in the

comprehension process. When learners, however, commence to read in their native language,

they have no L1 reading experiences. In line with these, Bernhardt (2011) said:

The existence of two channels—a clear channel from first-language knowledge and a

degraded   channel   from   second- language knowledge— which operate

simultaneously, sometimes deliberately and sometimes incidentally, sometimes

facilitating and sometimes distorting—makes for a unique conflation of factors for

anyone who tries to comprehend in a second language. (pp. 6-7)

Pursuant to this citation, reading remains a language and a reading challenge for

EFL/ESL readers “since they are charged with learning literacy and learning it in a language

that they do not fully command” (Bernhardt, 1991, p. 32).

3.4.1. The Linguistic Threshold

Alderson (2000) claimed for the existence of a linguistic threshold beyond which all

second/foreign language readers have to cross before first language reading experience can

transfer to the second/foreign language reading context. Simply put, students must pass a

threshold level of proficiency in their L1 before achieving second language proficiency.
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3.4.2. The Interdependence Hypothesis

To come near to the nature of bilingual students’ academic progress, the interdependence

hypothesis, as pinpointed by Cummins (2000), has to be considered. The interdependence

hypothesis has to do with language transfer: Literacy skills developed in L1 will transfer to

L2 reading3. Children who have developed literacy in their L1 will have a well developed L2

literacy. The linguistic and literacy-related knowledge and skills learnt in L1 transfer to the

learning of L2 academic skills and knowledge. This includes the variables contributing to

second language reading (Bernhardt, 1991).

Wallace (1992) pointed out that reading in English for non-native learners is very

challenging. She argued that English has its own regularities among any other languages, and

it is because of this that associations between sound and written symbols are less expected.  It

is not easy for ESL/EFL learners to compose linkages between the language they hear, and

the one they see in print (e.g., the final /d/ in worked, cleaned, and needed).

3.5. Schema Theory and ESL/EFL Reading

Reading comprehension relies upon matching what was unknown to what is already

known. In other words, the more the reader’s schema is closer to the topic of the text, the

more comprehension takes place.

Understanding reading comprehension in both L1 and L2 has been widely extended by

schema theory. Essentially, reading in L1 and L2 require knowledge of content, formal, and

linguistic schemata. The strategies employed to read in L1 and L2 are analogous. To the

extent that reading in L1 can be concurrently indistinguishable and disparate from L2 reading.

If students are aware of both content and formal schemata and able to decode the essential

features for recognizing words and fitting them together in a sentence, then they can

comprehend a text successfully. Nonetheless, absence of any of the previously mentioned

schemas results in poor reading comprehension.

3 It is used interchangeably to refer to reading in a second or foreign language.
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Any written work represents a message conveyed or an intention set by a writer. Meaning

does not only reside in a text (as it has been discussed in the interactive model), readers’

knowledge, emotions, attitudes also ‘interfere’ concurrently in the understanding of a text.

Thereupon, unfamiliarity with any topic of a text creates failure to understand it: There is a

deficiency of appropriate schemata that fit in the text (Gilakjani & Ahmadi, 2011).

The question that raises in this context can be: Are L1 successful readers also L2 fluent

readers? This question parallels Alderson’s (1984 as cited in Alderson, 2000) search: ‘Is

second language reading a reading problem or a language problem?’ If it is considered as a

reading problem, it entails that L2 reading difficulties are the consequence of the deficiency of

adequate reading skills in the reader’s L1. If, on the other hand, it is a language problem, it is

attributed, then, to the reader’s imperfect L2 knowledge and L1 interference. Alderson (2000)

contended that knowledge of the second language is more compulsory than first language

reading abilities. Insufficient second language knowledge is the likelihood impediment of

poor second language reading performance.

Unlike English native speakers, it has been affirmed that ESL/EFL students possess

different schemata and exhibit difficulties in processing knowledge. EFL/ESL learners are

required (Gilakjani & Ahmadi, 2011) to handle the linguistic features presented in the text

(e.g., vocabulary, syntax) as well as the content, since good comprehension is largely

dependent on readers’ familiarity with the subject matter.

In order to facilitate comprehension in EFL/ESL classrooms, it is highly recommended

for teachers to introduce reading through incorporating content learners are familiar with so

that they can process the required knowledge out of it (Wilson & Anderson, 1986). Likewise,

teachers are requested to pay careful attention to the content of the text, along with learners’

problems in reading comprehension since they are more related to gaps in their knowledge

(their background knowledge is not activated). It is, therefore, preferable for teachers to take

advantage of classroom activities that activate learners’ background knowledge, such as
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problem solving and interpretive strategies. To conclude, knowledge plays an indispensable

role in reading comprehension.

Anderson and Barnitz (1998) advocated how cultural schemata affect readers’ recall. In a

study conducted by Steffensen, Joag-Dev, and Anderson (1979), subjects from the United

States and India were asked to read letters about Indian and American weddings; one in a

cultural setting familiar to them, and one in an unfamiliar setting. To examine differences in

cultural knowledge between the two subjects, amount of recall of text elements, amount of

recall of important and unimportant text elements, and how readers modify the text have all

been measured. The results indicate that the Americans quickly read the native (American)

passage more than they read the Indian one, the Indians, on the contrary, read the Indian

passage quicker than the American one. In addition, subjects spent more time on the second

passage than the first.

The implication of Steffensen et al. study is that readers’ familiarity with the content of

the discourse positively affects their comprehension, resulting in learning more and

remembering well. Conversely, when readers read a text in an unfamiliar cultural context,

they include ideas from their own culture. It is particularly significant that readers’ familiarity

with the context aids in advancing their comprehension.

EFL/ ESL teachers (Anderson & Barnitz, 1998) would devote more time to incorporate

both cross cultural schemata (background knowledge) and cross-cultural vocabulary in

reading sessions. On the basis of what has been previously discussed, while constructing

meaning from the text, readers’ experience, language, and thoughts (prior knowledge) come

to play and, simultaneously, affect their recall and comprehension of culturally different

materials.

3.6. Assessing EFL Reading

Assessing reading in a second/foreign language has developed to bring about a testing

theory for researchers and educational practitioners, along with clarifying the premise that
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first language development is critical to second/foreign language comprehension processes

(the role of L1 while assessing L2) so that appropriate techniques can be adopted and

promoted.

3.6.1. Purposes for Assessing Reading

Assessing reading is meant to provide a useful feedback on the skills, strategies,

processes, and knowledge resources that correspond to reading abilities (Grabe, 2000). The

most conventional measures for assessing second/foreign language comprehension are most

often multiple-choice or forced-choice, fill-in-the-blank, and among other examples

(Bernhardt, 2011). Grabe (2009) suggested four purposes for assessing reading.

Decisions regarding learners’ overall reading abilities, and whether they are ready for

further reading tasks, can be determined by reading proficiency tests or what is globally

known as standardized testing. It can be, in addition, utilized for students’ placement, for

policy decisions, for designing curriculum, for teachers, or instructional evaluations.

Achievement assessment is another type for assessing reading (or learning in general); it

evaluates learners’ skills and progress over a given period of time (from one year to another).

For Grabe (2009), this assessment is inapplicable to evaluate reading progress because

“yearly-end testing actually measures growth in proficiency from year to year rather than

measuring gains in reading abilities based on what was taught in class”(p.354). This

assessment intends to rank students pursuant to their competence (normative) or relative to

their peers (criterion-based).

Reading can be assessed as a way to evaluate learning. Providing learners with immediate

feedback on their task performance, to the extent that their reading abilities can be enhanced,

and, by the same token, their performance is supported and promoted as well. Such

assessment can be achieved either by assessing classroom activities to present learners with

appropriate feedback on their learning, or it can be specific assessment for learning practices.
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The assessment of curriculum effectiveness or the development of a program evaluation

can be a further purpose for assessing reading. Assessing reading for research purposes can be

significant for reading appraisers since it allows more reliable, valid, and useful tests on

reading.

Whether the purpose of assessing reading is to know about learners’ reading abilities,

their gains in reading, their learning in general, or for the effectiveness of a reading syllabus,

the point to consider is that students’ cognitive abilities, needs, problems, and interests would

be practically incorporated into the design of reading curricula.

3.6.2. Techniques for Assessing Reading

Standardized reading tests have been extensively developed to fully understand and

prudently decide on the major component abilities of reading comprehension. Alderson

(2000) emphasized on the most salient factors that require special attention when assessing

reading.

-In virtue of the undeniable role of motivation in promoting reading gains, Alderson (2000)

proposed that texts should carry meaning to learners, they should be attractive and have

relation to their academic background, interests, and intellectual level.

-Assessing reading should be done on a variety of relevant skills and strategies.

-Reading tasks should be challenging for learners so that they can experience enjoyment when

performing them.

-Reading tests should account for assessing learners’ background knowledge due to its

overriding role in facilitating reading comprehension performance.

-Tests on reading should have a wide range of possible interpretations, rather than limited to

only one interpretation.

-Tests, finally, should be designed to prioritize reading achievements as both process and

product.
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3.6.2.1. Multiple-Choice Questions (MCQs)

MCQs are the most widely utilized technique for assessing learners’ comprehension of

texts, which are generally presented with four alternatives, three distracters and one correct

option. MCQs put emphasis on specific details (microstructure) and on more general aspects

(macrostructure) of the text (Nation, 2009). The writing skill, however, is disregarded since

learners are directed to carefully read and understand the print. A multiple choice test, thus, is

good provided that answering the questions requires careful reading of the text. For Munby,

1988: xii-xiii (as quoted in Alderson, 2000, p.205):

Multiple choice questioning can be used effectively to train a person’s ability to

think…It is possible to set the distracters so close that the pupil has to examine each

alternative very carefully indeed before he can decide on the best answer…When a

person answers a comprehension question incorrectly, the reason for his error may be

intellectual or linguistic or a mixture of the two. Such errors can be analyzed and then

classified so that questioning can take account of these areas of difficulty.

MCQs can aid test instructors to have control over the variety of possible answers to

comprehension questions, they can direct students’ thoughts when answering, and they are

easy to score. Conversely, they can confuse learners as they provide them with different

distracters that might look similar and might not be expected.

3.6.2.2. The Cloze Test

The cloze test is designed to serve the same purpose as multiple-choice questions do. In

close tests, every fifth, sixth, or seventh words are removed from the passage and learners’

role is to utilize the information in the passage to guess the originally deleted words by filling

in the empty space. To ease the comprehension of the passage, the words that form the first

sentence should not be removed, and the removal of words has to proceed in a systematic

way. Likewise, close tests are often used to assess local comprehension through assessing

how close the readers’ thought to the writer’s thought. There are two possible ways for
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scoring this test. Either testers accept any possible reasonable answer, or just the exact words

that have been left out. In the same way, the focus when scoring close test is not given to

miss-spelling, but rather to grammar (correct part of speech and correct answer).

3.6.2.3. Matching Techniques

In matching tasks, test takers are expected to match two sets of stimuli against each other

(Alderson, 2000). It can be in the form of matching words to their definitions, headings to

corresponding paragraphs, titles to their corresponding books, or title of books against

extracts from each book. Again, with such assessment, test takers can be confused by similar

choices or options they might not anticipate.

3.6.2.4. Ordering Tasks

The objective of ordering tasks (Alderson, 2000) is to put jumbled sets of words,

sentences, or paragraphs into their correct order. This technique is intended to assess readers’

awareness of text cohesion, overall text organization, or grammar. Ordering tasks, however,

can be problematic when scoring them since some alternative orderings can be also

acceptable.

3.6.2.5. Dichotomous Items

In a dichotomous item, test takers are directed to guess whether a statement, which has

relation to the text, is true, false, or not given, agree, or disagree with the ideas of the text. The

problem encountered with this technique, which is easy to construct and score, is that learners

can provide right answers through making right guesses, rather than endeavour to comprehend

the text, especially that writing is disregarded.

3.6.2.6. Editing Tests

Learners, in editing tests, are presented with a passage that contains some errors, and their

task is to discover these errors. It can be designed in a multiple-choice format or through

making learners identify one error in each line and correct it in the opposite line. The aim of
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this test is to evaluate specific abilities pursuant to the nature of the error identified (Alderson,

2000).

3.6.2.7. The C-Test

This technique is a further way for measuring learners’ comprehension of texts. It is in

fact constructed in a way wherein the second half of every second word in a passage has been

deleted, and learners’ task is to restore it back (Alderson, 2000).

3.6.2.8. The Close Elide Test

The close elide test consists of a text that has many words that do not belong to it, and it

is readers’ job to delete these words (Alderson, 2000). Test designers should be prudent when

choosing words that do not belong to the original passage in order not to perplex students.

3.6.2.9. Short Answer Tests

For Alderson (2000), short answer tests pose a question that entails a succinct response

from the passage. This assessment technique reflects the extent to which learners have

understood the passage. When learners undertake short answer tests, they should justify their

responses; whereas, in a multiple-choice test, they are required only to choose one answer

among different options. The questions should not be ambiguous and necessitate only definite

answers. For this reason, short answer tests are difficult to construct.

3.6.2.10. The Free-Recall Tests

The free-recall tests are often known as immediate-recall tests. This technique aims at

measuring learners’ reading comprehension and developing an understanding of their

processes. Learners are first expected to read the text, and then write everything they can

remember from it, without allowing them to have another look at the text. It is important to

note that the recall has to be, most the times, in the readers’ first language. Alderson (2000)

discerned that this test can be scored through counting the main ideas of the text that are

replicated in the free-recall.
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3.6.2.11. The Summary Test

Definitely, the summary test is an alternative for the free-recall test. Students read a text,

and then they summarize its main ideas; either they summarize the whole text or only parts of

it. The problem, however, with summary tests is the way it is scored: Are the main ideas of

the summary counted? Or does the quality of the summary count? (Alderson, 2000) To

preclude such confusion, Alderson (2000) proposed for test constructors to write their own

summarizes of the text, and accept only the ideas that are shared in most respondents’

summarizes.

3.6.2.12. Information Transfer Techniques

Information transfer techniques are the most frequent techniques for assessing learners’

comprehension of different texts.  In this technique, information is presented in a visual style

that can be in the form of tables, charts, graphs, outlines, maps. Readers are expected to read

the text, and reproduce information from these graphic texts in tables, maps, and charts. This

information, sometimes, takes the form of names, numbers, phrases, or sentences (Alderson,

2000).

A good reading comprehension test (Nation, 2009) has to be reliable, valid, and practical.

The reading test is reliable as long as the way of responding to the test items is apparent to

learners, in terms of the format of the test and the instructions they should follow. Further, the

questions should be easy for learners to understand them; ambiguous or difficult questions are

not necessary. When, for instance, the aim is to respond to a text through writing, learners

should know how long and detailed these answers need to be. A test is also reliable provided

that its scoring is fair and consistent. If the same test is marked by another tester, the same

score must be obtained. If the reading test is reliable, then validity is likely to be achieved.

Validity is more pertinent to what is measured and why. A test is valid when responding to

the questions entails prudent reading and comprehension of its parts. The questions should be

challenging and necessitate comprehension of the text, in that the questions of the test should
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paraphrase what is in the text instead of repeating the same words in the text. The questions

should also measure students’ understanding of the text. The sequence of the questions

usually should accord the occurrence of the information in the text. The reading

comprehension test is practical when its scoring is uncomplicated.

Virtually, to assess one aspect of reading ability, or one aspect of language, testers may

adopt a discrete point or an analytic approach to reading. Conversely, when the intention is to

assess learners’ general understanding of the text, integrative approaches can serve such

purpose. Alderson (2000), nevertheless, established that there is no “best method” for

assessing reading, rather there should be a variety of techniques because in everyday reading,

readers respond to texts in different ways that is why “good reading tests are likely to employ

a number of different techniques, possibly even on the same text, but certainly across the

range of texts tested” (p.206).

Conclusion

The chapter has sketched out that reading is an active, internal, and complex process

characterized by the interpretation of a written language (Grabe, 2009; Grellet, 1981) via

visual and non-visual processes (Smith, 2004). Readers may skim, scan, and read prudently to

understand the text, or they engage in reading for mere personal pleasure (Grabe, 2009,

Grellet, 1981; Nation, 2009). The literature review, in this chapter, has revealed that the

ability to construct meaning from a written work, which involves an integral interaction

between the text and readers (cognitive processes in memory) is often known as reading

comprehension. It consists of the interaction between lower-level processes (Daneman, 199)

and higher-level processes. It is because reading is an internal process, defining this particular

process was a difficult task.

Short-term and long-term memory,moreover, are critical to reading comprehension.

Successful comprehension, to a large extent, is attributed to the capacity of WM(Baddeley,

2009; Baddeley & Hitch, 1974; Baddeley & Logie, 1999) that is responsible for sustaining
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and retrieving new information. Any endeavours to understand the print entails that many

components of working memory and skills are concurrently interacted, and that short-term

memory is temporarly storing, processing, organizing, and manipulating new

information.Likewise, the development of the interactive reading models is a proven that the

meaning of the text is no more text-driven nor contextually-driven, it is rather accessed by

simultaneous use of all levels of processing (Dechant, 1991).

The role of the cognitive mental representation of concepts (schema) (Carpenter & Just,

1986) is predominant in comprehension (Carrell, 1987; Gilakjani & Ahmadi, 2011; Grabe,

2009; Wilson & Anderson, 1986). Formal and content schemata are good examples to clearly

demonstrate how readers’ knowledge of real world events, familiarity with subjects, cultural

conventions, knowledge of the linguistic aspects, and language forms are requisite for reading

comprehension. In like manner, the difference between L1 and L2 reading has been accounted

for by the linguistic threshold (Alderson, 2000) and the interdependence hypothesis

(Cummins, 2000).

Last but not least, different purposes for assessing reading have been discussed at the end

of this chapter, along with the most common techniques for assessing EFL reading, in order to

resonate well with what, how, and when to assess reading.
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Introduction

The image of Western people, especially aged ones, holding books and reading them

attentively, in buses or tramways standing or sitting, and not even caring about who are

around them or what they are doing is a prevalent example of reading motivation. The role

played by motivation in reading is indisputable. In Chapter 3, we have attempted to portray a

critical review on the paramount importance of cognition in reading. In this chapter, we intend

to shift the research emphasis from the cognitive to the affective factors of reading to reach

the general concurrence, by the end of the chapter, that reading is a salient language skill,

wherein cognitive as well as motivational qualities are consolidated.

The major aim of this chapter is to provide a clearer elucidation of reading motivation

and an extended description of the constructs that are composites of it. We, therefore, initially

endeavour to familiarize the reader with L1 reading motivation (its definition and

assumptions), sketch out the constructs of reading motivation, and the predominant research

tools used for assessing L1 reading motivation. We further demonstrate how reading

motivation theories have been developed from distinguished theories (e.g., attribution theory,

self-determination theory, goal theory, and among others) and illustrate how research on L1

reading motivation has yielded a framework that stimulates L2 reading motivation’s

constructs to emerge. The chapter concludes with some related works on rewards and reading

motivation.

4.1. L1 Reading Motivation

Ample research on L1 reading reveals that motivation to read in the first language is a

multi-faceted construct. The indispensible role of motivation in L1 reading in English has

been widely explored by many researchers (Gambrell et al., 1996; Guthrie, 2004;Wigfield &

Guthrie, 1997) who have advocated the positive impact of motivation, along with well-

designed instructions on reading growth, and thus ameliorating learning outcomes (Grabe,

2009).



138

In addition to the role played by schema in EFL reading comprehension (cf. Chapter 3,

section 3.2.2.4.), there is also a consensus, among researchers already cited, for becoming

successful readers: “The most important thing to keep in mind is that students need to read to

satisfy their own desire to discover new ideas and to learn about themselves and the world

around them” (Woolley, 2011, p.165). According to Guthrie, Hoa, Wigfield, Tonks,

Humenick, and Littles (2004) and Guthrie, Klauda, and Ho (2013), reading motivation

comprises students’ purposes, values, positive beliefs, and dispositions towards reading.

Motivation for reading “is not created in a day”, as Guthrie, Wigfield, and Perencevich (2004)

rightfully asserted, but rather it develops over time through supportive environment and

experiences. Certainly, intrinsic and extrinsic motivation, self-efficacy, and goal mastery are

the essential underlying components of L1 reading motivation—as advocated by the works of

Wigfield and Guthrie— (Grabe, 2009).

Indeed, becoming an accomplished reader entails the investment of both affective and

cognitive needs. The need to employ reading strategies straightforwardly, call on your

background knowledge, monitor comprehension, form questions, organize and summarize

new information, and, by the same token, the desire to be a good reader (Guthrie, et al., 2004).

Likewise, highly motivated readers are often deemed to be self-determined. They are pushed

to read by personal reasons, namely curiosity, involvement, social interchange, and emotional

satisfaction (Gambrell, et al., 1996). Hunter (2005) pointed out that successful reading is

largely the outcome of motivation. Accomplished readers, reciprocally, are motivated readers

who appraise reading to be fun, informative, and interesting.

Guthrie et al. (2004) considered engaged readers to be successful comprehenders who

possess four major characteristics of engaged reading, namely competence, motivation,

conceptual knowledge, and social interaction.

The most significant attribute for engaged readers is cognitive competence. Students,

with this trait, are predisposed towards monitoring comprehension, calling on their
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background knowledge, organizing new acquired knowledge, asking questions, and

summarizing precisely whenever they read books.

Engaged readers are motivated. Students with this pivotal reading quality are motivated

intrinsically and extrinsically to read; they are inclined to learn from reading, believe in their

reading abilities, withstand failure or setbacks, and put forth effort to master new concepts in

what they are reading or to simply meet their reading goals.

Knowledge-driven is the third quality of engaged readers. In actuality, they are willing to

invest what they have already learnt, and they utilize a set of learning strategies to facilitate

the reading comprehension process.

What further portrays engaged readers is the fact that they are socially interactive in

reading. Socially interactive students productively share literacy activities and the meaning

gained from their personal reading with their peers.

Advanced reading comprehension is largely affected by engaged reading, which is the

pathway towards becoming successful readers, and that it consolidates the preceding qualities.

Due to their paramount importance in learning achievements, cognitive and affective qualities

demand concurrent support in the classroom. This can be attained, for instance, through

enhancing self-selected reading in the classroom, along with instructing appropriate reading

strategies so that reading becomes easy and enjoyable.

The reading program model (cf. Figure4.1.) advocates how the classroom environment

can heighten students’ reading engagement, and reciprocally the latter improves reading

achievements. The box at the centre of the diagram is pertinent to students’ outcomes of

achievements, knowledge, and reading practices. Outside the box, one can notice the

characteristics of reading engagement that are as follows: social interactions, motivations,

strategy use, and conceptual knowledge.

Engaged readers are strategic as they rely on surface-level reading strategies, which are

predominant strategies in the early reading developmental periods (e.g., reading, altering
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reading rate, or omitting unfamiliar words) or deep-processing strategies (e.g., cross-text

comparisons, creating an alternative representation, or questioning the source) that become

more dominant when a person develops interest and competence in a particular domain

(Alexander, 2005).

Engaged readers, thus, employ a number of different learning strategies to seek out novel

information, ask questions, organize, and summarize new knowledge from different texts.

They largely depend on their background knowledge to deepen their comprehension. They are

motivated as they are avid to read and learn and take pride from what they actually do. They

are knowledge-driven when they call on their background knowledge to assist them

understand novel information during reading. Likewise, they are socially collaborative when

engaging in reading activities. They adhere to participate in reading clubs; they apply and

share a variety of learning strategies that assist in comprehending the print, such as

vocabulary meanings, comprehension strategies, note-taking techniques, and they always seek

out assistance from others whenever the situation requires. Most teachers are eager to have a

classroom full of students with such qualities.

In a point of fact, reading collaborative activities empowered learners to optimum

advancement in reading, autonomy, and freedom of taking good decisions; however, only a

supportive learning environment can grant these. Outside the figure (cf.Figure4.1.), the

learning environment’s qualities that can foster engaged reading and, by the same token,

support reading comprehension developments are clearly identified.
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Figure4.1. Engagement Model of Reading Development (Guthrie, 2004, p.5)
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relation they made between intrinsic and internal motivation, the only difference is the

presence of self-efficacy in the internal motivation for reading and its absence in intrinsically

motivated behaviour (Gambrell et al., 1996).

4.2.1. Interest

It is because of its importance in scholastic achievements; a growing body of research has

addressed the role of interest in reading. In The Online Cambridge English Dictionary,

interest is defined as the feeling of wanting to know more about something. For Hidi and

Renninger (2006, p. 112), “interest as a motivational variable refers to the psychological state

of engaging or the predisposition to reengage with particular classes of objects, events, or

ideas over time. Here, these classes of objects, events, or ideas are termed content”. Beyond

needs, motives, self concept, or goal orientations, Schiefele (2009) posited that interest is

always related to a specific object, activity, or subject area.

Correspondingly, situational interest and individual interest have been acknowledged.

The psychological state of interest, which is always motivating and pertaining to temporary

arousal by the situation, task, and object, is regarded as situational interest (Hidi & Renninger,

2006; Schiefele, 2009). Well organized and comprehensible texts with concrete, surprising,

and vivid information are among the many factors that could give rise to text-based interest or

situational interest (Schiefele, 2009).

The second psychological state of interest refers to a stable affective orientation towards

certain classes of content over time (Hidi & Renninger, 2006; Schiefele, 2009). In all

likelihood, interest is to play a powerful role in the early stages of reading developments, vis-

à-vis individual interest that becomes more dominant when individuals develop competence

in a specific area. Alexander (2005) further affirmed that individually interested readers

display an internal stimulation towards the reading task at hand. Furthermore, Schiefele,

(2009) clearly established that individual interest, situational interest, and intrinsic motivation

are strongly interrelated.
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In their investigation, Guthrie et al. (2007) recorded participants’ responses to a reading

motivation interview to prove that students who were highly interested in reading indicated

positive affect towards books, preferences in reading, and utilized statements of pleasure for

reading. They were even able to recall, describe clearly, and elaborate the books they read

before. The least interested participants, on the other hand, disclosed the absence of reading

interest to the interviewees because they said that they did not have favourite books or

authors, and that they prioritized some other different activities over reading. The results of

this study suggest that high interest in reading embraces positive affects towards reading, high

comprehension, well recall of information, and organization of information in memory. In

encompassing divergent findings, Taboada, Tonks, Wigfield & Guthrie (2009) presumed that

interest positively correlates with cognitive processes.

Interest cannot develop in a vacuum, as Hidi and Renninger asserted (2006). It is rather

bolstered through the support of others, or the challenges the person can be confronted with in

a task. To this end, they summarized different studies of interest to reveal the general

concurrence that supporting effectively learners’ attention, goal setting, and learning

strategies maintain as well as increase their interest, and thus sustain their engagement and

persistence with learning activities. This can be achieved through spurring learners to

experience triggered situational interest, providing them with feedback that could aid in

maintaining their attention in order to generate questions associated with their curiosity,

offering them opportunities to ask inquisitive questions can assist them in setting their goals,

or simply involving them in problem solving activities. As interest develops and connections

between the person and the content of the task are well recognized, self-efficacy increases.

4.2.2. Perceived Control

Perceived control in reading is evidently characterized by learners’ choices of what,

when, and how to read. It is aligned with their personal selections of reading materials and

their awareness that they have control over their reading outcomes (Guthrie et al. 2007).
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Learners value individual choices in reading as well as control their reading activities

provided that they self-select topics, find places to read, and read during leisure time. They,

moreover, experience enjoyment when reading independently, and display willingness to

apply strategies that enable them to determine their own books. Guthrie, et al. (2007) pointed

out that perceived control is central to highly motivated readers. To the extent that students,

who demonstrated perceived control over reading, can determine their own books by

themselves, express personal preferences in choosing books, afford themselves reading

experiences, and enjoy reading about new authors who are personally important and relevant

to real world knowledge.

4.2.3. Self-Efficacy

Notably, students’ self-appraisal of their own abilities to succeed in literacy-related

activities is a further, critical motivational aspect in reading, and it has been found to correlate

positively with both motivation and learning achievements. High self-efficacy prompts

students to undertake challenging activities, expend greater effort, and withstand challenging

tasks. In this regard, self-efficacious learners are often involved in self-regulated activities

(Schunk & Paiares, 2009), which can be illustrated through setting learning goals, applying

effective learning strategies, monitoring comprehension, and evaluating their learning goals,

progress, and, by the same token, capable of creating effective learning environment (such as,

minimizing distracters). Equally, it is quite probable that students with high self-efficacy are

intrinsically motivated to read (Wigfield et al., 2004).

4.2.4. Involvement

Involvement is conceptualized by learners’ absorption during reading activities, the time

they spend reading books, the amount and breadth of reading they accomplish, and also the

time spent talking about books (Gutherie et al., 2007; Taboada et al., 2009). Interest and

involvement can be distinguishable dimensions of reading motivation. Even though
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involvement is about the time spent reading and one’s experience with reading, both interest

and involvement are amounted to each other.

4.2.5. Social Collaboration

Indisputably, motivated readers are socially interactive. Social interaction fuels learners to

make good choices, become successful in attaining their goals, and more absorbed in reading,

and essentially, it prompts their curiosity. Social interaction can aid learners in developing and

becoming profoundly involved in important valuable learning skills, such as sharing topics,

conferring with other students, turn taking, listening to other students’ opinion. Likewise, they

may even collaborate with other students to seek out assistance when something is

ambiguous, share vocabulary meaning, comprehension strategies, note taking techniques, and

other strategies that facilitate the comprehension process (Guthrie et al., 2004).

4.3. Intrinsic Reading Motivation

There is still a long standing debate among researchers revolved around how to motivate

students efficiently to read. Making the reading activity per se sustains students’ intrinsic

reading motivation would optimize scholastic achievements. The use of extrinsic incentives,

conversely, can also heighten learners’ reading motivation. It emerges that intrinsic

motivation is often concurred as the major concept underlying engaged reading.

Guthrie and Wigfield (2000, p.408) proclaimed that “students with high intrinsic

motivation, a learning goal orientation, and high self-efficacy are relatively active readers and

high achievers.” Intrinsic reading motivation pertains to the desire to read for the enjoyment

inherent in reading per se. (Guthrie et al., 2004; Ryan & Deci, 2000a). It is to say that such

enjoyment in reading is not only emanated from entertaining texts, but it also comprises

materials with deep conceptual content or complex literary themes. Intrinsic motivated

learners, consequently, have a desire to read more at an increased level of difficulty (Ediger,

2001), they are empowered to solve novel literacy activities, and they are certain that their

effort is inexorable to their achievements.
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Challenge is undoubtedly a crucial ingredient that distinguishes low from high

intrinsically motivated readers who are avid to foster their knowledge through embarking

upon more complex reading materials (Guthrie et al., 2004). Therefore, “the challenge of an

activity may be something concrete or physical, such as the peak of a mountain to be scaled,

or it can be something abstract and symbolic, such as a set of musical notes to be performed, a

story to be written, or a puzzle to be solved” (Eccles, 2005, p.111).

Intrinsically motivated readers are of a curiosity disposition. Guthrie, Wigfield, and

VonSecker (2000) delineated curiosity in reading as students’ tendency to learn about the

world around them to foster their conceptual knowledge. Curious learners tend to enrich their

understanding of dissimilar topics, events, or authors that positively correlate with their

interests. Students, consequently, embark upon a vast array of reading materials to fulfil their

curiosity.

A further and significant disposition of intrinsically motivated readers, according to

Guthrie et al., 2004, is high levels of perceived autonomy or control over reading. They are

independent learners who can simply self-select books or activities that facilitate learning and

make it more enjoyable, and control their own literacy activities so that they swell and satisfy

their curiosity.

Creating a viable classroom reading environment, which supports students’ intrinsic

motivation, calls also for supporting their autonomy. This involves supporting their curiosity

and interests in reading, offering them some control over reading activities, and allowing for

their decision making in setting learning goals. In order to contribute to increase

individualized intrinsic reading motivation, teachers (Ediger, 2001) can design classrooms

that contain different library books for all students to be provided with opportunities to choose

their individual books. Homes also play an essential role in enhancing students’ intrinsic

reading motivation through making reading materials available. Indeed, to build the grounds

for which teachers can foster their learners’ intrinsic reading motivation, the following
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strategies (Hunter, 2005) can be of practical application in classrooms.

-The reading level of each text presented in the classroom should be coupled with

students’ cognitive abilities. This can be attained when the reading task is within the reach of

learners. Hunter (2005) substantiated that challenge in reading is critical to sustain students’

motivation and it is the platform to successfully master new skills.

-Equipping the classroom with different, interesting texts implies that learners’ individual

interests in reading are considered. We often stumble upon the idea that interesting texts

enhance students’ motivation to read, however, what makes a text interesting? The text is

interesting as long as it corresponds to the reader’s topical interest as well cognitive

competence. Engaging Learners in real world-interactions (hands on science), along with the

assistance of interesting texts, being autonomy supportive for reading, and offering

opportunities for learners to collaborate with other students during reading practices have

been found to foster their intrinsic reading motivation (Wigfield et al., 2004).

-A pertinent intrinsic motivational strategy is to allow learners to choose their own texts.

Certainly, learners’ choices in reading and their perceptions of their control over reading

activities are highly recommended for teachers to heighten their learners’ reading motivation.

-Likewise, teachers are called to enable students to know what to expect. When teachers

encourage learners to anticipate key points, they are more likely to be excited about it and

their self-appraisal and motivation to read will equivalently develop.

-A further strategy is to empower learners to have control over their reading progress.

‘Awakening’ learners to their reading developments denotes spurring them to become in

charge of their own progress. This can be achieved through providing the appropriate tools

that assist in reaching such aim.

-Teachers can share their personal experience through talking about books they have

already read with their students. Talking about books (e.g., discussing the characters, settings,

plots of stories, and the content of nonfiction books) can excite learners and involve them in
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group work discussions, wherein the latter would prompt them to voluntarily share their

personal reading experience with their classmates.

-Teachers would use immediate, continuous, and formative feedback. If it is administered

that way, then learners can monitor their reading progress and teachers can support them.

Feedback has to be specific to keep learners informed and aware of reaching a particular level

of achievement.

-Taking virtue of technology in the classroom is an additional recommended strategy to

enhance students’ intrinsic reading motivation. In this regard, Hunter (2005, p. 8) said: “In the

classroom, technology is a motivating agent because it is familiar, forgiving, and exciting.”

The effective use of technology would result in an optimum learning environment. For

example, teachers can engage learners to work in interactive reading software; or simply

utilize videos as warm up. Thereupon, the use of technology in the classroom would impel

learners to be inquisitive. Practically, students’ over use of technology can lessen their effort,

kill their creativity, and critical thinking for they become passive learners who can find

everything on the Internet, and even it is, to some extent, replacing the traditional role of

teachers: the only source of knowledge.

4.4. Extrinsic Reading Motivation

Abundant evidence on intrinsic and extrinsic motivation establishes that when applying

the latter to reading, extrinsically motivated readers read books for they are moved to read by

external factors (such as, rewards) (Ryan & Deci, 2000a). Extrinsic reading motivation refers

to the external factors or reasons behind reading. In other words, extrinsically motivated

readers engage in reading due to reasons external to reading per se. For Guay et al., (2000),

intrinsic and extrinsic motivation are inversely related. When intrinsic motivation is high,

extrinsic motivation tends to be low and vice versa. Hunter (2005, p.2) highly stressed the

pivotal role played by extrinsic motivation in motivating behaviour, “We, as adults, are all

motivated by a pay-check at the end of the month. We may not be working only for the pay-
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check, but it’s still motivating to know that it’s coming.”  What can be motivating for

learners, then?

Many teachers often rely on extrinsic incentives (e.g., marks) with an intention to make

learners successful achievers in reading. In an endeavour to accomplish this objective in the

classroom, and simultaneously foster extrinsic reading motivation, the subsequent are some

proposed extrinsic strategies for potential reading outcomes (Ediger, 2001).

-State measurable and explicit reading objectives for learners to attain.

-Deliver rewards (namely inexpensive prizes, tokens) only when learners meet a specific, high

level of the measurable stated objectives.

-Use scores as measures for written tests.

-Assist learners to become aware of their reading achievements. This can be accomplished,

for instance, through developing line graphs. When the line graph goes high, it suggests that

students are progressing in literacy activities, which can coerce them to attain higher level

objectives.

-Provide every learner with a certificate as a feedback for reading a specific number of books.

This kind of reward should be announced in advance for each individual learner to know how

many books to read so that he/she will be rewarded (certificate).

- Place a happy face or sticker for each item answered correctly from a workbook page in

reading.

- Praise students when they correctly answer a reading comprehension question.

-Follow guided reading instructions to encourage learners to become involved in reading tasks

and for superior achievement in current reading lessons.

-Appraise students’ reading comprehension frequently by means of teachers’ worksheet.

-Empower students to productively perform literacy tasks whereby reading slogans might be

posted in the classrooms’ walls.
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4.5. Assessing L1 Reading Motivation

Assessing learners’ L1 reading motivation, in which intrinsic and extrinsic reasons in

reading, self-concept, and the value learners place on reading are all embraced, has been

derived from what becomes widely acquiesced as modern expectancy-value theories

developed by Eccles, Adler, Futterman, Goff,  Kaczala, Meece, and Midgley (1983). In this

view, 11 different dimensions have been introduced by Wigfield and Guthrie (1997) in

conceptualizing reading motivation. Apparently, these 11 reading motivation dimensions can

be divided into three main categories.

The first category addresses efficacy beliefs’ constructs. Reading self-efficacy refers to

learners’ self-appraisal that they are competent or efficacious at reading. The notion of one’s

beliefs in reading has been considered on grounds of Bandura’s self-efficacy concept.

Preference for challenge in reading conceptualizes learners’ desire to embark upon novel

reading  materials (Baker& Wigfield, 1999), or the satisfaction they are predisposed to derive

from mastering or assimilating complex ideas in texts (Komiyama, 2013;Tercanlioglu, 2001).

The third reading dimension, which falls in this category, is reading work avoidance. Students

with this reading trait either avoid reading or engage in subsequent reading activities.

According to Baker and Wigfield (1999), students who appraise themselves as inefficacious

or not competent at reading are willing to avoid challenging reading activities.

The second category stresses learners’ purposes in reading. The first dimension of this

category encompasses the intrinsic reasons for reading. Curiosity, as an intrinsic construct in

reading, clearly denotes learners’ desire to read about topics that correspond to their real

interest in reading. Involvement is attributed to their self-absorption in reading specific kinds

of texts (Baker & Wigfield, 1999).  Importance in reading is expounded as the value they see

in reading and performing certain literacy activities. The second dimension in this category

represents the extrinsic reasons for reading. Recognition in reading is students’ willingness to

engage in literacy activities to gain public acceptance or approval and, simultaneously,
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positive evaluation of their reading performance either from the teacher or peers (Guthrie, et

al., 2000). Competition in reading appertains to their intention to outperform their peers in

reading tasks. The desire to perform reading activities, which is contingent upon receiving

good grades, is the third construct in this second dimension, namely reading for grades

(Guthrie, et al., 2000).

In the third dimension, reading is conceded as a social activity. Social reasons in reading

delineate the process of sharing the meanings learners gain from reading with friends,

teachers, or family. Compliance, as a second aspect in this third dimension, displays their

inclination to read in order to meet others’ expectations.

The Motivation for Reading Questionnaire (MRQ) assesses the formerly discussed

dimensions of reading motivation (Wigfield & Guthrie, 1997). The MRQ was used on a

sample of 105 4th and 5th grade elementary students at one mid-Atlantic state school. In

checking the reliability and validity of the questionnaire, internal consistency reliabilities have

been found to exist between only 9 aspects of reading motivation. Work avoidance and

reading for grades, however, had low internal consistency. Confirmatory factor analysis

reveals that (apart from work avoidance that correlated negatively) self-efficacy, importance,

challenge, curiosity, involvement, recognition, competition, grades, and social reasons in

reading correlated positively with each other (Wigfield & Guthrie, 2010).Therefore, these

results strongly supported the reliability and validity of the MRQ.

A further and essential tool for appraising qualitatively and quantitatively students’

reading motivation is the Motivation to Read Profile (MRP) (Gambrell et al., 1996). The

MRP is an individual measure of reading; it is composed of two main instruments. The

reading survey is a self-report measure that examines two key components of reading

motivation, namely self-concept as a reader and the value of reading.

The self-concept sub-scale substantiates students’ self-perceived competence in reading

and self-perceived performance relative to peers. The items, which constitute the value
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subscale, are directed to evaluate the value students place on reading and reading-related

activities. Likewise, the conversational interview is a kind of conversational exchange

between the researcher and students; it is divided into three related sections. The first section

asks about students’ stimulation in reading narrative texts, the second emphasizes on

informational reading, and the last one generates information about general reading. Together,

the MRQ and MRP have inevitably predominated most of all the work conducted on L1 as

well as L2 reading motivation.

4.5.1. Self-Efficacy Theory

Students acting productively can be better predicted by the beliefs they have about their

capabilities more than what they can do. Despite the key role played by motivators in

directing behaviour, they all in fact fall under the belief that one is empowered to produce

changes by his/her own actions. The role of self-efficacy beliefs in the self-regulation of

motivation through goal challenges and outcome expectations is unquestionable (Bandura,

1999, 2001). Consequently, self-efficacy and outcomes expectations can be very pertinent in

elucidating students’ learning achievements.

Students’ self-efficacy in reading is indispensible to their scholastic triumphs. Self-

efficacy is all about what students deem to be capable of undertaking. High self-efficacious

students are prepared to approach challenging reading materials and not to relinquish quickly

in the face of failure or challenging situations. Low self-efficacious, on the contrary, believe

that they cannot pursue difficult or challenging texts. Such lack of belief in their abilities—as

Guthrie et al., 2004 clearly put it—can impede their use of important comprehension skills.

Guthrie (2004), nevertheless, posited that only the minority of students who can develop the

levels of independent reading and learning competence.

Self-efficacy, certainly, empowers students to be ready to face new learning challenges,

decide on which goals to pursuit on a task, how much effort to invest, and how long to persist

in the face of obstacles and failures. When faced with challenging situations, students who
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doubt their capabilities concentrate on the impediments to their performance, their personal

deficiencies, and relinquish quickly. They cannot easily recover their sense of efficacy after

failure. Confident people expect successful outcomes; whereas, those who are not certain do

not. Those confident students often anticipate high grades and their reading performance to be

always outstanding, and they even approach intimidating situations with the belief that they

can control them. Their beliefs about their capabilities that they can do the task at hand can be

easily recovered after failure. High self-efficacy results in an optimum personal

accomplishment; it diminishes stress and lowers the likelihood to be headed towards

depression (Bandura, 1994,1999).

From the preceding perspective, motivation is the outcome of the belief that a particular

action can yield specific outcomes, along with, the value performers give to those outcomes

(Bandura 1999; Schunk & Pajares, 2005). In this case, students act productively on the basis

of their beliefs about what they are capable of doing and the expected outcomes of their

performance.

4.5.1.1. Sources of Self-Efficacy

If self-efficacy is about how people feel, think, behave, and motivate themselves, then

perceived self-efficacy elucidates people’s beliefs about their capabilities to produce desired

outcomes. Bandura (1994) truly pointed out that people develop their sense of efficacy from

four major sources.

Mastery experiences can be the first path to develop high efficacy beliefs. Certainly,

experiences are what drive us to become capable of standing in front of intimidating

situations. Success enhances our beliefs about our efficacy; whereas, failure lowers it.

Experiencing repeated success can make failure easily defeated. Positive interpretations

(Shunk & Pajares, 2005) of the results of our previous experiences build high perception of

our capabilities to engage in subsequent tasks. Negative interpretations, on the other hand,

raise the belief that we are not capable.
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Vicarious experiences are the second source of self-evaluating one’s capabilities. They

are about the modelling effects on perceived self-efficacy. Observing similar others succeed

because they invest high effort to accomplish the task increases the observers’ beliefs about

their efficacy that they can also accomplish the same task. Observing similar others, on the

other hand, fail, regardless the effort they spent, undermines the perception of one’s

capabilities. In this view, proficient models can be effectual in conveying knowledge, skills,

and strategies and therefore boost self-efficacy.

Persuaders are to play an influential role in one’s perceived self-efficacy. Whenever

people are convinced that they are capable of overcoming obstacles, they can invest greater

effort. Conversely, when they are persuaded that they lack the skill or knowledge necessary to

accomplish the task, they then withdraw right away from the situation. As social persuasion

can instil high self-efficacy, it can also become its impediment.

Somatic and emotional states are the last source of raising people’s personal efficacy

beliefs. Highly efficacious individuals regard their physical and emotional states to facilitate

their performance. However, students who doubt their capabilities attribute their poor

performance to physical or emotional states (e.g., tension, arousal, fatigue, and mode).

Providing students with situations that are likely to recover their physical or emotional states

can coerce them to anticipate success than failure, and in turn raise their perceived self-

efficacy.

Eccles and Wigfield (2002) strongly supported Bandura’s assumption (1994, 1999, and

2001); in that precedence must be given to outcomes expectations as well as efficacy

expectations. Learners’ expectancy beliefs for success are presumed to contribute highly to

task persistence, setting goals, and investing greater effort.

The reciprocal connection between self-efficacy and motivation (Bandura, 1994) are

apparently determined by goal attainments, investments of effort, task-persistence, and

resilience to failures. From what has been discussed so far in the preceding section, the vast
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literature of the appraisal of self-efficacy beliefs is grounded correspondingly in attribution

theory, goal theory, and expectancy-value theory (cf. Chapter 1). Highly self-efficacious

students causally attribute their failures to convenient factors (e.g., inappropriate use of

strategies, insufficient effort, or investment of time), they often anticipate success when they

engage in tasks because they believe they are endorsed with the capabilities to do so and fulfil

challenging goals. In contrast, students with low self-efficacy tend to interpret their failures to

causes out of their control (such as, low ability); they have self-doubt about their skills or

abilities in achieving tasks and do not persist to attain their goals. Consequently, when people

constantly fail to attain their goals, they are vulnerable to anxiety.

Despite the significance of being endowed with a robust sense of personal efficacy beliefs

about one’s capabilities in controlling successfully environmental forces, instilling high self-

efficacy in our students is but one among other endorsements in motivating them to read, and,

by the same token, raising scholastic achievements.

4.5.2. Self-Concept

All the credit that has been given to self-efficacy in impelling individuals to act

productively in their environment does not necessarily leave out the salient role of self-

concept in learning. Self-concept is another significant determinant of self-efficacy

appraisal. It is broader in meaning than self-efficacy and self-esteem, and therefore,

encompasses most of what is being said on these terms in the literature on aspects of

personality (cf. Larson & Buss, 2008).

Self-concept is defined as individuals’ perceptions of themselves that are developed from

their experiences with and understandings of their environment, and it is profoundly affected

by reinforcements and evaluations of significant others (Shavelson & Bolus, 1981). Self-

concept is hierarchically constructed with perception of behaviour in specific situations.

Academic self-concept is situational-specific, which consolidates the appraisal of self in

subareas such as English, Math, History, and Science. Non-academic self-concept is
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heightened by the evaluation of self that can be: social, individuals’ perceptions of themselves

vis-à-vis peers or significant others; emotional, estimation of self based on particular

emotional states; or physical, physical ability and physical appearance.

In an endeavour to examine whether the assumption of a multifaceted, hierarchical model

of self-concept does exist or not, and the causal predominance of self concept on academic

achievements, a battery of self-concept measurements were submitted to a sample of 130 7th

and 8th grade students by Shavelson and Bolus (1981). The tool was composed of two

measures of global self-concept, two measures of general academic self-concept, and two

final measures on subject-matter-specific self-concept. On the basis of the findings of

correlation analyses, Shavelson and Bolus (1981) said: “Self-concept is a hierarchical

construct with general self-concept at the apex and the situational-specific self-concept at the

base” (1981, p.31).General self-concept correlated with academic self-concept, and subject-

matter-specific-facets of self-concept correlated with academic and general self-concept.

Thereupon, self-concept is a multi-faceted construct. Moreover, their results prove a causal

predominance of self-concept on achievement. It was found that grades and subject-matter

self-concept were strongly linked more than grades and academic self-concept were related.

Rider and Colmar (2006) searched for the relationship between reading achievement and

reading self-concept among primary school pupils. In so doing, they utilized the Neal

Analysis of Reading Ability to asses three main components of reading achievement (rate,

accuracy, and comprehension) and the Reading Self-Concept Scale, which is a 30-item self-

report questionnaire, intends to measure perceptions of competence in reading, perceptions of

difficulty in reading, and attitudes towards reading. The findings demonstrate strong

correlations between all the items on the reading self-efficacy scale and the assessed

components of reading achievement, indicating a positive relationship between reading

achievement and reading self-concept. Unlike accuracy, reading comprehension and rate

highly predicted high self-concept in reading. The study implies that students who perceive
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themselves capable readers are more confident in their reading abilities and can earn high

scores in reading. On the contrary, students with negative self-concept feel bad about

themselves as readers and perform poorly on reading tasks.

Another empirical study was conducted by Collins, Onwuegbuzie, and Jiao (2011) to

reveal the association between reading comprehension, reading vocabulary, and six

dimensions of self-perception (perceived scholastic competence, intellectual ability,

creativity, job competence, social acceptance, and global self-worth) on a sample of 101

African-American post-graduate students, their ages ranged from 22 to 65 years old. Even if a

Canonical Correlation Analysis proved that both reading vocabulary and reading

comprehension were strongly related to the reading perception’s dimensions, reading

comprehension had the most significant contribution to self-perception. Collins et al. (2011)

findings indicate that students’ reading comprehension abilities can determine how they judge

their reading self-concept.

The role of self-concept in academic achievements becomes very apparent in Skikhwari’s

(2014) inquiry of the relationship between self-concept, motivation, and academic

achievements. The researcher constructed a 34-item questionnaire that was administered to a

population of second year university students. There were statistically significant correlations

between subjects’ academic attainments, self-concept, and motivation. Female students,

however, were endowed with more motivation than did male students. The implication of this

study is that the value of self-concept as well as motivation in learning are considerable.

In sum, the accumulated research and the special attention posited to self-concept and

self-efficacy is worthy because of their mediator effects on students’ reading progress, and in

enlightening our understanding of how students’ perceptions of their abilities in reading-

related activities can largely affect their learning performance and outcomes.



158

4.5.3. Modern Expectancy-Value Theory

Eccles and her colleagues (2002, 2005) attempted to develop a new representation of

expectancy-value theory through extending Atkinson’s model (cf.Chapter1, section 1.2.3.2.)

and Bandura’s self-efficacy perspective (cf. section 4.5.1.) to stress personal efficacy

expectations and subjective task value in achievement-related contexts.

Eccles et al. model combines individuals’ expectancy-related beliefs and subjective task-

value to individual choice, persistence, and achievement performance. Together, values and

expectancies are regarded to influence performance, persistence, and task-choice, and to be

concurrently affected by perceptions of competence, task difficulty, personal goals, and self-

schemata (Eccles & Wigfield, 2002). In view of that,  Eccles (2005,p.105 ) disclosed “…that

educational, vocational, and other achievement related choices are most directly related to two

sets of beliefs: the individual’s expectations for success, and the importance or value the

individual attaches to the various options perceived by the individual as available.” It is to say

that individuals’ achievements-related decisions are presumed to be influenced by their

expectancy of success and the value they attach to task-engagement.

Expectancy for success is defined as peoples’ beliefs about how well they will perform

on subsequent tasks, whether in intermediate or longer term future (Eccles & Wigfield, 2002).

Stated differently, it corresponds to people’s expectations for success in specific, subsequent

tasks. Beliefs about ability are defined as people’s evaluations of their competence in different

areas. They are your beliefs about your competence in a particular domain; they are then

domain definite decisions of competence (Schunk & Pajares, 2005). Expectations for success

are determined by students’ confidence in their abilities and their judgments of the difficulty

of tasks as well. These beliefs, nevertheless, are not stable over time due to people’s

experience with different tasks, and the manner they interpret those experiences, and this is

similar to the aspect of mastery experiences raised by Bandura (1994).
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Subjective task value is a critical factor to choice, task persistence, and engagement. In

the same regard, task value refers to a quality of the task that individuals will select it with

regard to their needs (Eccles, 2005). Thereupon, four components have been outlined to

reflect task value, namely attainment value, intrinsic or interest value, utility value, and

perceived cost.

The value of accomplishing tasks is grounded upon a number of beliefs known as

attainment value. Attainment value delineates the individual’s personal importance to be

superior in task performance (Eccles & Wigfield, 2002). Accordingly, tasks are regarded to be

important provided that people believe that their performance is essential to fulfil their self-

image or simply preserve it. Tasks, consequently, would assist individuals in validating or

conveying important aspects of themselves. What the task provides the individual with in

terms of personal needs and values influence the attainment value of that task. The value

individuals place on a task is regarded to be high as long as the task matches individuals’

values, goals, or needs. On the contrary, low or negative task value is the result of the

inappropriate match of the task to people’s values, needs, or goals (Eccles, 2005).

Intrinsic value corresponds to the enjoyment people experience while performing the

task, or the anticipated subject interest one sees in a task (Eccles, 2005; Eccles & Wigfield,

2002). Eccles and her colleagues’ attitudes towards the intrinsic value testify to Deci and

Ryan’s (1985) stance. Nevertheless, as Eccles (2005) clarified, intrinsic motivation is distinct

from intrinsic task value. The former has to do with the inherent reasons underlie task-

engagement; whereas, the latter is about the sources of making the task important or relevant

to the self. The value students place on learning activities is driven by the likelihood of the

relation of the task to their personal interest, and the enjoyment they are probable to get from

that task. Learning, from intrinsic task value perspective, is fairly stimulated by one’s

curiosity or interest.

Utility value is meant the extrinsic reasons behind performing the task. In other words,
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utility specifies how well a task is useful to present and future plans or goals. Performing a

task due to utility value embraces personal goals and attainment values. A good illustration

would be students who are enrolled in academic programs not because they enjoy them, but to

facilitate their future goals (Eccles & Wigfield, 2002). This perspective brings us back to the

extrinsic motivation dichotomy, more specifically, introjected regulation (cf.Chapter1,

section1.2.4.2.1.). Students tend to internalize the value of tasks that have direct link to their

needs, short-and long-term goals.

Subjective task value can be also determined by cost value. Of course, one choice often

eradicates other opportunities. Choice (Eccles, 2005) is critical to perceived cost in that all

choices have costs associated with them. In general, if we choose to become English majors,

it means all the time and effort are invested in fulfilling this aim, and the probability to take

courses in other fields is very low. Cost value gathers the cost of taking part in an activity,

which is believed to be influenced by task anxiety, fear of failure, and the loss of time and

energy for choosing one goal over another one; and the effort one expects to put into task

completion.

According to Eccles (2005), choice and performance are often influenced by how

individuals perceive themselves and their perceived subjective task value to pursue their

goals, which are in turn largely determined by socio-cultural factors. Admittedly, Eccles et al.

expectancy-value theory would be a vivid example to explain why sometimes students

overwhelmingly choose to enrol in one field of study over another one, or they overemphasize

performing one class work and eliminate others.

4.6. The Underlying Components of L2 Reading Motivation

In his book, Reading in a Second Language, and through incorporating a number of

researchers’ findings (e.g., Dörnyei, 2005), Grabe (2009) provided a further explanation of L2

motivation, which can be interpreted as a multi-stage concept. The pre-action stage is about

making a decision to act. The action stage encompasses the influence of external factors
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(parents, teachers, and classroom environment), the use of strategies, continuous evaluation,

learning success, and goal setting. The post-action stage accounts for self-evaluation and

attribution of effort, success, and beliefs. Admitting that motivation is a multi-stage can allow

for discerning how it can change over time, how the learning environment affects it, and the

different features of it as well.

Despite the abundance of literature on L2 motivation as well as L1 reading motivation,

insufficient investigations have tackled L2 reading motivation, which have been developed

and extended from L1 reading research (e.g., Gambrell et al., 1996;Wigfield & Guthrie, 1997)

In examining the nature of students’ motivation to read in English as a foreign language

and its relation to their reading fluency, Tercanlioglu (2001) administered the Motivation for

Reading Questionnaire (Wigfield & Guthrie, 1997) and the Reading Activity Inventory to 151

high school Turkish students. The findings indicate that subjects scored very low in the work

avoidance and social reasons scales, revealing that students were not socially collaborative,

and they did not intend to avoid challenging literacy activities.

In like manner, the results also reveal that there was an apparent difference between

gender and reading frequency. While boys read frequently for school work, girls read more

for personal pleasure. Positive correlations between reading frequency and self-efficacy,

curiosity, involvement, recognition, and reading for grades did exist. She further claimed that

students’ reading motivation is not stable: They become more intrinsically than extrinsically

motivated to read as they progress from one grade to another. Therefore, self-efficacy,

curiosity, importance, reading for grades, competition, and recognition in reading are the

motivational components of EFL reading. The results substantiate that students’ motivation to

read in English is driven by intrinsic and extrinsic reasons. The findings are consistent with

the view that reading motivation is a multi-faceted construct.

The apparent limited empirical studies on L2 reading motivation prompted Mori (2002)

to investigate the constructs of foreign language reading motivation through working on the
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theoretical underpinnings of L1 reading motivation (Wigfield & Guthrie, 1997) as well as

Gardner’s (1985) integrative motivation. The questionnaire’s items were developed and

modified from Wigfield and Guthrie (1997); however, competition, recognition, and social

reasons in reading were discarded in her investigation.

While conducting Principle Component Factor Analysis on a surveyed sample of 447

students at a women’s university in Japan, four components or factors of English reading

motivation have been extracted. The first aspect of English reading motivation, which

combines curiosity, involvement, challenge, and reading-work avoidance, is intrinsic value of

reading. It taps into students’ interest and the enjoyment they experience from foreign

language reading. The second factor is known as extrinsic utility value in reading. It reflects

their willingness to read in English for mere integrative reasons (to get a better job).The third

factor appertains to how important reading in English is for them, known as the importance of

reading in English. The last factor determines their feelings of competence when reading in

English, it is labelled reading efficacy. Mori’s major findings strongly supported Eccles’s

(1993) expectancy value model: Intrinsic and extrinsic motivation and self-efficacy are

significant components of L2 reading motivation. Simultaneously, they failed to demonstrate

that integrative motivation is a positive predictor of reading motivation among EFL students.

In another study, Dhanapalala (2006) sought to examine the relationship between

intrinsic and extrinsic motivation and L2 reading behaviours among Japanese and Sri Lankan

university students. She utilized a motivation for reading questionnaire, a background

questionnaire, and a reading comprehension test. The results of Pearson Correlation Analysis

and Principal Component Analysis display that the amount of reading predicted text

comprehension, the same variable, however, did not predict grades, and that intrinsic

motivation was what bond the amount of reading and reading comprehension together. In this

regard, intrinsically motivated learners spend more time reading, and they are good

comprehenders.
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Moreover, the amount of reading in L1 and intrinsic motivation had different effects on

both cultural groups. For Sri Lankan students, the amount of reading in L1 did not have any

negative effect on intrinsic and extrinsic L2 reading motivation. For Japanese students, on the

other hand, the amount of L1 reading predicted L2 intrinsic reading motivation. Despite this

difference, the findings reveal that Sri Lankan and Japanese students possessed intrinsic and

extrinsic motivational reading aspects, they were, nonetheless, more extrinsically than

intrinsically motivated. The results further indicate that the amount of reading in L1 and L2

correlated positively with intrinsic as well as extrinsic motivation for both cultural groups.

Komiyama (2013) inspected the underlying components of L2 reading motivation of

students in US post-secondary institutions-English for Academic Purposes (EAP)—through

using the motivational constructs presented by first language reading researchers. The

findings indicate that L2 reading motivation is a multi-dimensional construct, which is

consisted of intrinsic and extrinsic (drive to excel, academic compliance, test compliance, and

social sharing) oriented factors. Intrinsic motivation is attributed to learners seeking

enjoyment from reading in English. Extrinsic derive to excel conceptualizes their willingness

to surpass their peers in reading, and to gain more recognition from their peers or teachers.

Extrinsic academic compliance refers to their desire to read and perform reading activities in

the interest of receiving good grades. Extrinsic test compliance is attributed to their intention

to read in L2, and thus scores on standardized tests (such as, TOFEL) can be enhanced.

Extrinsic social sharing portrays the desire to collaborate with peers in performing literacy

activities.

In addition, the participants’ overriding extrinsic reasons in reading are competition and

recognition. The conclusion Komiyama (2013) arrived at regarding her findings is the fact

that intrinsic motivation is an indispensible factor in EAP reading motivation, and it is for

teachers to create situations in the reading classroom to sustain it.

In view of the major empirical findings on L2 reading motivation, the dichotomy between
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intrinsic and extrinsic motivation has been found to be the most dominant construct of L2

reading motivation. All the findings strongly support the multi-dimensionality of reading

motivation— as L1 researchers concurred— and that intrinsic motivation is critical in L2

reading. Further investigations, however, on L2 reading motivation are required.

Through considering all the previously discussed aspects of reading motivation in this

chapter, and by drawing on L1 reading findings, Grabe (2009) introduced some motivating

strategies to be integrated into a well-developed reading curriculum, and subsequently

learners’ SL/FL reading comprehension abilities and reading motivation can be heightened. In

essence, the reading content would be relevant to students’ interest and needs in learning and

engage them in more challenging tasks. When it is designed that way, it, then, facilitates and

sustains their knowledge growth; it allows them to experience a sense of learning autonomy

through text choice and achieves learning goals, which are likely to bolster reading

engagement. Likewise, L2 teachers should make success always within the reach of students,

enhance independent learning, and support social collaboration in their classrooms—as

significant strategies to sustain students’ motivation in the reading classroom. The formerly

researcher proposed the following strategies that can be useful for teachers to advance SL/FL

reading motivation, for its major role in learning outcomes.

Table4.1.

Teachers Practices for Promoting Motivation (Grabe, 2009, p.192)
1. Talk about what interests students and why.
2. Share personal examples of motivated task engagement.
3. Have students share their interests.
4. Create a pleasant classroom environment.
5. Promote effective goal setting and expected outcomes.
6. Communicate the importance of school work and tasks.
7. Make task purposes and performance expectations clear.
8. Increase students’ expectancy of success in particular tasks.
9. Build students’ self-confidence.
10. Promote the development of group cohesiveness.
11. Have good lead-ins to all texts and tasks to build initial interest.
12. Match students’ skills with challenges.
13. Make the curriculum relevant to students.
14. Promote effective learning strategies.
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15. Introduce new books and reading materials to students.
16. Promote active students participation, so learning is stimulating and enjoyable.
17. Involve learners in decision-making related to reading tasks and goals.
18. Give students choices.
19. Provide support and scaffolding with more difficult texts and tasks.
20. Build real levels of expertise in topics of readings (e.g., CORI)4.
21. Provide motivating feedback on tasks and learning progress.
22. Create communities of learners who support each other with difficult tasks (e.g.,
cooperative learning approaches).
23. Encourage students to read extensively, both in school and at home.
24. Generate “flow”.

In accord with Grabe’s (2009) proposal, how motivation can affect reading amount,

reading strategies, vocabulary acquisition, and reading comprehension are all required to be

empirically explored so that researchers can gauge the factors that underlie L2 reading

motivation for better instruction that can yield reading growth.

4.7. Related Studies Regarding the Effects of Rewards on Reading

Flora and Flora (1999) probed into the effects of extrinsic reinforcement for reading

during childhood on later intrinsic interest in reading and the amount of reading by college

students. In their investigation, college students were surveyed whether they participated in

“Book it!”(cf. Chapter 2, section 2.5.), whether they were paid by their parents to read when

they were children, the amount they read per week, their intrinsic interest in reading, and how

they see the effect of “Book it!” program or any payment they received for reading on their

reading habits, enjoyment, and amount of reading. The majority of students reported that

“Book it!” facilitated learning to read, enhanced their enjoyment of reading, and the amount

they read per week. Their results ascertain that college students’ intrinsic reading motivation,

along with the amount of reading, was not influenced by money or pizza (token

rewards).With this in mind, extrinsic rewards can assist in developing students’ intrinsic

reading motivation.

Later on, Flora (2004) argued persuasively that reading is not a natural behaviour;

4 Concept-Oriented Reading Instruction has been designed to put emphasis on conceptual knowledge in teaching
reading comprehension (Guthrie, 2004).
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children develop this skill through active behaviour-environment interactions. This is why

reinforcement (extrinsic rewards) is very vital in enhancing reading skills. “If reading and

learning to read occur without obvious contrived reinforcers, such as pizza or money, learning

to read must have been reinforced, and reading must still be reinforced in some manner or else

it would occur” (Flora, 2004, p.31).

For the reason that they were not persuaded to the role of incentives in motivating

students to read and in that strongly accord Kohn’s (1993) belief: Extrinsic rewards fail to

produce lasting changes in behaviour, Edmunds and Bauserman (2006), to this end, utilized

the Conversional Interview portion of the Motivation to Read Profile (Gambrell et al., 1996)

to enquire about what motivates elementary school students to read expository texts, narrative

texts, and reading in general. The factors that stimulated children to read narrative texts were

personal interests, characteristics of books (e.g., book covers), and choice. The knowledge

gained from reading expository texts was what spurred them to read these kinds of texts.

What interests children in reading in general were characteristics of books and knowledge

gained, respectively. Finally, subjects accessed books through the school library, teachers,

peers, and family members, and they rated family members, teachers, and themselves to be

responsible for their reading motivation. Consequently, allowing for students’ self-selected

books, focusing on characteristics of books, books that match personal interests, free access to

books, and active involvement of others are the steps towards heightening pupils’ reading

motivation.

The Edmunds and Bauserman (2006) study of the causes that motivate elementary school

students to read might prompt us to question the factors that motivate L2 university students,

whereby reading is an inescapable language skill. Advancing more research on what

motivates L2 university students to read is highly recommended to clearly understand the

nature of EFL reading, especially that what motivates young children in reading cannot be

always exciting to move adult students to read.
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Marink and Gambrell (2008), who empirically validated the reward proximity hypothesis,

highly advocated for teachers to be prudent to the types of rewards they offer to their students.

Using literacy-related rewards (e.g., books) is very pertinent to foster learners’ intrinsic

reading motivation, which in turn “can foster a culture of reading motivation” (p.9).

Another investigation was conducted by Chen and Wu (2010) who examined the

longitudinal effects of rewards in extensive reading activities. The Elementary School

Students’ Reward Experience Questionnaire was utilized to inspect the reward’s type,

contingency, and expectancy that were received during the time of their enquiry and students’

attributions for receiving these rewards. The Motivation for Reading Questionnaire

(developed from Wigfield & Guthrie, 1997) was submitted to concurrently measure the

subjects’ pre-and post-reward reading motivation. The results of the 772 surveyed pupils,

from four different elementary schools in southern Taiwan, reveal that the reward’s type and

attribution predicted intrinsic and extrinsic reading motivation, and the intangible reward and

effort attribution bolstered pupils’ intrinsic and extrinsic reading motivation. Luck of

attribution, reward expectancy, and contingency, on the other hand, negatively predicted

intrinsic reading motivation. The researchers recommended that teachers would use rewards

to inspire students to read, they should be, however, intangible and attributed to effort rather

than luck.

On the basis of what has been noted in the preceding section, the concluding remarks

would be that extensive investigations have been conducted on comprehending the nature of

the reading motivational aspects of secondary school students, and the effects of rewards in

reading-related activities on students of approximately the same age in L1 setting. This, in

fact, demonstrates the high endeavours of many educational practitioners in sustaining as well

as enhancing young learners’ motivation to read in their L1 so that this habit would easily

transfer to EFL/ESL setting.
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Conclusion

In this chapter, we have rather emphasized on some different and salient factors in

motivating students to read (whether in the native or foreign language) that can be initiated

from self and aroused in the classroom. Engaged readers are motivated to read by different

purposes. The literature review in this chapter points to the importance of self-concept,

efficacy beliefs, social collaboration, intrinsic and extrinsic motivation, the effect of causal

attribution on one’s performance, goal expectations, and the need for achievement to be the

most important predictor constructs of reading motivation, and this is what Wigfield and

Guthrie (1997) attempted to cover in measuring L1 reading motivation.

In the same way, there seems to be no contradiction between L1 and L2 reading

motivation’s composites as the empirical evidence has proved that reading in the native and

target language are both encompassed by the multi-faceted construct of reading motivation.

They, however, require appropriate learning environment to maintain as well as to enhance

them. The belief about one’s capabilities, the perception of anticipating desired outcomes, and

the value placed on the reading task have become critical motivational attributes in learning

and in reading more particularly. In addition, the empirical evidence indicates that reading

achievements and behaviours correlate strongly and positively with reading self-concept.

The challenge that this chapter attempts to address is how EFL/ESL teachers can instil

into students positive self appraisal of self-concept, expectancy value, and therefore motivate

them in the reading classroom. Nevertheless, more studies on understanding the nature of L2

reading motivation are required.
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Introduction

It is quite feasible that the methods for the data collection, in any scientific research, are

governed according to the stated-research questions and hypotheses. Thereupon, Chapter 5

represents the present research setting. It purports to introduce the sample design, the tools of

research utilized for the data gathering, namely three questionnaires, classroom observation,

pre-and post-tests in order to empirically disclose how the subjects’ intrinsic motivation with

regard to the experimental tasks, their reading motivation, and their performance might be

affected after the motivational intervention (reward).

The chapter initially unveils the population and the setting of the current investigation,

then description of the research tools and experiments. It also deals with the pilot study, along

with the analyses and interpretations of the obtained results. In all likelihood, the findings

permit to ensure the reliability and validity of the chosen research tools prior to commence the

main study.

5.1. Situation Design

A sample of 91 students (representing two groups of the population), who enrolled in the

second year, was randomly taken from a population size of 671(537 females and 134 males)

LMD students of English as a foreign language, at the Department of Letters and English

Language— MU-C, and partook in two experimental conditions, during the academic year

2013-2014. The participants were 79(11.77%) girls and 12(1.78%) boys whose age ranged

between 19,20,21,22, 23, 24, 26, 27, 29, 30 and 38 years (the mean age was 21.21). It is

pertinent to say that the number of girls exceeds notably the number of boys at the

Department of Letters and English Language—MU-C.

However, the sample of this study, in the first semester, was composed of 93 students,

but two students were excluded from this study (a very small sample attrition); for they

withdrew from the second experiment. Before going further, gender differences and age are of

no concern in this study.
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It is worth noting that the present sample is not quite representative, about (16%) instead

of (20%), to make up for the requirement which is 1/5. At the time when this investigation

was conducted (2013/2014), the researcher was allowed to teach only two groups in WE:

Teaching two groups was a challenge for us. This investigation was carried out during WE

sessions since it is partially the only module in which learners spend some of their class time

reading and usually performing some different intensive reading activities. Thus, introducing

reading into writing sessions would not compel learners to feel they are part of an experiment

so that they behave naturally, and, therefore, the potentiality of the results to be biased could

be non-existent.

We chose to conduct the present investigation on second year students of English as a

foreign language for the following reasons. Unlike the first year, second year learners are

introduced more to reading in some of the WE sessions. This module can be considered as

bridging the gap between writing and reading skills, relative to other modules. We believe

that students in the second year become more aware and capable of deciding on their

orientations in learning English. After spending one year at the university learning English,

learners become more acquainted with the different language skills and the pivotal role of

each one in the acquisition of the target language. In their first year, learners were expected to

be taught some reading techniques (in the module of Study Skills) to ease the reading process,

increase their familiarity with these different techniques in reading; and the most important

objective was for learners to master these techniques so the difficulties encountered when they

read different and long materials will be basically reduced. Another reason is that, in the

second year, the probability of changing the field of study is very low, which elucidates that

learners become English majors.
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5.1.1. The Place of Reading at the Department of Letters and English Language,

MU-C

Admittedly, successful foreign language learning entails a good mastery of all the four

skills of that language (listening, speaking, writing, and reading). As an essential language

skill, reading is to play an undeniable role in advancing students’ literacy levels. Indisputably,

English majors are expected to develop high proficiency in EL reading. However, at the

Department of letters and English Language—MU-C, EFL learners take different modules

and reading, as a language skill, is rather integrated into some other modules (e.g., Study

Skills, WE, ESP, and Literature), indicating that reading is not individually practiced.

Freshmen students at the same department take the module of Study Skills5. Skimming

through its syllabus reveals that one of the ultimate objectives is to draw learners’ attention to

the four language skills, with an extensive practice of each skill. Teachers instruct and

concurrently put into practice some reading techniques (e.g., skimming, scanning, careful

reading, etc.) over different sessions.

In the module of ESP6, second year learners are directed to read a wide range of different

scientific texts, and they perform comprehension questions that are tailored to each of the

topics covered in the classroom. In the Literature module7, the materials read and covered,

inside or outside the classroom, are definitely literary texts (e.g., novels, short stories, poetry,

etc.).

In WE8, students are introduced to intensive reading in the classroom. The WE’s syllabus

designed for second year students of English—at the Department of Letters and English

Language—is to enable learners master the writing skill of formal academic essays, following

different patterns of organization. As part of the syllabus, learners are exposed to different

reading materials in the classroom, and in most of the reading sessions, teachers break down

5 At the time of conducting this piece of research
6 At the time of conducting this piece of research
7 At the time of conducting this piece of research
8 At the time of conducting this piece of research
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the model text into its main components through expounding on the main ideas, supporting

details, vocabulary and, among others, or simply place greater emphasis on discussing and

explaining the overall ideas or the way the text covered is organized. The foremost objective

is to make it possible for learners to read and imitate different models so that writing

academic essays becomes manageable. Nevertheless, the researcher is not claiming that the

writing skill is only taught, at the Department of Letters and English Language-UM-C,

following one single approach to writing.

Despite all the endeavours to integrate reading into the EFL curricula, and devote equal

time to listening/speaking, reading, and writing skills, we recommend that reading needs to be

taught as an independent language skill.

5.2. Experiments

This work is rather an exploratory study that purports to examine the nature of the causal

impact of extrinsic motivation on the subjects’ intrinsic motivation, reading motivation, and

performance during their achievements in an intensive reading practice phase. To this end, we

launched reading in the classroom (specifically in the WE sessions) where the subjects spent

class time or extra class time reading different materials and performed intensive reading

activities (cf. Appendix A and B). The treatment of interest was to implement a reward-based

system in reading sessions. Therefore, the participants were allocated to two experimental

conditions.

Experiment one was conducted in the first semester and lasted approximately two months

(mid-October, November, and mid-December 2013). At the Department of letters and English

Language—MU-C, the recommended time allocation for the WE module (second year) is two

sessions per week: one-hour and a half for each session. The researcher devoted 35 minutes of

some WE sessions to implement the reading intensive environment. It is pertinent to say that

one month (mid-December to mid-January) elapsed before conducting the second experiment,

which was carried out during the second semester and lasted approximately three months
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(February, mid-March, three weeks in April, and mid-May2014). This incentive reading

environment was implemented either during some sessions of the WE module or in an extra

session per week, which did not exceed one-hour, for both groups of participants (cf.

Appendix C). It is worth mentioning that the reading materials, the questions’ type, and the

researcher’s intervention (reward) are what made the first experiment different from the

second, as it will be exposed, in some detail, in the following sub-sections.

5.2.1. Experiment 1

Experiment one is the no-reward condition. The ultimate focus of this experiment, which

was run during the first semester, is to create and maintain indulgence in reading by driving

the subjects to devote some of their class or extra class time reading different materials and

performing some reading activities for no extrinsic reward, but as an end in them. The reward

was internal to the target activity. The reading materials and questions’ type we adopted in the

experiment are summarized in Table5.1. as follows:

Table5.1.
The Reading Materials of Experiment 1

Topics Questions’ Type
Literacy in America -Finding out the main idea

-Expressing opinion
-Sharing expectations
-Inference making

“Untitled Story” -Finding out the main idea
-Expressing preference
-Sharing personal experience
-Inference making

Hot Subs for Lunch -Finding out the main idea
-Expressing personal experience and preference

Friday’s 13th -Finding out the main idea
-Expressing opinion
-Sharing cultural norms

Burned up Bosses Snuff out
Prospects of Jobs for Smokers

-Finding out the main idea
-Expressing agreement and disagreement

How Men and  Women Cope with
Stress

-Finding out the main and supporting ideas
-Summarizing

Seat Belts -Summarizing
A Journey to a New Life -Inference making



175

Go and Ask Alice: a Real Diary -Summarizing
-Expressing opinion and sharing personal
experiences

Nelson Mandela and Democracy in
South Africa

-Expressing opinion

If we consider the topic of  “Friday‘s 13th, whereby the title did not appear to the subjects,

but only a picture that summarizes the theme of the text is to prompt their curiosity to read it.

The first question is ‘What is the main idea of the text?’Answering this question probably

entails from the subjects to read all the parts that constitute the text so that they identify what

the passage is all about. Answering the first question brings us to the second one ‘Do you

believe in superstitions? Why? The subjects’ understanding of the word superstition and their

ability to express their opinion and justify it well through facts like the writer did will be

apparent in their answers. In the third question ‘In a short paragraph, tell us about a popular

superstition in your culture? The objective is to enable them call on their background

knowledge to provide a real example from their society so that reading and writing in the

target language might stimulate ideas.

The reading environment in the no-reward condition proceeded as follows:

 Learners were engaged in silent reading for approximately 20 minutes (the allotted

time for reading varies based on the length and complexity of the topics).

 Then, the teacher called on for volunteers to answer the questions relevant to the

content of the passage.

 Whole class debate to discuss students’ answers was to follow.

 Students were provided with immediate feedback on their responses.

5.2.2. Experiment 2

This experiment is the reward condition. In the second semester, the students were

involved in reading different materials and performing intensive reading activities, whereby

the desired behaviour was rewarded tangibly by a short story. In this regard, the reward was

external to the experimental activity. Clearly, the choice of offering short stories rather than
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relying on other reinforcers (e.g., marks or verbal rewards) is not to coerce the subjects to

compete for the reward, nor feel controlled or gain recognition, but due to the proximity of the

reward (short stories, cf. Appendix Z) to the desired behaviour (reading); and to contribute to

raise their awareness of the message that is carried through the reinforcer we dispended

(reading). This is why we conducted two quasi experiments to investigate the longitudinal

impact of the use of such literacy-related reward on the target population’s intrinsic

motivation, reading motivation, and performance. The following table presents the reading

materials of the reward condition:

Table5.2.
The Reading Materials of Experiment 2

Topics Questions’ Type

A Tale of two Revolutions -Multiple-choice items
Food for Learning -Multiple-choice items

-Vocabulary questions
An Exciting Way to Visit the Wilderness -True/False/Not mentioned statements
Olympic Games -Pronominal questions

-Matching jokes
Internet in Africa -Multiple-choice items
Understanding and Overcoming Motion
Sickness

-Pronominal questions
-Vocabulary questions

A Poison Tree -Multiple-choice items
Water Sports in Hawaii -True/False statements
A Narrow Fellow in the Grass -Multiple-choice items
Mosquitoes -Pronominal questions

-Vocabulary questions
Will the Net Replace Thinking? -Pronominal questions

-Vocabulary questions
Untitled Passage -Multiple-choice items

-Vocabulary questions
Animals’ Behaviour -Pronominal questions

-Vocabulary questions
Social Networks -Multiple-choice items

-Vocabulary questions
All the Hungry People -Multiple-choice items

-Vocabulary questions
The Official English Movement -True/False/Not mentioned statements

-Vocabulary questions
Over Coming Jet Lag -Pronominal questions
Why so Many Children? - Multiple-choice items
Educating Girls is a Real Lifesaver -Pronominal questions
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In the second experimental condition, with regard to the first one, we adopted different

types of questions in order to achieve fair assessment, since the subjects’ agreement or

disagreement with the writers’ opinion can never be deemed to be true or false answers. In

like manner, to reveal the effect, in case there is any, the reward could bring to the variables

of interest in this study.

If we take the example of ‘Over Coming Jet Lag’, the article is, in all likelihood, related

to learners’ everyday life, and the title was written on bold with intent to turn the learners’

attention to read it. The challenge facing the students in this topic is the length of the article.

Their accurate understanding of the text would be reflected by their ability to figure out what

the article attempts to cover, discover the most important ideas and illuminate those that are

least in importance, and then synthesize the most relevant ones. They are also expected to

explain the meaning of some vocabulary in the text. Thus, the purpose of this article is to

compel the students to go over its main points and then summarize them to earn the reward.

Likewise, the students are supposed to add some new vocabulary to their repertoire.

The incentive reading environment proceeded as follows:

 At first, the subjects were engaged in silent reading for approximately 20 minutes (the

allotted time for reading varies based on the length and complexity of the topics, cf.

section7.11.).

 Then, the teacher called on for volunteers to answer the reading comprehension

questions.

 The subjects’ answers were written on the board.

 Whole class discussion, to decide on the correct answers, was to follow.

 The correct answers were rewarded extrinsically, but the incorrect ones were not

punished; they were just provided with another chance. Accordingly, our schedule of

reinforcement was as follows:
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Figure5.1. Schedule of Reinforcement in the Intensive Reading Activities

Teacher student consequence

asked question        answered correctly                    a short story was administered

Teacher student consequence

asked question        answered incorrectly

short story was administered amelioration of behaviour               second  chance

 After rewarding the desired behaviours, some students were asked to read the

text out loud in front of the whole class.

 The subjects were provided with immediate feedback on their responses.

 Finally, they, in each reading session, were allowed to critically respond to the

subject read by verbally expressing agreement or disagreement with the ideas

of the texts (do you agree with the writer’s opinion? Why?) as well as share

their opinions with their classmates.

5.2.2.1. Further Details on the Experiments

It is pertinent to note that our theoretical perspective in supporting the subjects’ intrinsic

motivation is strongly grounded in the SDT (Ryan & Deci, 2000a), in the sense that we

attempted to satisfy their basic needs of competence and autonomy. Autonomy, to a large

extent, was supported in the classroom. The subjects had some control over their reading: We

provided them with the opportunity to express a sense of choice in the target tasks. From time

to time, they were asked to choose among different topics the most interesting ones to read in

the coming weeks. Due to time constraints, only the choices of the majority were taken into

account. Practically, providing choices for learners to select what to read spurs them to have

discussions with their classmates about what to read, predict what the text will be about,
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suggest other alternative topics that match their interests, and, most the times, prompts the

reluctant learners to be involved. After each reading phase, the same subjects were requested

to freely share their opinions towards the text read (if it was interesting or not, and if they

were willing to read such text another time). The more the topics provide them with new

knowledge, drive them to call on their background knowledge, and acquire new vocabulary;

the more they were ranked as highly interesting. Perceived competence was also supported in

reading. The reward offered was informational: an attribution for students’ success. It

informed the subjects about their competence in the target activity and confirmed their beliefs

that they were reading.

Similarly, in this work, intrinsic and extrinsic motivation are regarded additive. In other

words, we commenced (in experiment 1) by arousing the students’ interest to read, wherein

we drove them to read and perform some reading activities in the classroom for the enjoyment

inherent in these activities (they were not extrinsically reinforced), then interest was

maintained by one type of extrinsic motivation (short stories) that was contingent upon their

effective performance at the intensive reading exercises (in experiment 2). This is why the

reading comprehension questions (representing some items of intensive reading) were very

essential exercises.

Clearly, the ultimate focus of the current investigation is not the impact of short stories as

an extrinsic reward during a learning how to read phase, rather it purports to clarify the effect

of this incentive on the students’ intrinsic motivation, reading motivation, and performance

during their achievements in a reading practice phase. This was, in fact, accomplished by

coercing them to practice reading intensively in the reward condition. Nevertheless, in the two

experimental conditions, the texts chosen are up-to-date; they contain challenging tasks, have

medium length and are authentic to enhance the subjects’ knowledge with English, its

convention of use, and culture.
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Furthermore, to create variations in reading and to concurrently interest the majority of

the subjects in the experimental tasks, we relied on a combination of literary, expository, and

scientific texts. All the texts were printed. Still, the major reason is to implement a learning

environment for reading, support the learners’ EFL intrinsic reading motivation so that they

enjoy reading, persist more at the reading exercises, put more effort to accomplish these tasks,

place high value on reading, feel relaxed, and their perceived competence will be heightened,

resulting in ameliorating their motivation and reading comprehension performance as well.

At first sight, the reading comprehension questions might seem short and easy; however,

the rationale is to drive the subjects to read all the parts of the texts, have a sufficient exposure

to English, call on their background knowledge, find out relationships among ideas, figure out

the meaning of unfamiliar words from their context or consult dictionary, come to

conclusions, and indicate their stance vis-à-vis the writer’s opinion in the passage.

Consequently, the students’ attentive reading of the texts, their focus on the most and less

important ideas, repeated use of the dictionary for simplifying new vocabulary, and their

endeavours to discover answers, which are explicitly or implicitly stated in the texts, would be

highly reflected by their correct responses, i.e., successful comprehension of the texts so that

the reward is offered.

Utilizing sets of questionnaires is the method we chose for the data collection. The

justification for such choice is that, a questionnaire—among many other important research

instruments—can be a viable tool of research used in the study of a research problem or for

testing out the research hypothesis. It is extensively used to collect detailed information about

facts, the simple’s level of knowledge, opinions, expectations, attitudes, and among others.

Due to the nature of the variable investigated: motivation, which is a difficult internal

factor to measure, its assessment, requires direct observation of students’ behaviour in the

classroom or through series of questionnaires. In addition, we believe that questionnaires

remain a private way that impel learners to reveal their attitudes and reasons for acting
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without embarrassing or making them afraid of disclosing them, and, therefore, quantify their

attitudes towards the variable of interest in this work.

Accordingly, a formal standardized questionnaire is defined as “a survey instrument used

to collect data from individuals about themselves, or about a social unit such as a household

or a school. A questionnaire is said to be standardized when each respondent is to be exposed

to the same questions and the same system of coding responses” (Siniscalco & Auriat, 2005,

p.3).The questionnaire should, then, yield the differences in the way participants respond to its

items, which indicate differences among the participants, but never “differences in the

processes that produced the answers” (Siniscalco & Auriat, 2005, p.3).

Global ratings (Marczyk, DeMatteo, & Festinger, 2005), as a form of self-report, are the

techniques we employed for responding to the questionnaires’ items. This technique is often

used to quantify the subjects’ attitudes towards a given variable, through asking them to rate

their responses to a summary statement on a numerical continuum of possible responses (in

our case, from strongly disagree to strongly agree). This approach is very effective in

notifying how much a student enjoys something (e.g., a new teaching method), it cannot,

however, tell why this person loves or hates it.

The response options, in the two questionnaires, have been ordered on a five-point Likert

scale as follows: 0=strongly disagree, 1=disagree, 2=neutral, 4=agree, 5=strongly agree. In

fact, it has been constructed that way for we believe that this is a more restricted rating way in

pedagogy: Students’ levels of disagreement reflect only negative responses to the scales, so

they were given the lowest scale scores vis-à-vis their levels of agreement, which received the

highest scores.

It is to say that in semester one, two tools of the current research were administered. The

MRQ was taken at the beginning of the semester, and the IMI at the end of it. While in the

second semester, two measures were given over a one–day period at the beginning of the

semester, and three measures over a two-day period at the end of it. At the beginning of the
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semester, both the pre-reward reading comprehension test and the MRP were taken at the

same day. At the end of the semester, the post-reward reading comprehension test and the

MRP were taken on day one, the IMI on day two.

5.3. The Pilot Study

The significance of a pilot study in any scientific enquiry cannot be overemphasized by

researchers, in the sense that it is never enough to stress its importance in any scientific

investigation. As a trial policy, the pilot study is unarguably the primary prerequisite step in

any data gathering. It is often conducted to help researchers eliminate the inevitable problems

in the design of their research and assist them in the design of efficient research tools prior to

conducting the main investigation (Robson, 1993). Accordingly, we commenced by carrying

out a pilot study in order to look for possible deficiencies in the design of the experiments,

validate, assess, and increase the reliability of the adapted tools of research (questionnaires)

that are scheduled to be used during the data collection stages of the present study.

5.3.1. Sampling in the Pilot Study

The sample of the pilot study was composed of 20 second year (LMD) students of

English as a foreign language, which was randomly taken from a population of about 671

students of English Licence at the Department of Letters and English Language, MU-C, at the

beginning of the academic year 2013/2014.  It was composed of 7 boys and 13 girls.

5.3.2. The Pilot Experiments

In the present thesis, the pilot experiment (was devoted only to examine the effect of the

present reward on students’ intrinsic motivation) seeks to assess the feasibility and time for

the experiment through uncovering the impact of the literacy-related reward on a small size of

participants prior to the design of the main study, and also confirm, evaluate, and ensure the

reliability of the IMI, which is meant to assess the subjects’ situational levels of intrinsic

motivation with regard to the intensive reading activities.
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The pilot experiment took place in a tutorial class time in two sessions over one week.

The subjects were not aware that they were part of an experiment. In the first session, they

were asked to choose among five topics the most interesting one to read it and answer its

reading comprehension questions. The suggested topics were: ‘Olympic Games’, ‘Babies’,

‘Social Networks’, ‘Food for Learning’, and ‘The World Is Warming’. The majority of

students lavished most of their attention on two topics:  ‘Babies’ and ‘The World Is

Warming’. Thereupon, one topic (Babies) was given in the first pilot experiment and the

second (the World Is Warming) in the next pilot experiment (to ensure that all the participants

will work on the same topics). Both topics contain two tasks. The first task contains 6

multiple questions, with four alternatives, and the second one contains vocabulary questions

(synonyms).They assess students’ levels of understanding of the texts (cf. Chapter 8, section

7.5.-7.10.).

The first pilot experiment took place like any regular classroom activity. The papers that

contain the reading activities were distributed to all the students. Subsequently, the researcher

moved around the room to ensure that all the students were actively involved in the target

activity. They worked on the activities individually without time limit. The time for the

completion of the activities did not exceed 30 minutes. Only few students (6 out of 20) were

observed to collaborate with each other, the researcher did not interfere in order not to make

them feel tense. When the students completed the target activity, the papers were collected

then the IMI was administered. We told them that we were interested in knowing how they

felt exactly about the target activity. The way how to fill in the IMI was explained to the

learners by an example we wrote on the board. After that, a classroom discussion was held to

decide on the correct answers, and to choose the participants who were able to respond

correctly to the target task.

Like the first pilot experiment, the same procedures were replicated in the second one.

However, that time short stories were delivered, once the classroom discussion was
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terminated, in response to their successful performance. At the end of the experiment, the

same IMI was administered to the subjects.

5.3.3. The Pilot IMI

The adapted version of the IMI in the pilot study(cf. Appendix F) consists of 20 items

scored on a five- point Likert scale from strongly disagree (0) to strongly agree (5). It assesses

interest/enjoyment (4items), competence (4items), effort (4items), value/importance (4items),

and pressure/tension (4items), as essential aspects of situational intrinsic motivation (cf.

Chapter 8). It was, in fact, administered on two different conditions. On condition one to

determine the participants’ subjective experience when they performed the target activity

divorced from any extrinsic reinforcers, and on condition two to uncover their subjective

experience when they were immediately rewarded after performing the reading activities

successfully.

5.3.3.1. Results of the Pilot IMI in Condition 1

We used SPSS software version 13.0 to calculate the scores for each individual

participant (cf. Appendix G). Since the pilot IMI (cf. Appendix F) contains both negative and

positive items, all the negative items (Q8, Q12, Q14, Q15, Q17, Q18, Q19) were reversed

scores before summing all the scores on the scale: The scoring scale runs in the opposite

direction. In our case, the score 5 indicates a favourable response to the scale, and 0 shows a

negative response, reversing the scores of the negatively-keyed items (5 4 2 1 0 instead of 0 1

2 4 5) is in order for all the items, both of the positively-keyed items and negatively-keyed

items, to measure the same factor.

The most common statistic used to describe the internal consistency reliability of a set of

items on Likert-type scales is ‘Cronbach’s alpha’. Alpha, which was developed by Lee

Cronbach in 1951(as cited in Tavakol & Dennick, 2011), is calculated to provide a measure of

the internal consistency of a test or scale; it is expressed as a number between 0 and 1.

Internal consistency indicates the extent to which all the items on a test or scale measure the
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same concept or construct. If Cronbach alpha is close to (1), the internal consistency of the

items on a scale is high. Whereas, alpha does not provide reliability estimates for the scale if

its value is close to (0). It is always recommended that alpha should be checked before a test

or scale is used to ensure validity.

Accordingly, calculating alpha is pivotal to increase the accuracy of the IMI and for

assessing its reliability prior to the data collection stage. The obtained alpha was (.67), it

signifies that there was (0.56) error variance (random error) in the scores (0.67×0.67=0, 44;

1.00-0.44=0.56)9. Since the same IMI was administered in the two pilot experimental

conditions, we limited ourselves to the analysis of the IMI in the first condition. The alpha of

the IMI in the second condition was (.70), it indicates that there was (.051) error variance

(random error) in the scores. One can notice that the reliability of the scale in condition one

was not very distinct from its reliability in the second pilot experimental condition.

The significance level for the Pearson product-moment coefficient of correlation

(Guilford & Fruchter, 1978) indicates that with 19 degrees of freedom and at (0.05) level of

significance, the required critical value for significance for the t-ratio is (.369).

Table5.3.
Item-Total Statistics for the Interest/Enjoyment Subscale

Corrected
Item-Total Correlation

Squared
Multiple Correlation

Cronbach's
Alpha if Item Deleted

Q1 .801 .703 .124
Q5 .442 .484 .525
Q9 .546 .555 .448
Q12 -.148 .157 .754

Table5.3. displays the items that correlated or did not correlate with each other on the

same subscale, squared multiple correlations, and how the alpha could increase if any item

would be deleted from the scale. By exploring the item-total correlations, we can see that

Q1(r=.80, p>0.05), Q5(r=.44, p>0.05) and Q9(r=.54, p>0.05) positively correlated with each

other, whereas Q12(r=-.14, p<0.05) produced a negative correlation. It means that Q12 was

not in fact measuring the same factor the rest of the items in the subscale were measuring.

9 This formula was taken from Tavakol and Dennick, 2011.
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Considering again the squared-multiple correlations, it becomes clear that Q12 was

significantly lower than the rest of the items. The obtained alpha of the interest/enjoyment

subscale was (.59). The Cronbach’s alpha of this subscale would increase to (.75) if Q12 were

to be deleted from the subscale.

Table5.4.
Item-Total Statistics for the Competence Subscale

Corrected
Item-Total Correlation

Squared
Multiple Correlation

Cronbach's
Alpha if Item Deleted

Q2 .551 .437 .039
Q3 .557 .382 .038
Q10 .373 .304 .259
Q15 -.490 .264 .731

The reliability coefficient for the competence subscale produced a very low alpha (.46).

The item total correlations of the competence subscale demonstrated quite positive

correlations between Q2(r=.55, p>0.05), Q3(r=.55, p>0.05), and Q10(r=.37, p>0.05). Q15(r=-

.49, p>0.05), on the other hand, did not correlate positively with the rest of the items,

signifying that it was not measuring the same construct as the rest of the items. With such

negative correlation, we might suggest that the subjects did not understand this question

because it was written in the negative form. The internal consistency of the subscale can

substantially increase from (.46) to (.73) if Q15 would be eliminated from the subscale.

Table5.5.
Item-Total Statistics for the Effort Subscale

Corrected
Item-Total Correlation

Squared
Multiple Correlation

Cronbach's
Alpha if Item Deleted

Q4 .649 .566 .477
Q6 .391 .288 .658
Q11 .610 .543 .501
Q18 .311 .247 .704
The computed alpha of the effort subscale was (.67). It emerges in the second column

on the left that three items on this subscale were positively correlated: Q4(r=.64, p>0.05), Q6

(r=.39, p>0.05), and Q11(r=.61, p>0.05).Nevertheless, only Q18(r=.31, p>0.05) that produced

the lowest correlation. Even if all the items were designed to assess the same factor, the

subscale’s reliability would increase to (.70) if Q18 would be removed from this subscale.
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Table5.6.

Item-Total Statistics for the Importance Subscale
Corrected

Item-Total Correlation
Squared

Multiple Correlation
Cronbach's

Alpha if Item Deleted
Q7 .418 .204 -1.708E-16a

Q13 .677 .668 -1.277a

Q16 .176 .874 .230
Q19 -.356 .825 .641

The value/importance subscale had a very low alpha of (.30). The corrected-items total

correlations column revealed that Q7(r=.41, p>0.05) and Q13(r=.67, p>0.05) positively

correlated with each other. Conversely, the aforementioned items did not correlate with

Q16(r=.17, p<0.05) and Q19(r=.-35, p<0.05), yielding low internal consistency for this

subscale. It emerges that deleting Q7 and Q13 would produce negative values; whereas, the

removal of Q19 would enhance the alpha (.64). Thereupon, simplifying these items for the

subjects is indispensable.

Table5.7.

Item-Total Statistics for the Tension/Pressure Subscale
Corrected

Item-Total Correlation
Squared

Multiple Correlation
Cronbach's

Alpha if Item Deleted
Q8 -.225 .392 -.422a

Q14 -.077 .041 -.811a

Q17 .092 .097 -1.431a

Q20 -.457 .356 .363
The pressure/tension subscale had a negative and even an unacceptable alpha (-.66). It is

apparent in Table5.7. that Q8(r=-.22, p<0.05), Q14(r=-.077, p<0.05), Q17(r=.092, p<0.05)

and Q20(r=-.45, p<0.05) had very negative correlations. Exploring the squared multiple

correlation column, with the exception of the first item, one might admit that all the rest of the

items still have low correlations. It is feasible to say that the reliability of the subscale would

not increase if we removed any of these items. Therefore, all the items on this subscale were

not consistent, i.e., they were not measuring the students’ anxiety when they performed the

task. The omission of this subscale could raise the internal consistency of the IMI in the

present investigation.
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5.3.3.1.1. Discussion

The more the items yield positive correlations between each other; the higher is the value

of the alpha. On the basis of the analysis of the IMI in condition 1, it becomes evident that the

items that have been found not to correlate with each other are: Q8, Q12, Q14, Q15, Q16,

Q17, Q18, Q19 and Q20, demonstrating that they were not appropriately measuring the same

concept the IMI intends to assess. This can be attributed to the fact that the subjects did not

understand the items clearly and the negative items misled them. As a result, we brought

about the following changes in questions’ wording order to simplify the items to the

participants.

Q12. ‘I think the reading activities were boring’. The meaning of the word ‘boring’ in this

question was obscure; therefore, it has been replaced by the word ‘not interesting’.

Q15. ‘I could not do the reading activities very well’ has been substituted for ‘I did not do

well in the reading activities’.

Q18. ‘I did not try very hard at these reading activities’ has been replaced by ‘I did not do my

best at these reading activities’.

Q16. ‘I think doing the reading activities could help me’ has been replaced by ‘I think doing

these reading activities is helpful’.

Q19. I think doing the reading activities is not useful the term ‘useful’ has been replaced by

‘important’.

Q8. ‘I felt nervous while doing these reading activities’. It emerges that the subjects did not

comprehend the actual meaning of the word nervous in this statement, so it has been

substituted for the word ‘worried’.

Q14. ‘I felt pressure when doing the reading activities’. The word ‘pressure’ also in this

statement has been substituted for the word ‘stressed’.

Q17. ‘I felt uneasy’ while doing the reading activities’. The word ‘felt uneasy’ has been

replaced by ‘I was very anxious’.
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Q20. ‘I was very comfortable while doing the reading activities’. To be more specific, the

word ‘comfortable’ has been replaced by the word ‘relaxed’.

In Q10, the word ‘pretty’ has been dropped because this item correlated moderately with the

rest of the items, demonstrating that its meaning was undetermined to the participants.

Subsequently, a close scrutiny of the pilot IMI was followed to compute the means and

standard deviations of its constructs for comparisons analysis.

Table5.8.
The Means and Standard Deviations of the IMI’s Factors in Condition 1

Items M SD
Interest/enjoyment 2.91 1.64
Competence 2.62 1.31
Effort/value 2.26 1.59
Importance 3.31 1.47
Tension/pressure 1.76 1.42

Table5.8. indicates the mean scores of the IMI in the pilot experiment. The mean scores

ranged from (1.76) to (3.31), suggesting that they were not very superior from each other. The

standard deviations laid between (1.31) and (1.64). The importance subscale produced the

highest mean score (M=3.31); whereas, the tension/pressure yielded the lowest mean score

(M=1.76). The mean score of the interest/enjoyment subscale (M=2.91), as an indicator of

intrinsic motivation, was higher than the competence (M=2.62), effort/value (M=2.26), and

tension/pressure subscales, but lower than the importance subscale. It can be concluded that

the informants reported that the experimental task was very important to them, felt relatively

interested, competent, and tried hard while performing the tasks. Consequently, the

participants felt relatively interested when they performed the reading tasks for no extrinsic

reward.

Table5.9.
The Means and Standard Deviations of the IMI in Condition 2

Items M SD
Interest/enjoyment 3.05 1.53
Competence 2.51 1.29
Effort/value 2.58 1.62
Importance 3.07 1.69
Tension/pressure 1.66 1.34
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Table5.9. presents the mean scores of all the items that constitute the IMI in the second

pilot experiment. As it can be clearly seen in Table5.9., the mean scores ranged between

(1.66) and (3.07) and the standard deviation between (1.29) and (1.69). The obtained mean of

the interest/enjoyment subscale (M=3.05) increased substantially; however, the negative

predictor of intrinsic motivation received the lowest mean score (M=1.66).

Table5.10.
The Means and Standard Deviations of the IMI in Condition 1 and 2

Condition 1 Condition 2
Items M SD Items M SD

Interest/enjoyment 2.91 1.64 Interest/enjoyment 3.05 1.53
Competence 2.62 1.31 Competence 2.51 1.29
Effort/value 2.26 1.59 Effort/value 2.58 1.62
Importance 3.31 1.47 Importance 3.07 1.69
Tension/pressure 1.76 1.42 Tension/pressure 1.66 1.34
By balancing the means of the pilot IMI in the first experimental condition (cf.

Table5.10.) against the means of condition 2, it appears that the means of both competence

and importance subscales decreased slightly, while the means of both effort and

interest/enjoyment subscales increased. Regardless of this little difference, it turns out to be

true that after receiving an extrinsic reward for their successful performance in the target

activity, the subjects reported that they felt competent, realized the importance of the

activities, and valued them as well.

Subsequently, the responses of each individual participant were summed and then divided

by the number of the items to obtain the full average of each participant’s intrinsic motivation

in the two conditions. Therefore, a t-test for related samples was run to determine if there is

any statistically significant mean difference between the students’ intrinsic motivation before

and after the administration of the reward.

Table5.11.
The Mean Scores of the Participants’ Intrinsic Motivation in the Two Conditions

Mean N
Std.

Deviation
Std. Error

Mean

Condition1 10.16 20 1.471 0.329

Condition2 10.28 20 1.780 0.398



191

In Table5.11., one can see the mean, standard deviation, and standard error of the mean

of the subjects under the two pilot experimental conditions (the no-reward and reward

conditions). Prior to the administration of the reward, the mean of the subjects was (10.16);

the standard deviation was (1.47), and the standard error of the mean was (0.32). On the

contrary, after the delivery of the reward, the mean of the participants on the IMI became

(10.28), the standard deviation was (1.78), and the standard error of the mean was (0.39). The

results substantiate that there was a slight numerical difference between the participants’

intrinsic motivation in the two pilot conditions.

Table5.12.
The Mean Difference between the Participants’ IM in the Two Conditions

Paired Differences

M SD
SD Error

M t df
Sig. (1-
tailed)

Condition1 -
Condition2

-0.120 2.761 0.617 .194 19 0.05

Table5.12.displays that there was a very small mean difference of (0.1) between the

students’ intrinsic motivation under the two conditions, with a standard deviation of (2.76)

and a standard error of the mean of (0.61).With 19 degrees of freedom, and at 0.05 level of

significance10, the required critical value for significance for the t-ratio is (1.72) (one-tailed

test). As the obtained t-ratio is very small (0.19); consequently, the findings were not

statistically significant. No statistically significant difference between the students’ intrinsic

motivation in the two conditions was obtained. Consequently, the difference between the two

tests was all most close to zero.

Given that the tension/pressure subscale is a negative predictor of intrinsic motivation,

and to avoid the influence of this subscale’s results on the rest of the subscales, another t-test

for related groups was conducted—apart from the tension/pressure subscale’s scores. It means

that the participants were given averages on the IMI in the two conditions by summing their

10 Guilford & Fruchter (1978)
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scores on each statement, then they were divided by the number of the items to end up with

their final averages.

Table5.13.
The Mean Scores of the Participants’ Intrinsic Motivation in the Two Conditions

M N SD SD Error Mean

Condition1 11.11 20 1.73 .38

Condition2 11.10 20 3.09 .69

As it is shown in Table5.13., the mean of the first experimental condition was (11.11)

with a standard deviation of (1.73) and a standard error of the mean of (.38). The mean, on the

other hand, of the second condition was (11.10), the standard deviation was (3.09) with (.69)

standard error of the mean.

Table5.14.
The Mean Difference between the Participants’ IM in the Two Conditions

Paired Differences

M SD
SD Error

Mean t df
Sig. (1-
tailed)

Condition1 -
Condition2

.012 3.97 .88 .014 19 0.05

Table5.14. displays the obtained mean difference between the reward and no-reward

pilot experimental conditions, which was (.01). The standard deviation was (3.97), and the

standard error of the mean was (.88). With 19 degrees of freedom and at 0.05 level of

significance the required t-ratio is (1.72) (one tailed-test). Given that the calculated t-ratio

(0.14) is smaller than the required t-ratio (1.72).Thereupon, the results were not statistically

significant. The major finding from the pilot experiments is that short stories were not the

effective reinforcers to enhance the subjects’ intrinsic motivation in reading activities.

5.3.4. The Pilot MRQ

The pilot MRQ aims at investigating the intrinsic and extrinsic motivation in reading

among undergraduate EFL students in order to assist in determining whether or not EFL

reading motivation is a multidimensional construct. A further purpose is to compute the
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reliability of the MRQ developed by Wigfield and Guthrie (1997) to adjust it to the present

setting, and, thus, to enable us to keep, modify, or eliminate unnecessary items. Due to the

fact that reliability and validity are indispensable in evaluating the adequacy of any research

tool, we intend to ascertain if the MRQ utilized for assessing L1 reading motivation can be a

valid measure for investigating adult EFL reading motivation, i.e., whether L1 reading

motivation’s constructs are similar to the constructs of EFL reading motivation in order to

ensure the questionnaire’s validity and reliability in the present setting (EFL reading).

The pilot MRQ (cf. Appendix D) encompasses 44 items that are tailored to tap into

students’ intrinsic and extrinsic orientations in reading. The scale tackles the following

reading dimensions: self-efficacy beliefs (3 items), curiosity (6items), challenge (5items),

importance (2items), involvement (6items), competition (6items), recognition (5items),

reading for grades (4items), and social reasons in reading (7 items). For each statement, the

participants were requested to rate their levels of agreement or disagreement on a 1-5 Likert

scale (from strong disagree to strongly agree). The rationale for adopting the MRQ is because

it represents all the reading motivational dimensions that have been empirically supported by

both L1 and L2 researchers (cf. Chapter 4).

5.3.4.1. Results of the Pilot MRQ

Table5.15.

The Means and Standard Deviations of the MRQ

Intrinsic

reading

motivation

constructs

Items M SD

Extrinsic

reading

motivation

constructs

ITMS M SD
Reading
self-efficacy

3.25 1.00 Reading
competition

4.08 1.01

Reading
challenge

3.67 1.15 Reading
recognition

3.65 1.04

Reading
curiosity

4.02 0.86 Reading for
grades

3.45 1.18

Reading
involvement

3.53 1.10 Social reasons
for reading

3.03 1.33

Reading
importance

3.50 0.47 3.55       1.14

3.59      0.91
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By looking into the computed means, in SPSS(cf. Appendix E), of the MRQ in

Table5.15., it is apparent that the intrinsic reading motivation variables, namely self-efficacy,

challenge, curiosity, involvement, and importance of reading yielded a mean score of (3.59);

conversely, the mean of the extrinsic motivation variables (competition, recognition, reading

for grades, social reasons in reading) was (3.55). The means of the pilot MRQ, in addition to

the difference between the two means, submits that the participants are, on average, more

intrinsically motivated in EFL reading than extrinsically. The finding substantiates the notion

that EFL reading is a multidimensional construct. Such preliminary results would confirm that

we are in the right direction of our investigation.

5.3.4.1a Item-Subscale Correlations on the Pilot MRQ

By using SPSS version 13.0, the alpha for the pilot MRQ in our context was (.84). It

implies that there was only (0.28) error variance (random error) in the pilot scale.

In Table5.16., the second column displays the correlations between a particular item and

the sum of the rest of the items. The last column shows what the value of alpha would be if an

item were to be deleted from the subscale.

Table5.16.
Item-Total Correlations for the Reading Efficacy Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q1 .355 .565
Q2 .494 .353
Q3 .375 .545

The reading efficacy subscale had an alpha coefficient of (.59). We can notice that (in the

third column) no individual alpha coefficient was found to go above it. The total correlation

column demonstrates that the three items did not correlate with each other. Q1(r=.35, <p.0.05)

and Q3(r=.37, <p. 0.05) were not measuring the students’ self-efficacy in reading Q2(r=.49,>

p.0.05) intends to measure. Accordingly, the first and the last item were obscure and puzzling.

Simplifying these two items can produce higher internal consistency in the subscale.
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Table5.17.
Item-Total Correlation for the Reading Challenge Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q4 .281 .644
Q5 .378 .593
Q6 .628 .495
Q7 .450 .556
Q8 .309 .636

The reliability coefficient for the reading challenge subscale was (.63).Q5(r.37, p>.0.05),

Q6(r=.62, p>0.05), and Q7(r=.45, p>0.05) were positively and strongly correlated, but

Q4(r=.28, p<0.05) and Q8(r=.30, p<0.05) produced very low correlations. It implies that Q4

and Q8 were not interrelated. In the third column, one may notice that the reliability of the

reading challenge subscale would increase to approximately (.64) if Q4 were to be deleted.

Since Q4 and Q8 did not correlate with each other, it indicates that they were not carefully

worded statements for the participants.

Table5.18.
Item-Total Correlations for the Reading Curiosity Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q9 .832 .578
Q10 .264 .746
Q11 .379 .728
Q12 .576 .667
Q13 .315 .737
Q14 .542 .689

The obtained alpha coefficient of the reading curiosity subscale was (.73). By looking

into the corrected item-total correlation column, it comes out that Q9(r=.83, p>0.05),

Q11(r=.37.9, p>0.05), Q12(r=.57, p>0.05), and Q14(r=.54, p>0.05) were rather strongly

correlated with each other. However, Q10(r=.26, p<0.05) and Q13(r=.31, p<0.05) had low

correlations.  By exploring the alpha if deleted, we can see that the removal of either Q10 or

Q13 from the subscale would maximize the alpha (.74). Again, these two items have been

found to be challenging for the participants.
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Table5.19.
Item-Total Correlations for the Reading Involvement Subscale

Corrected Item- Total Correlation Cronbach Alpha If Item Deleted
Q15 .316 .486
Q16 -.046 .616
Q17 .351 .478
Q18 .102 .582
Q19 .387 .446
Q20 .668 .281

The estimated reliability of the reading involvement subscale was (.54). Item-subscale

correlations for Q15(r=.31,p<0.05),Q16(r=-.04,p<0.05),Q17(r=.35,p<0.05),and

Q18(r=.10,p<0.05) were noticeably lower than those of Q19(r=.38,p>0.05) and Q20(r=.66,

p>0.05). Table5.19. displays that a larger subscale alpha would be obtained (0.61) if Q16

were excluded. These results suggest that the items of the reading involvement subscale

should be carefully modified.

Table5.20.
Item-Total Correlations for the Importance Subscale

Corrected Item-Total
Correlation

Cronobach Alpha If
Item Deleted

Q21
Q22

.430

.430
.a

.a

As it can be clearly seen in Table5.20., there was a strong correlation between

Q21(r=.43,p>0.05) and Q22 (r=.43, p>0.05). The overall alpha if these two items were not

included, nevertheless, would yield negative results. This can be justified by the reason that

few or reduced items result in low alpha. The removal of this subscale from the MRQ would

probably result in higher consistency. However, more adjunct items on the importance of

reading subscale, as a central aspect of intrinsic motivation, are required and these two items

will be worded differently.

Table5.21.
Item-Total Correlations for the Competition in Reading Subscale

Corrected Item- Total Correlation Cronbach Alpha If Item Deleted

Q23 .613 .708
Q24 .720 .689
Q25 .482 .744
Q26 .386 .800
Q27 .474 .748
Q28 .621 .722
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The overall alpha of the reading competition’s subscale was (.76). The second column

ascertained strong correlations between all the items on this subscale (p>0.05). The alpha

coefficients for all the items indicated high internal consistency. It emerges that all these items

measured the subjects’ competition in L2 reading, and, therefore, they optimized the scale’s

reliability.

Table5.22.
Item-Total Correlations for the Reading Recognition Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q29 .247 .615
Q30 .461 .509
Q31 .502 .503
Q32 .102 .681
Q33 .586 .431

The reliability coefficient for the recognition subscale was (.61). Q30(r=.46,p>0.05),

Q31(r=.50, p>0.05), and Q33(r=.58, p>0.05) proved strong correlations between each other,

but Q29(r=.24, p<0.05) and Q32(r=.10, p<0.05) did not correlate with them. Certainly, the

subscale’s alpha would only raise to (.68) if Q32 were removed.

Table5.23.
Item-Total Correlations for the Reading for Grades Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q34 .493 .556
Q35 .576 .518
Q36 .366 .655
Q37 .370 .639

The alpha reliability coefficient for the reading for grades subscale was (.65). In the

second column, we can notice that Q36 correlated at (.36) and Q37 at (.37); whereas, Q34

correlated at (.49) (p>0.05) and Q35 at (.57) (p>0.05). It comes out that Q34 and Q35

correlated strongly and positively, but they did not correlate with Q36(r=.36, p<0.05) and Q37

(r=.37, p<0.05). Therefore, Q36 and Q37 yielded low correlations. It becomes evident that

these two items were not measuring the same factor the remaining items did.
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Table5.24.
Item-Total Correlations for the Social Reasons in Reading Subscale

Corrected
Item- Total Correlation

Cronbach
Alpha If Item Deleted

Q38 .658 .727
Q39 .467 .771
Q40 .417 .777
Q41 .458 .768
Q42 .481 .764
Q43 .531 .755
Q44 .600 .742

The overall alpha of the social reasons subscale was (.78). The item subscale correlations

of Q38, Q39, Q40, Q41, Q42, Q43, and Q44 were positively and strongly correlated. Their

correlations ranged between (.40) and (.65). The subscale indicates good internal consistency

among its items. All the items measured the participants’ social reasons in reading, and the

latter was a very dominant reading motivation factor among the participants.

5.3.4.1b Discussion

After analyzing carefully the results of the pilot MRQ, all the items that produced low

alpha have been simplified for use in the main study. In this regard, the changes that have

been made to the pilot MRQ are as follows:

Q1. ‘I will do well in reading activities next year’ would be the substitute for ‘I will perform

well in reading activities next year’.

Q3. ‘I learn more from reading than most students in the classroom’. It presumes that the

participants were confused with what the word reading signifies (is it intensive or extensive

reading?), that is why it has been narrowed down to ‘I learn more from performing reading

activities than most students in the classroom’.

Q4. ‘I like to read hard, challenging passages in English’. It is because the learners

misunderstood the word ‘challenging’, it has been replaced by ‘complicated’.

Q8. ‘If the passage I am reading in English is very difficult, I do not care how hard it is to

read it’ would be the substitute for ‘If the passage I am reading in English is very interesting,

I put a lot of effort to understand it’.
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Q9.’I enjoy reading texts about living things’ has been removed for the main reason that it is

not suitable for the participants.

Q10. ‘If the teacher discusses something interesting in the classroom, I might read more

about it in English’. To put more emphasis on the subjects’ orientations in reading, this item

has been substituted with ‘If the topics we discuss in the classroom are interesting, I usually

read more about them in English’.

Q13. ‘I like to read in English about new things’ has been replaced by ‘I like to read in

English about new information’.

Q15. ‘I like to read in English about fantasy and make believe’. It is apparent that when the

participants were confronted with the word ‘fantasy’, they could not approach its meaning so

it has been changed by ‘fiction’ to unveil their involvement in reading.

Q16. ‘I like to read about mysteries things in English’ has been removed from the scale.

Q17. ‘I sometimes feel myself immersed in something I read in English’. Being immersed in

reading is an imperative motivational aspect in reading. By exploring the correlation of this

item with the rest of the items, it appears that the respondents did not comprehend the

meaning of ‘immersed’, and to ease its interpretation by the target population, the statement

has been worded differently ‘I sometimes lose track of time when I read about topics that

interest me in English’.

Q18. ‘I like to read topics in English about new adventure’. What the word ‘adventure’

denotes in this statement was implicit to the subjects, it has been, therefore, replaced by

another and more simplified one in order to remain in the same scope, which is ‘I make

pictures in my mind when I read in English’.

Q29. ‘I like when the teacher says I am good at reading’ has been replaced by ‘I like when the

teacher says I read well in English’.

Q32 ‘I like when someone recognizes my reading’ is the substitute for ‘I like when someone

appreciates my reading performance’.
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Q36 ‘I read a lot in English to improve my grades’ it emerges that the word ‘grades’ was

vague; consequently, it has been replaced by ‘marks’.

Q40. ‘My friends and I like to trade things to read in English’. The word ‘to trade’ has been

replaced by ‘to buy’, and ‘things’ by ‘short stories’ so that the subjects can easily approach

their meanings.

Q41. ‘I sometimes read to my brother or sister in English’ has been dropped.

Q44. ‘I like when the teacher asks me about what I am reading in English’ has been deleted to

avoid redundancy as the same question will be used in the MRP.

The results of the pilot MRQ prompt many conclusions. Indeed, the pilot study has

cleared the way for controlling the adequacy of the MRQ in the present setting, and through

its analysis, and to gauge the reading dimensions that are of major concern in this study, the

44 items has been reduced to 40 items on a five-point scale (ranging from 0 to 5). However,

we think that measuring the students’ importance in reading with only two items was not

enough. This is why an additional item will be added and even to the self-efficacy subscale to

end up with 42 statements (cf. Appendix K).

5.3.5. The Pilot MRP

The MRP (cf. Appendix I) was administered to assist in collecting further, important data

on the learners’ habits in reading as well as their EFL reading motivation. It is because the

subjects’ motivation in reading is of primary concern in this study, and we are interested in

using short stories as a motivational strategy to intrigue them to read, it is pertinent, therefore,

to discern if reading, intensively or extensively, is part of the students’ daily routine activities

and whether or not they practice reading outside the classroom, in addition to the value they

give to EFL reading and, equally, the way they appraise themselves as English readers.

5.3.5.1. Results of the Pilot MRP

The MRP is composed of two main parts. The first part is intentionally designed to tap

into the students’ habits in reading, wherein we requested whether they go to the library (Q1)
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or not, the frequency of engaging in reading through determining how much time they allotted

for reading their lectures (Q4), magazines (Q5), surf the Internet to prepare for their lectures

(Q6), the kind of texts they prefer to read about, (Q2) and some of the problems encountered

when they read in English (Q3). The second part assesses the value they give to EFL reading

and their self-concept as English readers.

The global analysis of the results of the pilot MRP can be summarized as follows. The

analysis of question 1 reveals that after spending one year at the university, the students rarely

go to the library. Question 2 indicates that they do not allocate any time to read their lecture

notes, and the scrutiny of Q3 clearly discloses that they never read English magazines. The

students discerned (in question 4), further, that they infrequently use the Internet to read and

prepare for their lectures.

In SDT, intrinsic motivation is enhanced provided that learners’ interest in reading is

appropriately supported in the classroom, Q5, thereupon, was very important to be asked. It

appears that what completely absorbs learners in reading are texts about sport and articles, in

English, on general knowledge.

Comprehending the major causes behind the subjects’ reading impediments (Q6) would

be essential to direct us decide on the intensive reading activities we intend to use in the main

study. It emerges that the students’ problems in reading are largely caused by their lack of

knowledge about the topic, vocabulary, and summarizing the main idea of the text. This can

be attributed to the nature of the target language students are struggling to learn, the

inappropriate use or unawareness of reading strategies, and the raison d'être is that students do

not practise reading outside the classroom; they are extremely satisfied with the very few

readings they do in the classroom. However, the subjects did not suggest any further

problems.

Assessing the students’ motivation to read in order to disclose how they would respond to

the experimental conditions, a raw score for the value and self-concept subscales, then, was
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calculated for each student. The analysis of the results of the value subscale substantiate that

the scores ranged between (20) and (34), indicating that they were above the average (>20),

and the ones of the self-concept ascertain that the scores ranged between (20) and (38); they

were also above the average(>20). The preliminary finding submits that the students earned

high sub-scores in the full survey, reflecting positive responses, and that the negative

responses were not mystifying

5.3.5.1cDiscussion

The subjects attained high scores in the pilot MRP, illustrating that they attach high value

to EFL reading, and they have high self-concept in reading. However, this is incompatible

with their responses that they do not often endeavour to read at home. Consequently, the

implementation of a classroom reading environment is pivotal to assist us in achieving the

present research purposes. In like manner, they confirmed that the students do not surf the

Internet neither to read in the target language nor to prepare for their lectures, asking them if

they take advantage of this social network to read for leisure is an additional, curious question

to be answered by the respondents in the main study. Given that they did not reply to the

second part of Q3, it will be certainly removed from the main study. The results of the pilot

MRP are really motivating to commence the main study. Still, concerning the first part in the

pilot MRP, it has been removed to be inserted in the MRQ for use in the main study.

Conclusion

The beginning of the chapter has been devoted to the present research methodology,

opening with situation design, experiments, and a short description of the tools of research, to

end up with the findings of the pilot study. Indisputably, the pilot study was indispensible in

helping us validate the tools of the present research and identify the weaknesses in the present

investigation prior to launch the main study. The results of the analyses of the questionnaires

provide important information about all the items that were ambiguous, the questions that
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have to be modified or added, and the statements that were inappropriate to the target

population’s level or to the present setting.

The finding of the pilot experiments was not in the right direction of the first hypothesis;

this can be attributed to the short-term effect of the reward. We remain convinced of the

requirement for investigating the long-term effect of the reward on the students’ intrinsic

motivation so that all the participants would benefit from the reward, to observe carefully

whether the students persist in an incentive-reading environment, and if short stories can be

effective reinforcers for creating interest in reading activities, and by turn enhance

undergraduate EFL students’ motivation and performance. The time allocated for the reading

activities was sufficient for all participants. Thus, we expect that when these tools of research

will be utilized with a larger sample size over a long period of time, the findings would be

more significant.
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Introduction

Chapter 6 is an attempt to give a best shot at the target population’s habits in reading and

gauge their EFL reading motivational orientations as well. It outlines the measuring

instrument of reading and reading motivation, its administration as well as purpose. In

actuality, this chapter embraces two major parts. Part one aims to accurately assess the

frequency of reading by portraying how much time (per day, week, or month) the participants

read about their lecture notes, on the Internet, for recreational, and so on. Part two, on the

other hand, explores the different dimensions of EFL students’ reading motivation to bring to

light whether they are intrinsically or extrinsically oriented in reading. Interpretation and

discussion of the results are presented at the end of each corresponding part.

6.1. Purpose of the MRQ

The rationale behind adapting the MRQ  in this study is due to the fact that it assesses the

different possible dimensions of reading motivation, namely intrinsic and extrinsic reasons in

reading, and since we are exceptionally interested in revealing whether the reward enhances

or decreases the learners’ intrinsic motivation in reading, we think that the MRQ is more

comprehensive, reliable, and relevant to enable us to discern the probable dominant reading

dimensions among the sample prior to allocate them to the experiments.

6.2. Description of the MRQ

Prior to become acquainted with the subjects’ attitudes towards reading, it is reasonable

to embark upon their reading habits, frequency, some problems, along with their preferences

in reading. In this regard, part one in the MRQ (cf. Appendix K) is intended to scrutinize the

frequency and amount of reading in the target language. The subjects were requested to

indicate how much time (per day, week, or month) they allocate for reading their lecture notes

(Q4), surf the Internet to prepare for their lectures (Q6), read English magazines(Q5), and

read for pleasure (Q7). Likewise, they were asked to rate how often they go to the library

(Q1), the kind of reading materials they prefer to read about (Q3), and recognize what causes
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them problems when they read in English (Q2). They were required to circle the response(s)

that best describe(s) them. Their responses, therefore, assist in the selection of the reading

materials that are intended to be utilized in the main study, and also discern their reading

habits outside the classroom.

However, before going further in describing the MRQ, we need to admit that we

administered 42 items, but because 4 participants did not respond to two items on the reading

competition subscale (Q25 and Q27) for a reason which we do not know, these two items

were removed from the scale to end up with only 40 items (cf. Appendix K).

In the current investigation, the MRQ, which is a self-rated assessment, is divided into

two main subscales. The first subscale taps into the students’ intrinsic motivation in reading,

and the second one assesses their extrinsic reading motivation. Self-efficacy (4 items),

curiosity (5items), involvement (5items), challenge (5items), and importance (3 items) in

reading fall in the intrinsic reading motivation subscale. Competition (4 items), recognition

(5items), reading for grades (4items), and social reasons (5items) in reading tackle the

extrinsic orientations in reading. The respondents were expected to specify the extent to

which they are motivated to read by indicating their level of agreement and disagreement with

the 7 dimensions that construct the MRQ on a five-point Likert scale, from 0= strongly

disagree, 1=disagree, 2=neutral, 4= agree, to 5= strongly agree.

6.3. Administration of the MRQ

Under the supervision of the researcher, the participants in the two groups completed the

MRQ at the beginning of a regular WE tutorial session. Prior to the distribution of the papers,

the objective of the questionnaire was clearly explained: We informed them that we seek to

know how they feel about reading. Subsequently, an example was written on the board to ease

the way for the subjects to respond to the scale’s items. Then, they were asked to read

attentively each item and decide on the most appropriate response options for them. They

were also alerted to the fact that there is no right or wrong answer, they were required simply
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to record their answers accurately, and they were also allowed to ask questions. We assured

them about the confidentiality of their responses and names. The completion of the

questionnaire did not go beyond the limit of 15 minutes. After that, the papers were collected

for analysis.

6.4. Results of the MRQ

6.4.1. Results of Part 1

Table6.1.
I Go to the Library

Response options N P
Always 2 2.2%
Sometimes 24 26.4%
Rarely 35 38.4%
Never 30 33%
Total 91 100.0%

Question 1 was asked to determine who among the target population are library-goers. By

exploring the percent responses’ column, it emerges that among all the subjects only a very

small minority of students(2.2%)  who are library “habitués”, 24(26.4%) informants admitted

that they sometimes go to the library, 35(38.4%) rarely go to the library, and 30(33%) never

go to the library.

Reading in English is a challenge for the majority of students. Figuring out about the

major causes of their reading comprehension’s impediments is indispensable not only to know

who are our subjects, but also to devote special attention while deciding on the exercises they

are expected to undertake in the second semester (even though the focus of the present work

is neither to remedy the learners’ problems in reading nor teach them how to read).

Table6.2.
Which One(s) Do You Rate as the Main Cause(s) for Your Reading Problems?

Response options N P
Vocabulary 47 51%
Unfamiliarity with the topic 28 30.8%
Finding out main ideas 11 12%
Summarizing the main idea 16 17.6%
Total 102 111.4%11

11The subjects were allowed to have more than one choice.
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It is apparent in Table6.2. that a total of 47 out of the 91 questioned students rated

vocabulary as their major comprehension setback, unfamiliarity with the subject read hinders

the understanding of 28(30.8%) students; 11(12%) respondents attribute their problems in

reading to be mainly caused by their failure to find out main ideas, and summarizing main

ideas, for 16(17.6%) respondents, is the raison d'être for not comprehending easily everything

they read.

Table6.3.
Which One Do You Like to Read about?

Response option N P
Texts about sport 16 17.5%
Texts related to scientific issues 23 25.3%
Literary texts(poetry, narrative texts) 41 44%
Texts about American and British history 10 11%
Texts in politics 2 2.2%
Articles on general knowledge 35 38.4%
Total 127 138.4%12

Q3 is tailored to allow for a global view about the kinds of reading materials—among the

suggested ones—that appeal to all the subjects. Table6.3. indicates that while a high

proportion of respondents (44%) have preference for reading literary texts (e.g., poetry and

narrative texts), 35(38.4%) favour articles on general knowledge, and 23(25.3%) enjoy

reading texts related to scientific matters. In addition,  16(17.5%) students favour reading

texts about sport, and 10(11%) students like reading about American and British civilization,

but only a small minority, representing (2.2%) of the population, prefer reading texts in

politics.

Table6.4.
I Read My Lecture Notes

Response option N P
Once a day 9 9.9%
Once a week 34 37.4%
Twice a week 19 20.9%
Once a month 17 18.6%
Never 12 13.2%
Total 91 100.0%

12 Multiple-choice answer
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Q4 is directed to discern the frequency of practicing reading outside the classroom in

terms of determining how much time (per day, week, or month) the subjects devote to read

their lecture notes. Reading through the column percent, it comes out, in Table6.4., that only

a small minority of respondents(9.9%) read their lecture notes once a day, (37.4%) once a

week, (20.9%) twice a week, (18.6%) once a month. A total of (13.2%) of respondents, on the

other hand, never read their lecture notes.

Table6.5.
I Read English Magazines on the Internet

Response option N P
Once a day 0 0%
Once a week 6 6.6%
Twice a week 1 1.1%
Once a month 10 11%
Never 74 81.3%
Total 91 100.0%

Table6.5. illustrates whether or not the participants surf the Internet to read English

magazines, as can be regarded in the same table, among all the questioned students, no one

reads English magazines one time a day; (6.6%) of participants read it once a week, (1.1%)

twice a week, (11%) once a month, and the great majority of the participants, representing

(81.3%) of the population, never utilize this social network to read magazines in the target

language.

Table6.6.
I Read on the Internet to Prepare for My Lectures

Response option N P
Once a day 18 19.8%
Once a week 26 28.6%
Twice a week 6 6.6%
Once a month 22 24.2%
Never 19 20.8%
Total 91 100.0%

Due to the widespread of the use of this social network, and through asking this question,

we aim at identifying who, among the target population, frequently read on the Internet to

prepare for his/her lectures. It emerges in Table6.6. that only 18(19.8%) students benefit from

the Internet once a day to prepare for their lectures, 26(28.6%) once a week, 6(6.6%) twice a
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week, 22(24.2%) once a month, and a total of (20.8%) of students never utilize this social

network to prepare for their lectures.

Table6.7.
I Read on the Internet for Pleasure

Response option N P
Once a day 29 31.9%
Once a week 17 18.6%
Twice a week 12 13.2%
Once a month 19 20.9%
Never 14 15.4%
Total 91 100.0%

Still in the same scope requesting how often the Internet is acceded by the subjects to

read for pleasure. By looking through the column percent in Table6.7., it becomes clear that

the majority of participants, who represent (31.9%) of population, read once a day on the

Internet for pleasure, 17 informants read once a week, 12 twice a week, 19 once a month, and

14 respondents never use the Internet as a means for recreational reading.

6.3.1.1. Discussion

At first, we expected that the subjects have developed the habit to read and go to the

library after spending a whole year studying at the university and become English majors, the

scrutiny of these seven questions, however, indicated the opposite. The library as a good place

to spend time reading or performing other activities related to learning is not the favourite

place for the majority of respondents. The supposition made is that most of the participants

are not keen library goers. The informants’ limited vocabulary in the target language hinders

their comprehension when they read more than the novelty of the topic to them, that is why

one can say that vocabulary is the students’ ‘nightmare’ in reading.

Likewise, the participants confirmed that they have preference for reading literary texts,

articles on general knowledge, and texts that discuss scientific matters more than texts about

sport, politics, or even texts about American and British history. Even if they are foreign

learners, it is apparent that reading about American or British history does not appeal to them.

Moreover, the participants seemingly have little time for reading their lecture notes, English

magazines, or even reading on the Internet to prepare for their lectures or for pleasure; most of
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their time is spent on the Internet doing other activities. It is quite objective to say that reading

is not part of the high majority of the subjects’ daily routine activities, and many of them

prefer to spend their time undertaking other activities (e.g., face-booking, twittering, etc.) over

reading.

6.3.2. Results of Part 2

To estimate the strength of the reliability of the 40 items on the MRQ, the coefficient

alpha was computed. The MRQ has a large alpha (0.85)13, and, therefore, this scale can be

considered as a reliable tool of research in the present setting.

6.3.2.1. The Reading Self-Efficacy Subscale’s Results

The self-efficacy subscale, which is composed of 4 items, enquires into how the

participants appraise their competence beliefs in reading and performing reading activities as

well. This subscale is in accord with the competence (in the IMI) and self-concept (in the

MRP) subscales.

Item 1 on the self-efficacy subscale is the first attempt to measure the participants’

expectancy of success in performing reading activities. As it can be seen in Table6.8., 4

respondents out of 91 disagreed, 13(14.2%) expressed no opinion, a total of 37(40.7%)

respondents agreed, and equally (40.7%) concurred strongly with the same statement. It

emerges that most of the questioned students indicate positive expectancy beliefs for success

in reading.

Table6.8.
I Will Perform Well in Reading Activities Next Year

13 The value of the obtained alpha is close to 1 rather than to 0(cf. section 5.3.3.1).

Response options N P
Strongly disagree 0 0%
Disagree 4 4.4%
Neutral 13 14.2%
Agree 37 40.7%
Strongly agree 37 40.7%
Total 91 100.0%
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The second item, on the self-efficacy subscale, seeks to uncover whether (or not) the

subjects have positive competence performance beliefs in reading. The results of Table6.9.

indicate that a high proportion of (42.9%) of participants were neutral, only (2.2%) strongly

disagreed, (16.5%) disagreed, against (34%) agreed, and only a minority of respondents,

representing of (4.4%), indicated strong agreement on this item. For the reason that the

highest frequency of this item was achieved in the mid-side of the subscale (neutral), one

needs to admit that the majority of students are not confident enough to perceive themselves

as self-efficacious readers.

Table6.9.
I Am the Best at Reading in the Classroom

Response options N P
Strongly disagree 2 2.2%
Disagree 15 16.5 %
Neutral 39 42.9%
Agree 31 34%
Strongly agree 4 4.4%
Total 91 100.0%

The third item, on Table6.10., has been designed to provide some useful insights into

how the students deem their competence beliefs in reading relative to their classmates. Again,

a total of (40.7%) of students were neutral, (3.3%) strongly disagreed, (29.6%) disagreed,

(24.2%) agreed, and only a very small minority of students (2.2%) strongly concurred with

this item. Like in the previous item, the highest frequency of this item also falls in the mid-

side of the subscale.

Table6.10.
I Learn More from Performing Reading Activities Than Most Students in the Classroom

Response options N P
Strongly disagree 3 3.3%
Disagree 27 29.6%
Neutral 37 40.7%
Agree 22 24.2%
Strongly agree 2 2.2%
Total 91 100.0%

Still concerning the students’ beliefs in reading, Table6.11. displays that there was a

(24.2%) to (41.8%) agreement on the fact that reading is not their weakest language skill.
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Conversely, there was only a (6.6%) to (12%) disagreement, and only (15.4%) for the neutral

viewpoints.

Table6.11.
Reading is Not My Weakest Language Skill

Response options N P
Strongly disagree 6 6.6%
Disagree 11 12%
Neutral 14 15.4%
Agree 38 41.8%
Strongly agree 22 24.2%
Total 91 100.0%

Summarizing the results of the participants’ self-appraisal of reading proficiency, as the

first intrinsic reading dimension, puts forward that although these four items have been

tailored to inquest about the same factor, yet in different ways, the response options were not

alike. The majority of the students indicated more levels of agreement than disagreement with

the first and last items; whereas, the vast majority remained impartial with the second and

third items. This difference can be highly attributed to the fact that the subjects doubt their

ability beliefs in reading, or that the negative items were incomprehensible.

6.3.2.2. The Reading Challenge Subscale’s Results

Challenge is the second intrinsic aspect of reading motivation. This subscale comprises 5

items; it probes into the students’ desire to read and master new and complex ideas in English

texts as well as embark upon novel reading materials.

Table6.12.
I Like Reading Complicated Passages in English

Response options N P
Strongly disagree 21 23%

Disagree 18 19.8%
Neutral 16 17.6%
Agree 28 30.8%
Strongly agree 8 8.8%

Total 91 100.0%
Table6.12. provides useful insights into the subjects’ willingness to read complicated

passages in English; it emerges that (23%) of subjects indicated strong disagreement, (19.8%)
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disagreement, (17.6%) expressed no opinion. Against, a high number of (30.8%) of subjects

agreed, and (8.8%) strongly concurred with this statement.

Table6.13.
If the Topics We Discuss in the Classroom Are Interesting, I Usually Read More about Them
in English

Response options N P
Strongly disagree 2 2.2%
Disagree 8 8.8%
Neutral 21 23%
Agree 46 50.5%
Strongly agree 14 15.5%
Total 91 100.0%

When the subjects were questioned in case the topics discussed in the classroom prompt a

desire for challenge in reading, as Table6.13. clearly displays, a very small proportion of

(2.2%) of participants strongly disagreed, (8.8%) disagreed, (23%) were neutral. A significant

number of respondents (50.5%) agreed, and a total of (15.5%) strong acquiesced to the item.

Table6.14.
I Usually Learn Difficult Things When I Read in English

We still intend to diversify the scope of the present enquiry through investigating more

about the students’ inclination to undertake challenging tasks. In Table6.14. on the right, we

unified responses under strongly disagree and disagree to reveal disagreement, and responses

under strongly agree and agree to signify total agreement. In the same table, it emerges that

(15.4%) of respondents indicated disagreement, and more than half the respondents, who

represent (66%) of the population, agreed on the same item. It can be concluded, from these

two tables, that most of the students are more oriented to perform challenging reading

activities in English.

Response options N P Response options N P
Strongly disagree 6 6.6% Disagreement 14 15.4%
Disagree 8 8.8% Neutral 17 18.6%
Neutral 17 18.6% Agreement 60 66%
Agree 38 41.8% Total 91 100.0%
Strongly agree 22 24.2%
Total 91 100.0%
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Table6.15.
I Like When the Questions in English Passages Make Me Think

Response options N P
Strongly disagree 5 5.5%
Disagree 8 8.8%
Neutral 16 17.5%
Agree 43 47.3%
Strongly agree 19 20.9%
Total 91 100.0%

Yet again about the students’ sense of challenge in reading, as a fundamental indicator of

intrinsic reading motivation, Table6.15. evidently demonstrates that there was a dispute from

(5.5%) to (8.8%) and an agreement from (20.9%) to (47.3%) with this item. On the contrary,

only (17.5%) of respondents did not decide on any side.

Table6.16.
If the Passage I Am Reading in English Is Very Interesting, I Put a Lot of Effort to
Understand it

Response options N P
Strongly disagree 4 4.4%
Disagree 8 8.8%
Neutral 24 26.4%
Agree 38 41.8%
Strongly agree 17 18.6%
Total 91 100.0%

If interesting topics coerce the subjects to exert greater effort trying to understand them,

and by summing the responses of the informants who strongly disagreed and disagreed,

Table6.16. reveals that the responses of a total of 12 informants, representing (13.2%) of the

population, were on the negative side of the subscale, and of a total of  24(26.4%) informants

were placed in the mid-side of it—as they took no side. It emerges that those on the positive

side of the subscale exceeded those who were either on the negative or mid-side of it—as they

represent a total of (60.4%) of the population.

The conclusion we can arrive at from summarizing all the subjects’ responses to this

subscale is that most of them have a tendency to read and perform challenging materials, and

what these students are faced with in the classroom can be viewed to enhance and maintain

their motivation by focusing on challenging reading tasks. In this regard, we can say that, to a

certain extent, EFL teachers at our department are equipping the classrooms with challenging
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tasks.

6.3.2.3. The Reading Curiosity Subscale’s Results

Indisputably, curiosity is an essential determinant in intrinsically motivated behaviours.

The reading curiosity subscale, by means of 5 items, portrays whether or not the participants

are curios English readers.

Table6.17.
When We Discuss New Topics in the Classroom, I Usually Read More about Them in English

Response options N P
Strongly disagree 4 4.4%
Disagree 7 7.7%
Neutral 20 22%
Agree 45 49.5%
Strongly agree 15 16.4%
Total 91 100.0%

Table6.17. demonstrates variations in the way the participants responded to the same

item. Disagreement was reached from (4.4%) to (7.7%) of subjects; a high proportion of 45

(49.5%) and 15(16.4%) subjects, however, indicated agreement, and only 20(22%) were

impartial whether or not the topics discussed in the classroom contribute to arouse their

curiosity through devoting some time for further reading. Overall, the majority of the

responses are grouped in the positive side of the scale, reflecting favourable responses.

Table6.18.
I Have Favourite Topics that I Like to Read about in English

When the students were requested to indicate their levels of agreement and

disagreement with the item that tells if they have preferences and they read about them in

English, Table6.18. displays that a total of 12(13.2%) students indicated disagreement,

10(11%) decided to remain impartial, and more than half the students 69(75.8%) agreed on

this item.

Response options N P
Strongly disagree 4 4.4%
Disagree 8 8.8%
Neutral 10 11%
Agree 39 42.8%
Strongly agree 30 33%
Total 91 100.0%
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Table6.19.
I Read in English to Learn New Information about Topics That Interest Me

Response options N P
Strongly disagree 7 7.7%
Disagree 11 12.1%
Neutral 16 17.6%
Agree 39 42.8%
Strongly agree 18 19.8%
Total 91 100.0%

When the subjects were requested to inform us whether reading in English is used as a

means that permits them to gain new knowledge so that their interests in reading would be

partially satisfied, of the total respondents, 7(7.7%) strongly disagreed, 11(12.1%) disagreed,

16(17.6%) had no idea, a high number of (42.8%) of students indicated agreement, and

(19.8%) strong agreement. Again, the level of agreement goes beyond the one of

disagreement on the reading curiosity subscale.

Table6.20.
I Generally Read about My Hobbies in English to Learn More about Them

The aim of this item is two folded. First, we intend to disclose whether the subjects have

hobbies or not, and, second, to determine the extent to which they are actually curious enough

to read in English about these hobbies. We combined the responses under strongly disagree

and disagree together, along with those under strongly agree and agree. The results indicate

that the responses of more than half the subjects, representing (60.4%) of the population,

reached the positive side of the subscale (level of agreement), against few responses

(representing 15.4%) that fell in the negative side of it (disagreement), and a total of (24.2%)

of the responses were placed in the middle side of it, indicating neutral view points.

Response options N P
Strongly disagree 4 4.4%
Disagree 10 11%
Neutral 22 24.2%
Agree 40 44%
Strongly agree 15 16.4%
Total 91 100.0%
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Table6.21.
I Like to Read in English about New Information

Response options N P
Strongly disagree 10 11%
Disagree 19 20.9%
Neutral 21 23.1%
Agree 25 27.5%
Strongly agree 16 17.5%
Total 91 100.0%

It is also pertinent to ask once more if the subjects enjoy reading in English to acquire

new skills, it emerges in Table6.21. that 10(11%) subjects indicated strong disagreement, 19

(20.9%) disagreement, 21(23.1%) were neutral, 25(27.5%) agreed, and only a minority of

subjects (17.5%) strongly agreed with this item.

The decision we came to with regard to the subjects’ divergent responses on this

subscale, and because the responses under strongly agree and agree exceeded those under

strongly disagree and disagree, is that the majority of students are deemed to be curious

English readers. It emerges also that the reading materials or topics the learners are exposed to

in the classroom contribute largely to enhance their curiosity, which is a salient intrinsic

aspect in reading.

6.3.2.4. The Reading Involvement Subscale’s Results

The reading involvement subscale embraces 5 items that purport to furnish important

information about the enjoyment the respondents could experience when they read materials,

inside or outside the classroom, in the target language, along with some of their preferences in

reading.

Table6.22.
I Like to Read English Fiction

Response options N P
Strongly disagree 4 4.4%
Disagree 3 3.3%
Neutral 5 5.5%
Agree 46 50.5%
Strongly agree 33 36.3%
Total 91 100.0%
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The enjoyment of reading English fiction to the target population can be clearly

demonstrated in Table6.22. It appears that a small number of 4(4.4%) subjects strongly

disagreed, 3(3.3%) disagreed, 5(5.5) were impartial, a significant number of 46(50.5%)

students, conversely, agreed, and 33(36.3%) strongly agreed with the first item that reflects

involvement in reading. One can notice that the highest percentages of this question were

reached on the positive side of the subscale, suggesting that more than half the subjects favour

reading English fiction.

Table6.23.
I Sometimes Lose Track of Time When I Read about Topics That Interest Me in English

Response options N P
Strongly disagree 8 8.8%
Disagree 21 23%
Neutral 17 18.7%
Agree 28 30.8%
Strongly agree 17 18.7%
Total 91 100.0%

Clearly, motivated readers are involved readers, whereby the latter pertains to learners’

absorption in reading activities. By exploring the column percent in Table6.23., which

represents the learners’ responses to the question that covers the preceding idea, it emerges

that (8.8%) of respondents strongly disagreed, (23%) disagreed, (18.7%) took no side,

(30.8%) agreed, and (18.7%) strongly agreed.

Table6.24.
I Make Pictures in My Mind When I Read in English

Response options N P
Strongly disagree 1 1.1%

Disagree 12 13.2%
Neutral 22 24.2%
Agree 45 49.5%
Strongly agree 11 12%

Total 91 100.0%
Imagination is the product of one’s deep engagement in what he/she reads. As can be

seen in Table6.24., there was a (1.1%) to (13.2%) of disagreement; whereas, agreement was

reached from (49.5%) to (12%) of respondents, yet, (24.2%) of those who filled the MRQ

decided to remain impartial.
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Table6.25.
I Like to Spend More Time When I Read in the Classroom

Response options N P
Strongly disagree 2 2.2%

Disagree 10 11%
Neutral 19 20.9%
Agree 43 47.3%
Strongly agree 17 18.6%

Total 91 100.0%
A further, essential aspect of involvement is the amount of time learners spend reading.

Concerning the way the participants responded to this item, Table6.25 displays that 2(2.2%)

subjects indicated strong disagreement, 10(11%) disagreement, 19(20.9%) gave neutral view

points; a high proportion of 43(47.3%)agreed, and 17(18.6%) strongly agreed. Again, more

agreement than disagreement on this motivational aspect of reading was reached.

Table6.26.
I Often Prefer to Read Long Passages in English

Response options N P
Strongly disagree 5 5.5%
Disagree 9 9.9%
Neutral 15 16.4%
Agree 40 44%
Strongly agree 22 24.2%
Total 91 100.0%

The longer the passage is, the higher the probability to be deeply immersed in reading

increased. To unveil the adequacy of this item to the target population, this item is needed to

be verified. From Table6.26., it can be seen that 5(5.5%) subjects strongly disagreed, 9(9.9%)

disagreed, 15(16.4%) were impartial. On the contrary, a total of 40(44%) subjects indicated

agreement, and 22(24.2%) showed strong agreement.

The results obtained from the analysis of this subscale imply that there was a slight

difference between the students’ responses to the items tailored to inquest about another

significant intrinsic motivational aspect in reading, namely involvement. Given that most of

the respondents chose extreme scale values (positive and negative), it is pertinent to note that

the responses placed in the positive were higher than those on the negative side of the scale.

Thereupon, the participants are, on average, viewed as involved readers when they read in

English as characterized by their interest and time spent reading.
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6.3.2.5. The Importance of Reading Subscale’s Results

As with the last indicator of intrinsic reading motivation, the importance of reading

subscale consists of three items that question about the value the subjects see in both reading

and performing reading activities.

Table6.27.
Reading in English Is Very Important to Me

Response options N P
Strongly disagree 2 2.2%

Disagree 8 8.8%
Neutral 3 3.2%
Agree 39 42.9%
Strongly agree 39 42.9%

Total 91 100.0%
To explore the subjects’ awareness of the importance of reading in English, Q20 is

inevitable to be asked. However, it was really surprising to find disagreement on such item.

Table6.27. displays that 2(2.2%) participants strongly disagreed, 8(8.8%) disagreed, 3(3.2%)

were neutral; against a total of 39(42.9%) informants showed agreement, and equally

indicated strong agreement with this item.

Table6.28.
Reading in English Makes Me a More Knowledgeable Learner

Response options N P
Strongly disagree 2 2.2%
Disagree 2 2.2%
Neutral 9 9.9%
Agree 33 36.3%
Strongly agree 45 49.4%
Total 91 100.0%

Still concerning the value of reading to the subjects, as can be seen in the column percent,

there was a disagreement from (4.4%), and an agreement from (36.3%) to (49.4%) over

whether or not reading is regarded by the students to be imperative in compelling them to

become well-informed in English.
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Table6.29.
Reading in English Is Very Important to Enhance My Level

Response options N P
Strongly disagree 2 2.2 %
disagree 7 7.7%
neutral 9 9.9%
agree 33 36.2%
strongly agree 40 44%
Total 91 100.0%

Table6.29. reveals that while disagreement was reached by (2.2%) to (7.7%) of

respondents, agreement was reached by (36.2%) to (44%), but (9.9%) of informants indicated

no response in case reading in English is very important to enhance their level or not.

In conclusion, the results of the last aspect of intrinsic reading motivation disclose the

estimation that the vast majority of the questioned students are aware of the importance of

EFL reading in advancing their level.

6.3.2.6. The Reading Competition Subscale’s Results

The subscale uncovers the first extrinsic reason in reading (competition). It is composed

of 4 items that tap into the subjects’ desire to surpass their peers in some of the reading

activities undertaken in the classroom.

Table6.30.
When We Read Something in the Classroom, I Always Try to Get More Correct Answers Than
Most Students

Response options N P
Strongly disagree 10 11%

Disagree 21 23%
Neutral 19 20.9%
Agree 29 31.9%
Strongly agree 12 13.2%

Total 91 100.0%
Responding to this item probably permits us to discern who are among the subjects is

inclined to compete in the classroom to answer successfully some of the reading activities. It

emerges in Table6.30. that (11%) of subjects strongly disagreed, (23%) disagreed, (20.9%)

remained impartial, a significant proportion of (31.9%), on the contrary, agreed, and (13.2%)

of subjects strongly agreed.
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Table6.31.
I Like To Be Always the Best in Performing Reading Activities in the Classroom

Response options N P

Strongly disagree 6 6.6%

Disagree 10 11%
Neutral 12 13.2%
Agree 36 39.6%
Strongly agree 27 29.6%

Total 91 100.0%
Table6.31. indicates that there was a (6.6%) to (11%) disagreement, a (39.6%) to

(29.6%) agreement; and only (13.2%) for impartial viewpoints with the item that tells whether

or not the students wish for their reading performance to be always distinguished.

Table6.32.
I Like To Be the Only One Who Knows an Answer When We Read Something in the
Classroom

Response options N P

Strongly disagree 1 1.1 %

Disagree 6 6.6%
Neutral 6 6.6%
Agree 37 40.7%
Strongly agree 41 45%

Total 91 100.0%
To go further in our quest about the same extrinsic dimension of reading motivation, item

25 was presented. By looking at the column percent in Table6.32., one can notice that

1(1.1%) student showed strong disagreement, (6.6%) indicated disagreement, equal percent

showed no response; a total of (40.7%) of students, on the other hand, indicated agreement,

and a high number (45%) showed strong agreement on the item that enlightens their extrinsic

orientation in reading, as it is specified by competition.

Table6.33.
I Am Willing To Work Hard to Perform Better Than My Classmates in Some Reading Tasks

Response options N P
Strongly disagree 0 0%
Disagree 8 8.8%
Neutral 22 24.2%
Agree 35 38.5%
Strongly agree 26 28.5%
Total 91 100.0%
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To distinguish between the subjects who have a tendency to work hard to compete with

other students when they embark upon some reading tasks in the classroom, Table6.33.

indicates that (8.8%) of respondents disagreed, (24.2%) took no side, against (38.5%) agreed,

and (28.5%) of those who filled the MRQ strongly agreed.

Truly, we reached more agreement than disagreement on this subscale, and this brings

about that the majority of students are endowed with this competitive drive to read, for they

attribute their reading performance to be largely dependent upon an extrinsic reason, namely

competition.

6.3.2.7. The Reading Recognition Subscale’s Results

As with the second extrinsic dimension of reading motivation, the reading recognition

subscale has been designed to put in plain words the students’ impetus to achieve better in

reading tasks in order to gain approval of their teachers or friends.

Table6.34.
I Like When the Teacher Says I Read Well in English

Response options N P
Strongly disagree 3 3.3%

Disagree 5 5.5%
Neutral 14 15.4%
Agree 33 36.2%
Strongly agree 36 39.6%

Total 91 100.0%
Regarding the informants’ answers to item 27, Table6.34. displays that only (8.8%) of

the responses were gathered in the negative side of the subscale (because the subjects chose

either strongly disagree or disagree); (15.4%) of informants were on the mid-side of it (as they

indicated no response), and a high proportion of (75.8%) were placed in its positive side,

signifying total agreement.
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Table6.35.
My Classmates Sometimes Tell Me I Am Good at Performing Reading Tasks

We checked through the informants’ responses to item 28 for better understanding of

their appraisal of their efficacy beliefs in performing reading tasks, it emerges in Table6.35.

that from (9.9%) to (19.8%) of respondents indicated disagreement, and (37.3%) to (7.7%)

agreed, yet (25.3%) selected the neutral response option.

Table6.36.
I Like To Get Compliments When I Read

Response options N P
Strongly disagree 3 3.3%

Disagree 16 17.6%
Neutral 15 16.5%
Agree 41 45%
Strongly agree 16 17.6%

Total 91 100.0%
As it can be seen in Table6.36., only 3(3.3%) subjects strongly disagreed, 16(17.6%)

disagreed, 15(16.5%) subjects gave neutral viewpoints; a high number of 41(45%) subjects

agreed, and 16(17.6%) strongly agreed on the item that asks about their inclination to read to

win positive assessment.

Table6.37.
I Like When Someone Appreciates My Reading Performance

Response options N P
Strongly disagree 5 5.5%

Disagree 9 9.9%
Neutral 23 25.3%
Agree 35 38.5%
Strongly agree 19 20.8%

Total 91 100.0%
Yet again, regarding their attitudes towards the item wherein we attempted to clarify the

extent to which the sample inclines to gain recognition in reading, Table6.37. displays that

there was a (5.5%) to (9.9%) disagreement; (25.3%) of respondents were impartial, and

Response options N P
Strongly disagree 9 9.9%
Disagree 18 19.8%
Neutral 23 25.3%
Agree 34 37.3%
Strongly agree 7 7.7%
Total 91 100.0%
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agreement was reached from (38.5%) to (20.8%) of participants.

Table6.38.
My Teachers Sometimes Tell Me That I Read and Perform Well in Reading Activities

Response options N P

Strongly disagree 11 12%

Disagree 19 20.9%
Neutral 26 28.6%
Agree 28 30.8%
Strongly agree 7 7.7%

Total 91 100.0%
We summed the responses under both strongly disagree and disagree to show

disagreement, and those under strongly agree and agree to indicate total agreement.

Table6.38. clearly demonstrates that there was less disagreement (32.9%) and more

agreement (38.5%) on the item that reveals the informants’ recognition of the positive

evaluation of their teachers with regard to their reading performance.

On the basis of the results obtained from the students’ level of agreement and

disagreement with the items on the recognition subscale, it can be certainly stated that the

level of agreement exceeded the one of disagreement, and this suggests that most of the

participants are performance oriented in reading (cf. Chapter1, section 1.2.3.1.).

6.3.2.8. The Reading for Grades Subscale’s Results

The reading for grades subscale comprises 4 items; it is, in fact, designed to inspect the

subjects’ willingness to perform reading activities so that they could gain an extrinsic

reinforcer, namely marks.

Table6.39.
I Like When the Teacher Gives Me Marks on My Reading Activities

Response options N P
Strongly disagree 4 4.4%

Disagree 13 14.2%
Neutral 22 24.2%
Agree 35 38.5%
Strongly agree 17 18.7%

Total 91 100.0%
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When the participants were asked about their readiness to receive grades for reading in

the classroom, Table6.39. demonstrates that 4(4.4%) students strongly disagreed, 13(14.2%)

disagreed, 22(24.2%) took no side, a total of 35(38.5%) agreed, and 17(18.7%) indicated

strong agreement.

Table6.40.
Marks Are Very Important to See How Well You Are Doing in Reading

Response options N P
Strongly disagree 4 4.4%

Disagree 12 13.2%
Neutral 29 31.9%
Agree 29 31.9%
Strongly agree 17 18.6%

Total 91 100.0%
It emerges in Table6.40. that there was a (4.4%) to (13.2%) disagreement, (31.9%) for

the neutral viewpoints, equally agreed (31.9%); and a total of 17 respondents strongly agreed

with the item that appraises their perception of the importance of grades—as good indicator

measures of their reading progress.

Table6.41.
I Read a Lot in English to Improve My Marks

Response options N P
Strongly disagree 6 6.6%
Disagree 11 12%
Neutral 14 15.4%
Agree 39 42.9%
Strongly agree 21 23.1%
Total 91 100.0%

Concerning the item that informs about the students’ endeavours to read in English as an

essential means to improve their marks, and as it can be seen in Table6.41., a minority of

6(6.6%) students showed strong disagreement,11(12%) disagreement, 14(15.4%) expressed

no opinion; a high number of 39(42.9%) students agreed, and 21(23.1%) indicated strong

agreement.



228

Table6.42.
I Like to Perform Well in Reading Activities to Have Good Marks

Response options N P
Strongly disagree 18 19.8%
Disagree 19 20.9%
Neutral 16 17.5%
Agree 24 26.4%
Strongly agree 14 15.4%
Total 91 100.0%

As with the last item on the reading for grades subscale, Table6.42. evidently illustrates

that 18(19.8%) respondents strongly disagreed, 19(20.9%) disagreed, 16(17.5%) showed no

response; against 24(26.4%) respondents who agreed, and 14(15.4%) strongly agreed.

It is because more responses were largely placed in the positive rather than the negative

side of the reading for grades subscale, it becomes evident that the high majority of the

students’ intention to perform reading assignments is basically derived from an external

reinforcer, marks.

6.3.2.9. The Social Reasons in Reading Subscale’s Results

In order to decide on the extent to which the subjects are socially collaborative through

sharing the meaning of what they read in terms of ideas or topics with others, Q36, Q37, Q38,

Q39, and Q40 are very pertinent to be tackled.

Table6.43.
When I Read about a New Topic in English, I Often Share It with My Friend(s)

Response options N P
Strongly disagree 20 22%
Disagree 21 23%
Neutral 11 12.1%
Agree 29 31.9%
Strongly agree 10 11%
Total 91 100.0%

Table6.43. demonstrates that 20 out of 91 students strongly disagreed, 21 disagreed, and

only 11 respondents were neutral. A total of 29 respondents, on the other hand, agreed, and 10

strongly agreed on the item that enquires whether or not they share the topics they read in

English with their friend(s).
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Table6.44.
I Often Read in English To My Friends

Response options N P
Strongly disagree 23 25.3%
Disagree 23 25.3%
Neutral 17 18.6%
Agree 18 19.8%
Strongly agree 10 11%
Total 91 100.0%

Table6.44. displays that more disagreement than agreement was reached on this item.

Twenty-three (25.3%) subjects strongly agreed, and similarly (25.3%) disagreed, 17(18.6%)

were neutral, while 18(19.8%) agreed, and 10(11%) strongly agreed with the same item.

Table6.45.
My Friends and I Like To Buy Short Stories to Read in English

Response options N P
Strongly disagree 19 20.9%
Disagree 22 24.2%
Neutral 17 18.6%
Agree 26 28.6%
Strongly agree 7 7.7%
Total 91 100.0%

The item, in Table 6.45., discerns in case the subjects are socially collaborative to the

extent that they enjoy trading short stories in English. In the frequency column, one can see

that a total of 19 informants showed strong disagreement, 22 indicated disagreement, only 17

were impartial, contrary to 26 informants who indicated agreement, and very few (7 out of 91)

showed strong agreement. Again, the level of disagreement is by far above the one of

agreement.

Table6.46.
I Like to Tell My Friends about What I Am Reading in English

Response options N P
Strongly disagree 27 29.6%
Disagree 29 31.9%
Neutral 14 15.4%
Agree 14 15.4%
Strongly agree 7 7.7%
Total 91 100.0%
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Table6.46. illustrates that 27(29.6%) subjects strongly disagreed, 29(31.9%) disagreed,

14(15.4%) were imperial, equally agreed, and 7(7.7%) strongly agreed on the item that

reveals their contentment in talking about what they read in English with their friends.

Table6.47.
I Often Collaborate with My Friends When I Do Home Work Activities in Reading

Responses under strongly agree and agree, in Table6.47., were summed to depict total

agreement, and those under strongly disagree and disagree to represent total disagreement.

The responses of a total of 38(41.8%) subjects were at the negative side of the subscale,

18(19.8%) gave viewpoints of complete impartiality, and only 35(38.4%) provided positive

responses to the subscale.

Contrary to the findings of the preceding extrinsic reading motivation subscales

(recognition, competition, and grades), the results of this subscale were dissimilar, in that

more disagreement was reached on all its items. On that ground, reading in English as a social

activity does not correspond at all to most of the subjects.

Response options N P
Strongly disagree 20 22%
Disagree 18 19.8%
Neutral 18 19.8%
Agree 24 26.4%
Strongly agree 11 12%
Total 91 100.0%
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6.3.2.10. The Mean Scores of the MRQ’s Constructs

Table6.48.
The Mean Scores for the Reading Motivational Dimensions

The mean score for each

item on the MRQ was computed to differentiate between the most dominant motivational

dimension(s) in EFL reading. In Table6.48., the mean scores of

the 9 items of reading motivation were ranged from (2.05) to (4.02). By exploring carefully

the mean scores of the MRQ’s items, it emerges that there are significant differences between

the intrinsic and extrinsic orientations in EFL reading. In the bar chart, the mean scores were

ordered from the lowest to the highest. It appears that the importance of reading has the

highest mean score of (4.02), whereas social reasons in reading has the lowest mean score of

(2.05).

By measuring the mean scores of the items that constitute the intrinsic reasons against

those of the extrinsic orientations in reading, we find that the mean average of the intrinsic

reading motivation (3.34) was higher than that of the extrinsic reading motivation (2.85).

Ergo, the students are regarded to be oriented more intrinsically than extrinsically in EFL

reading prior to launch reading and administer the reward in the classroom.
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The participants’ divergent responses to the items on the MRQ is a demonstration of how

the students’ impetus—to read, perform successfully reading tasks and persist with them—is

due to intrinsic and extrinsic motivation, and to say that intrinsic motivation is dependent

from extrinsic motivation in EFL learning is unfavourable.

6.3.3. Discussion

The results of the MRQ administered at the beginning of the academic year provide

strong evidence that most of the subjects value reading in English, they have, however,

moderate positive expectancy beliefs that they are competent as well as efficacious at reading.

They enjoy performing challenging reading tasks, they like to read about topics that match

their interests in reading, they are curious, and they become more absorbed when they read in

the target language (English). Moreover, they have a desire to engage in reading and

undertake reading activities so that their performance is evaluated positively by their teachers

or classmates, they, furthermore, like to compare their performance to the one of others. In

like manner, they have a tendency to read so that they outperform their classmates in reading.

However, most of the subjects do not like to collaborate socially in reading, such as telling

their friends about the meaning gained from reading topics or performing reading

assignments.

Two goal orientations, thereupon, have been established to describe the students’ motives

for reading or performing reading tasks, known as mastery goals and performance goals. The

former orientation denotes the sample’s willingness to read to acquire new knowledge and

skills in the target language, and it further conceptualizes their intention to accomplish

difficult reading tasks, and satisfy personal interests in reading. The latter orientation,

however, corresponds to the participants’ inclination to gain acceptance or recognition of their

reading performance and compete against their classmates in completing reading tasks.

Furthermore, the findings accord the multi-dimensionality of EFL reading motivation as

claimed for by many L2 researchers (e.g., Komiyama, 2013; Mori, 2002; Tercanlioglu; 2001).
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More importantly, the mean scores on the intrinsic dimensions of reading were higher (3.34)

than the extrinsic dimensions (2.85); the participants indicated, thus, that they have more

intrinsic than extrinsic reasons to read in the target language.

Conclusion

In conclusion, the findings of part 1 in the MRQ are certainly notable for they have

provided significant information about some of the problems encountered by the subjects

when they read, and the types of reading materials they often like to read about in the target

language. However, we become convinced that most of the participants’ time is not spent

reading to prepare for their lectures or for pleasure, it is rather spent on the Internet. To put it

in a nutshell, the rate and habit of reading is not very high in EFL setting, and it implies that

reading in L1 or SL/FL is not the new generations’ main concern and could justify most of the

students’ failure at the university.

The results of part 2, on the other hand, indicate that the students’ orientations in EFL

reading are more intrinsic than extrinsic. Fostering the rate and increasing the habit to read in

the classroom through relying on interesting as well as challenging tasks are in actuality

required to sustain the students’ intrinsic motivation.
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Introduction

The chapter attempts to provide a clear picture on the impact of an extrinsic reward on

the target population’s intrinsic motivation with regard to the intensive reading activities

performed in the classroom. In doing so, the chapter seeks to evaluate the longitudinal effect

of the tangible reward of the present study on the subjects’ intrinsic motivation, and how the

same subjects would perceive changes in their intrinsic motivation, yet under two different

experimental conditions.

The chapter deals with description of the intrinsic motivation inventory (as an essential

measure of intrinsic motivation), its purpose, administration, in addition to the analysis of the

students’ responses to the aforementioned tool of research in the no-reward and reward-

conditions, respectively, the results of our classroom observation, and it presents concluding

remarks on the general results.

7.1. Restating the Hypothesis and Research Questions

In the present chapter, we strive for answering the following research questions:

 Does an extrinsic reward enhance students’ intrinsic motivation in intensive reading

activities?

 Can intrinsic and extrinsic motivation have additive influence on intensive reading

activities?

The pathway we think our research questions will take can be stated in the subsequent

hypothesis: If an extrinsic reward is delivered for meeting a standard of excellence14 in the

intensive reading activities performed in the classroom, then learners’ intrinsic motivation

will enhance. We predict that intrinsic and extrinsic motivation can have additive and positive

influence while performing intensive reading activities. We endeavour, thereupon, to maintain

interest in reading activities by administering short stories as a performance-contingent

reward. Consequently, the reward’s type is a short story, the reward’s contingency is the

14 Normative performance standard (cf. Chapter2, section 2.1.3.3.)
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subjects’ correct answers in the reading activities, and the interpersonal context is the

classroom (during regular or extra time of the WE sessions).

7.2. Operational Definition of Intrinsic Motivation

If intrinsic motivation, in many investigations, has been widely defined in relation to the

time participants persist at doing something (e.g., solving puzzles), when the reward is no

more offered (Deci, 1971; 1972a; 1972b; Deci et al.,1999), and self-report of enjoyment, then

in the current research it is defined as the time the participants persist at reading a variety of

authentic texts and undertaking comprehension tasks after being rewarded, in addition to the

enjoyment and positive attitudes they develop. In simpler words, intrinsic motivation, in the

context of reading, is defined as the subjects’ persistence and enjoyment they gain from

reading and performing a variety of intensive reading activities under the command of a

reward based-system.

7.3. The IMI to Assess the Subjects’ Intrinsic Motivation in the No-Reward Condition

Prior to the administration of the reward in reading sessions, a modified version of the

IMI (cf. Appendix V) was administered at the end of the first experimental condition. The

latter refers to the no-reward condition. Essentially, the subjects spent some (a period of

approximately two months) of the regular time allotted to the writing sessions or full extra

class time in a reading environment, whereby the reward is related to the reading activity per

se. Before going further in our elucidation, it is very pertinent to clear the ground for this

work and state that the focal point of the first condition is not the intensive reading activities

(vis-à-vis the second condition), but rather to create indulgence in reading through coercing

the subjects to read by means of answering the comprehension questions, divorced from any

external incentives. To debrief the participants’ subjective experience in the reading activities

—performed for the enjoyment and interest inherent in these activities—is the ultimate aim

behind the administration of the IMI in the first experimental condition.
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7.3.1. Description of the IMI

The IMI is a multidimensional measurement designed to assess participants’ personal

experience at the end of performing the target activity. It has been widely utilized in various

laboratory experiments by many researchers whose initial interests are intrinsic motivation

and self-regulation (e.g., Plant & Ryan, 1985; Ryan, 1982; Ryan, et al., 1983; Ryan, et al.,

1991). It is in actuality designed to be applicable to different tasks, conditions, and settings.

Howbeit, it has been extensively used for sport performance (McAuley et al., 1989). This

instrument assesses participants’ interest/enjoyment, perceived competence, effort,

value/usefulness, pressure/tension, and perceived choice at the end of performing the target

activity.

The interest/enjoyment subscale is viewed as the self-report measure of intrinsic

motivation. The competence subscale is considered as a positive predictor of the self-report

measure of intrinsic motivation, the pressure/tension subscale, on the other hand, is a negative

predictor of intrinsic motivation. The effort subscale measures the endeavours spent to

accomplish a task, the value/usefulness subscale measures the extent to which subjects

internalize and become more self-regulated at the target task, and the perceived choice

subscale assesses whether or not participants experience a sense of choice in the task (Ryan et

al., 1983; & Tsigilis, 2003).

A modified version of the Intrinsic Motivation Inventory (IMI) was correspondingly

administered at the end of the no-reward and reward conditions. The rationale is to quantify

the subjects’ situational levels of intrinsic motivation with regard to the intensive reading

activities, to determine the change (if there is any) the extrinsic reward will bring to their

intrinsic motivation, and to strongly support the present research claim that intrinsic and

extrinsic motivation can have additive influence on reading activities.

To adjust it to the present condition, task, and setting, the modified version of the IMI

contains 20 items scored on a five-point Likert scale (from 0= strongly disagree, 1=disagree,
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2=neutral, 4=agree, to 5=strongly agree). Four items tap into the participants’

interest/enjoyment towards the reading activities they performed in the classroom, during the

two semesters, 4 items measure their perceptions of competence, 4 other items check through

the effort they put to achieve these intensive reading tasks, 4 items tackle the

value/importance they place on these tasks, and the last 4 items debrief whether or not the

motivational environment would contribute to lowering or raising their anxiety. Our rationale

for using the IMI is because it is an important indicator measure of intrinsic motivation, along

with its reliability and applicability to any task, setting, and condition.

7.3.2. Administration of the IMI

The IMI was dispensed at the beginning of two different regular tutorial sessions under

the supervision of the researcher. The first group filled the IMI in a regular tutorial Oral

Expression session in the afternoon; whereas, the second filled it during a regular WE session

in the morning. It was done that way to ensure that the two groups of participants filled in the

IMI during the same day.

The objective of the questionnaire was explained clearly to all the participants, in that

they are expected to tell us how they felt exactly in all the reading sessions in the WE module

during this semester. We insisted on them to be honest and frank in their responses.

To ease the way how to fill in the scale, an example was written on the board and then

explained verbally to all the participants. They were encouraged to ask questions about any

item that was not clear to them. We assured them that their names and responses remain

confidential and used for research purposes only. While they were responding to the scale’s

items, the researcher was invigilating and checking that they answered all the items

individually to avoid any missing or identical responses. We made sure that all the

participants wrote their names and submitted the questionnaire. The completion of the

questionnaire lasted approximately 18 minutes.
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7.4. Results of the IMI in the No-Reward Condition

Individual item scores (cf. Appendix W) were summed to provide the total scores of each

item on the IMI. However, before moving to the analysis phase, the scores of the negatively

worded items (Q4, Q8, Q12, Q16, Q17,Q18, Q19) were reversed scores; the overall alpha of

the IMI in the no-reward condition was (.71), indicating high internal reliability of this

measure in the present work.

The pilot IMI was administered immediately at the situation, i.e., after the participants

completed the reading activities, it was, however, administered, in the main study, one day

after the treatment was terminated (whether in the reward or no-reward condition), the only

change we brought to the IMI is the prepositional phrase ‘in the Written Expression sessions’

in order to ensure that the subjects are mindful of our area of inquiry.

7.4.1. The Interest/Enjoyment Subscale’s Results

Table7.1
I Enjoyed the Reading Activities in the Written Expression Sessions Very Much

Item 1 purports to assess the students’ levels of intrinsic motivation as interest and

enjoyment in the reading activities performed in the writing sessions. It appears from

Table7.1. that a minority of (4.4%) respondents strongly disagreed, (6.6%) disagreed; a

majority of (35.2%) respondents agreed, (22%) strongly agreed, and about (31.8%), of those

who filled the IMI, were neutral whether or not they experienced enjoyment in the intensive

reading environment.

Response options N P
Strongly disagree 4 4.4%
Disagree 6 6.6%
Neutral 29 31.8%
Agree 32 35.2%
Strongly agree 20 22%
Total 91 100.0%
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Table7.2.
The Reading Activities in the Written Expression Sessions Were Fun To Do

As Table7.2. indicates, of the total questioned students, (6.6%) of respondents showed

strong disagreement, (9.9%) disagreement, (17.6%) gave no response, 43 subjects

(representing 47.3%) indicated agreement, and (18.6%) of respondents showed strong

agreement with the item that is tailored to probe if they, in fact, deem the experimental

activities to be enjoyable.

Table7.3.
I Think the Reading Activities in the Written Expression Sessions Were Interesting

Still concerning the subjects’ situational levels of intrinsic motivation as maintained by

their interest and enjoyment, Table7.3. presents that there was a (3.3%) to (7.7%)

disagreement, whereas agreement was reached by (45%) to (29.7%), and (14.3%) for the

neutral viewpoints.

Table7.4.
I Think the Reading Activities in the Written Expression Sessions Were Not Interesting

Response options N P
Strongly disagree 6 6.6%
Disagree 9 9.9%
Neutral 16 17.6%
Agree 43 47.3%
Strongly agree 17 18.6%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 7 7.7%
Neutral 13 14.3%
Agree 41 45%
Strongly agree 27 29.7%
Total 91 100.0%

Response options N P
Strongly disagree 6 6.6%
Disagree 31 34%
Neutral 15 16.5%
Agree 0 0%
Strongly agree 39 42.9%
Total 91 100.0%
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Statement (item) 4, in Table7.4., is a negatively keyed item in order to ensure the IMI’s

reliability, and the extent to which this statement could turn out to be true to the subjects. It is

clear from Table7.4. that a minority of 6(6.6%) respondents indicated strong disagreement,

31(34%) disagreement, 15(16.5%) were neutral, against, a high proportion of 39(42.9%)

respondents indicated agreement, reflecting that the reading activities were in reality boring.

The conclusion we can draw from the scrutiny of the preceding subscale’s results is that

there was a satisfactory spread of responses, which suggests that more than half the responses

fall in its positive rather than negative side, representing more agreement than incongruity,

except for the last item. It emerges that only the responses of three respondents made the level

of agreement slightly higher than that of disagreement. It can be said that the vast majority of

respondents felt intrinsically motivated while embarking upon the experimental activities, and

that the classroom reading environment was regarded to be moderately effective in sustaining

their interest.

7.4.2. The Competence Subscale’s Results

Table7.5.
I Think I Am Good at the Reading Activities We Performed in the Written Expression Sessions

Item 5 assesses the subjects’ levels of intrinsic motivation through tackling their

perceived competence at the different reading activities performed in the classroom.

Table7.5. visibly demonstrates that 2(2.2%) informants strongly disagreed, 10(11%)

disagreed, a high proportion of 38(41.8%) were impartial, 36(39.5%) agreed, and 5(5.5%)

strongly agreed that they were good at the reading activities. It is apparent that more

agreement than disagreement was reached on item 5.

Response options N P
Strongly disagree 2 2.2%
Disagree 10 11%
Neutral 38 41.8%
Agree 36 39.5%
Strongly agree 5 5.5%
Total 91 100.0%
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Table7.6.
I Am Skilled in the Reading Activities We Did in the Written Expression Sessions

When the subjects were requested to self-appraise again their competence, in the sense

that whether they think they are skilled in these activities or not, it appears from Table7.6.

that almost half the subjects gave neutral viewpoints (47.3%), indicating either this statement

was not clear, or that the neutral option was satisfactory.

Table7.7.
After Performing the Reading Activities in the Written Expression Sessions, I Felt I Was
Competent in These Activities

Indisputably, perceived competence is heightened after one experiences success in

performing a challenging activity. Table7.7.displays the extent to which the respondents

might agree or disagree with such conception. Still in the same table, there was (4.4%) to

(11%) of respondents who disagreed with this notion (strong disagreement along with

disagreement), and (33%) to (4.4%) of respondents who positively accepted this notion

(agreement and strong agreement), whilst a high number of 43 respondents, representing

(47.2%) of the total population, unfortunately gave neutral opinion.

Response options N P
Strongly disagree 0 0%
Disagree 11 12%
Neutral 43 47.3%
Agree 32 35.2%
Strongly agree 5 5.5%
Total 91 100.0%

Response options N P
Strongly disagree 4 4.4%
Disagree 10 11%
Neutral 43 47.2%
Agree 30 33%
Strongly agree 4 4.4%
Total 91 100.0%
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Table7.8.
I Did Not Do Well in the Reading Activities in the Written Expression Sessions

Item 8 discloses how the subjects deem their performance (either positively or

negatively) in the different activities they performed for approximately a whole semester. As

Table7.8. clearly indicates, 8 respondents (8.8%) showed strong disagreement and 29(31.9%)

disagreement (demonstrating that they were good at these activities), 1 respondent (1.1%), on

the other hand, indicated agreement and 7(7.7%) agreement (signifying that they did not do

their best at these activities). However, a high proportion of 46(50.5%) respondents were

impartial.

A careful examination of the preliminary results of the competence subscale provides

strong evidence that there were divergent responses to all the items on this subscale. It is clear

that the responses that time were not firmly assembled in a unique side, but rather fell in two

distinct extremes of the subscale, representing two different opinions. Item 5 reflects

favourable responses to the subscale; on the contrary, item 6, 7, and 8, respectively, indicate a

high rate of the neutral option among the participants. Consequently, the students

underestimate their perceived competence in these activities. It is central to denote that the

results obtained from the competence subscale, parallel those obtained from the MRQ (the

self-efficacy subscale), ascertain how the students are not highly confident in judging their

competence beliefs, thus the neutral option was satisfactory but not convincing.

Response options N P
Strongly disagree 8 8.8%
Disagree 29 31.9%
Neutral 46 50.5%
Agree 1 1.1%
Strongly agree 7 7.7%
Total 91 100.0%
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Table7.9.
I Put a Lot of Effort into the Reading Activities We Performed in the Written Expression
Sessions

7.4.3. The Effort Subscale’s Results

Motivation is often conceptualized as regards the effort people, in general, and students,

in particular, are willing to spend on undertaking a task, as it can be characterized by

persistence. From Table7.9., it appears that there was a (9.9%) to (22.9%) disagreement, and

agreement was reached from (38.5%) to (12%) on item 9, which taps into the effort they think

they put into these activities.

Table7.10.
It Was Very Important to Me To Do Well in the Reading Activities We Performed in the
Written Expression Sessions

The subjects were debriefed whether or not the effort they spent on the experimental

activities is derived from the assumption that it is so important to me to do the reading

activities well that is why they worth the effort. Table7.10. indicates that 3(3.3%) students

responded very negatively, 7(7.7%) negatively, 10(11%) were neutral, the majority of

51(56%) indicated agreement, and a minority of 20(22%) subjects strongly agreed.

Response options N P
Strongly disagree 9 9.9%
Disagree 19 20.9%
Neutral 17 18.7%
Agree 35 38.5%
Strongly agree 11 12%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 7 7.7%
Neutral 10 11%
Agree 51 56%
Strongly agree 20 22%
Total 91 100.0%
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Table7.11.
I Tried Very Hard while Performing the Reading Activities in the Written Expression Sessions

In item 11, intrinsic motivation is further assessed through requesting for the extent to

which the reading activities, in actuality, were initially important in compelling the subjects to

work hard. In Table7.11., 7(7.7%) respondents strongly disagreed, 19(20.9%) disagreed, and

equally (20.9%) were impartial. Twenty-nine (31.9%) respondents, conversely, agreed, and

only 17(18.6%) strongly agreed on the third item that corresponds to effort.

Table7.12.
I Did Not Do My Best in the Reading Activities in the Written Expression Sessions

Unlike the preceding items, item 12 is intended to explore the students’ accuracy when

they filled in the IMI as well as if this item might be completely true. To clearly see the

difference between the answers, the responses under strongly disagree and disagree were

summed to demonstrate total disagreement, and responses under strongly agree and agree to

indicate total agreement. It becomes evident that we reached more disagreement than

agreement on this item. The bar chart, adjacent to Table7.12., shows that disagreement was

reached by (39.6%), neutral views by (31.9%), and agreement by (28.5%) of participants.

Consequently, the majority of the subjects were in accordance with this item.

Given the fact that the effort subscale seeks to measure how individual participants regard

the effort they spent when they tried to perform the reading activities in the classroom, and

0,00%
10,00%
20,00%
30,00%
40,00%
50,00%

Response options N P
Strongly disagree 7 7.7%
Disagree 19 20.9%
Neutral 19 20.9%
Agree 29 31.9%
Strongly agree 17 18.6%
Total 91 100.0%

Response options N P

Strongly disagree 7 7.7%

Disagree 29 31.9%
Neutral 29 31.9%
Agree 0 0%
Strongly agree 26 28.5%

Total 91 100.0%
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contrary to the competence subscale, items’ analyses of this subscale demonstrate positive and

satisfactory responses for Q9, Q10, and Q11.The primary results demonstrate that the

students, on average, reported that they exerted considerable effort through working hard on

these activities.

7.4.4. The Value/Importance Subscale’s Results

Table7.13.
I Believe Doing the Reading Activities in the Written Expression Sessions Is Beneficial to Me

To clearly understand the importance of the reading activities to the subjects, Table7.13.

indicates that only a minority of 4(4.4%) respondents showed strong disagreement and only

1(1.1%) disagreement, 20(22%) were neutral, against a total of 34(37.3%) respondents who

indicated agreement, and 32(35.2%) strongly agreed with the first item on the

value/importance subscale.

Table7.14.
I Think These Are Important Reading Activities

Still digging in the same scope, Table7.14. demonstrates that more than half the

participants indicated agreement (from 50.5% to 18.7%), a small minority (8.8%) showed

disagreement; and only a small proportion of 20(22%) participants expressed neutral

viewpoints.

Response options N P

Strongly disagree 4 4.4%

Disagree 1 1.1%
Neutral 20 22%
Agree 34 37.3%
Strongly agree 32 35.2%

Total 91 100.0%

Response options N P
Strongly disagree 4 4.4%
Disagree 4 4.4%
Neutral 20 22%
Agree 46 50.5%
Strongly agree 17 18.7%
Total 91 100.0%
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Table7.15.
I Think Doing These Reading Activities Is Helpful

By looking into Table7.15., it emerges that a minority of 3(3.3%) students strongly

disagreed, 2(2.2%) disagreed, 12(13.2%) took no side, a high number of 40 students (44%),

on the contrary, agreed, and about 34(37.3%) strongly agreed that the reading activities are

helpful.

Table7.16.
I Think Doing These Reading Activities in the Written Expression Sessions Was not
Important

Because item 19 is a negatively keyed item, total disagreement with it undoubtedly

represents high level of the factor being measured, which is the importance the subjects place

on these activities. Table7.16. reveals that there was simply (34%) of agreement, whereas

disagreement was reached by (5.5%) to (40.7%) of participants.

The conclusion we can reach from the analysis of the four items on the value/importance

subscale is that the responses were not very polarized, reflecting that the subjects felt

intrinsically motivated at these activities. Accordingly, the respondents indicated that they

recognized the importance of these activities in addition to the high value they placed on

them.

Response options N P
Strongly disagree 3 3.3%
Disagree 2 2.2%
Neutral 12 13.2%
Agree 40 44%
Strongly agree 34 37.3%
Total 91 100.0%

Response options N P
Strongly disagree 5 5.5%
Disagree 37 40.7%
Neutral 18 19.8%
Agree 0 0%
Strongly agree 31 34%
Total 91 100.0%
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7.4.5. The Pressure/Tension Subscale’s Results

Table7.17.
I Felt Worried While Doing the Reading Activities in the Written Expression Sessions

Table7.17. displays the students’ perception of anxiety in the reading sessions. It comes

out that a very small number of 2(2.2%) students strongly disagreed, 33(36,3%) disagreed,

31(34%) showed no response, and a very small proportion of 25(27.5%) students chose

strongly agreed, revealing that they felt worried in this environment.

Table7.18.
I Felt Stressed When Doing the Reading Activities in the Written Expression Sessions

When the subjects were questioned again whether the reading activities performed in the

classroom were a source of anxiety, and as it can be seen in the percent column(as it is shown

in Table7.18.), there was a (3.3%) to (27.5%) disagreement and (17.6%) agreement.

However, more than half the respondents (51.6%) gave neutral viewpoints.

Table7.19.
I Felt Very Anxious while Doing the Reading Activities in the Written Expression Sessions

Still in the same light looking for the informants’ precision in responding to the

subscale’s items, Table7.19. demonstrates that 4(4.4%) subjects showed strong disagreement,

Response options N P
Strongly disagree 2 2.2%
Disagree 33 36.3%
Neutral 31 34%
Agree 0 0%
Strongly agree 25 27.5%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 25 27.5%
Neutral 47 51.6%
Agree 0 0%
Strongly agree 16 17.6%
Total 91 100.0%

Response options N P
Strongly disagree 4 4.4%
Disagree 29 31.9%
Neutral 46 50.5%
Agree 0 0%
Strongly agree 12 13.2%
Total 91 100.0%
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29(31.9%) disagreement, a majority of 46(50.5%) were impartial, against, a minority of 12

(13.2%) subjects who strongly agreed that they felt tense while doing the reading activities in

the classroom.

Table7.20.
I Was Very Relaxed While Doing the Reading Comprehension Activities

Contrary to the three previous items, item20 is phrased in the positive form to reflect

additional information on how the students felt exactly about the experimental activities as

well as to ensure the scale’s reliability. Among the total of those who filled the questionnaire,

and as Table7.20. displays, 10(11%) respondents strongly disagreed, 19(20.9%) disagreed,

18(19.8%) took no side, a total of 36(39.5%) agreed and about 8(8.8%) subjects strongly

agreed that they did not feel anxious in this environment, but rather comfortable.

The four statements of the tension/pressure subscale are tailored to achieve the same

objective, but differently. The responses have been found to be placed in the positive (Q20),

mid-point (Q18 and Q19), and negative side of the subscale (Q17), reflecting polarized

responses. While the preliminary result of Q7, Q18, and Q19 were very different from that of

Q20, and they might show inconsistency in the students’ responses, they represent

complementary information that any foreign language learning situation is subject to anxiety.

7.4.6. The Mean Scores of the IMI’s Items in the No-Reward Condition

The bar chart, adjacent to Table7.21., demonstrates the mean scores of the constructs of

the IMI that were ranged from the lowest to the highest. By examining the means of all the

items, it is apparent that the subjects scored high on the value/importance subscale (3.70), and

moderate on the effort subscale (2.72). In addition, the means of the interest/enjoyment,

competence, and effort subscales were not numerically superior from each other. Thus, the

Response options N P
Strongly disagree 10 11%
Disagree 19 20.9%
Neutral 18 19.8%
Agree 36 39.5%
Strongly agree 8 8.8%
Total 91 100.0%
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target population is regarded to be relatively intrinsically motivated in the no-reward

condition.

Table7.21.
The Mean Scores and Standard Deviations of the IMI in the No-Reward Condition

7.5. Discussion
The results of item by item analysis of the IMI administered to measure the participants’

subjective experience with regard to the experimental task as an end in itself drive us to many

conclusions. First, they provide enough evidence to say that the reading activities were

appealing and held initial interest to the vast majority of the target population. Thus, interest,

to some extent, was dominant in the intensive reading environment.

Despite the fact that competence is another pivotal determinant of intrinsic motivation,

the students were reluctant to confess the extent to which they felt self-determined towards

the activities performed in the classroom (e.g., item 6, 7, and 8).The interpretation of their

choices could be that most of them doubt their reading abilities, so they overwhelmingly

selected the neutral option. It is quite reasonable to say how the students perceive their

competence (positively or negatively) at the experimental activities was an unreached answer.

Furthermore, they were regarded to attribute their performance to a salient internal factor,

namely effort. They admitted that they put forth effort to accomplish these activities in the

classroom.

Concerning the value they placed on these activities seems to be high, which could be

reflected by their beliefs that it was extremely important to do well in the target tasks.

Consequently, the respondents have internalized the usefulness of the target task and become

self-regulated at these activities. Our classroom was not a very supportive anxiety-free

2,41 2,72 2,8 3,2 3,7

0
1
2
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4ITEMS M SD

Interest/enjoyment 3.20 1.62

Competence 2.80 1.30

Effort 2.72 1.66

Value/Importance 3.70 1.58

Tension/pressure 2.41 1.52
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environment, which could be caused by the students’ fear of evaluation or to be humiliated in

front of their classmates due to making wrong answers.

More importantly, the mean scores of the value/importance, interest/enjoyment, effort,

and competence subscales were higher than that of the negative predictor of intrinsic

motivation (tension/pressure). This can be a satisfactory indicator that the interpersonal

context was not controlling to the subjects. Accordingly, the classroom learning environment

was effective in supporting largely and enhancing important positive determinants of intrinsic

motivation as reflected by interest/enjoyment, value/importance, and effort, it was, however,

fairly supportive for the basic innate need of competence.

7.6. The IMI to Measure the Subjects’ Intrinsic Motivation in the Reward Condition

In the second semester, the target population was allocated to another experimental

condition that took place in the classroom, namely the reward condition. The subjects were

intensively and productively involved in reading different topics, along with performing some

reading comprehension activities, and they were rewarded extrinsically for their successful

performance. In fact, the IMI was dispensed at the end of the second experimental condition

with the intention to quantify if there is any change in the students’ intrinsic motivation after

the administration of the reward, i.e., if the reward per se whites the participants’ appetite to

read and do well in the experimental activities.

Consequently, the administration of the IMI in two different conditions can provide us

with the aid to statistically compare between the students’ subjective experience towards the

target activity in the no-reward condition, and concurrently after they were rewarded in the

types of the reading activities (reward condition) performed in the classroom. In this regard,

the IMI is utilized to assist us determine if a causal relationship between intrinsic and extrinsic

motivation in reading, more specifically the participants’ engagement with reading activities

exist, so that they can be both additive in learning setting, distinctively in reading activities.

For that reason, we expect that the reward’s type, along with its contingency (will not make



253

the learners feel controlled), will nurture the learners’ intrinsic motivation with regard to the

experimental activities as they will develop interest, high perceived competence, spend high

effort, value these activities, and feel relaxed in this motivational environment.

7.6.1. Administration of the IMI

The IMI was administered at the beginning of a regular class time. The two groups of

participants filled in the questionnaire in an ordinary tutorial WE session in the morning,

under the supervision of the researcher.

The objective of the questionnaire was explained clearly to all the participants that we

were interested in them to tell us how they felt exactly in all the reading sessions they

attended in the WE module during this semester, and we even drew their attention to the first

IMI they completed in the previous semester. The participants were informed to make

themselves comfortable, read the items carefully, and ask about any item that was not clear to

them. We also insisted on them to be honest and frank in their responses, and that our quest is

only concerned with the reading sessions they attended with the WE teacher.

To ease the way how to fill in the scale, an example was written on the board and then

explained verbally to all the respondents. We assured them that their names and responses

remain confidential, and that they should write their names, respond to all the items, and

submit the questionnaire. The completion of the IMI did not exceed 15 minutes.

7.7. Results of the IMI in the Reward Condition

The scores of the negatively worded items (Q4, Q8, Q12, Q16, Q17, Q18, and Q19) were

reversed scores in order for higher scores on each item to reflect a more positive response to

that item. The score was calculated by summing responses to each individual item (cf.

Appendix X). The IMI in the reward condition yielded an overall alpha of (.80), indicating

high internal reliability of this measure in the present work. We can note that the reliability of

the scale has enhanced substantially from the first (.71) to the second experimental

condition(.80).How the reward of the present study could create interest in the intensive
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reading activities performed in the classroom and enhance the students’ intrinsic motivation

are what the subsequent sections will disclose.

7.7.1. The Interest/Enjoyment Subscale’s Results
Table7.22.
I Enjoyed the Reading Activities in the Written Expression Sessions Very Much

Table7.22. reflects the participants’ levels of intrinsic motivation as interest/enjoyment in

the reading activities they embarked upon under a reward-based system in the classroom. It is

shown that a minority of 4(4.4%) respondents strongly disagreed and 5(5.5%) disagreed,

denoting negative responses to the subscale. Thirty-one (34%) respondents decided to remain

impartial; a high proportion of 34(37.4%) respondents, on the other hand, agreed, and

17(18.7%) strongly agreed that they enjoyed the target task very much.

Table7.23.
The Reading Activities in the Written Expression Sessions Were Fun To Do

If intrinsic and extrinsic motivation becomes additive and concurrently has positive

influence, then the short stories are regarded to stimulate the subjects to read and become

more engaged in the reading activities. To this end, item 5 is indispensible to assist us capture

the effect the reinforcer could bring to the learners’ intrinsic motivation (enjoyment) in the

reading activities. By looking into the frequency column in Table7.23., we can notice that a

Response options N P
Strongly disagree 4 4.4%
Disagree 5 5.5%
Neutral 31 34%
Agree 34 37.4%
Strongly agree 17 18.7%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 9 9.9%
Neutral 29 31.9%
Agree 37 40.7%
Strongly agree 13 14.2%
Total 91 100.0%
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small minority of 3 to 9 respondents showed disagreement, 29 gave neutral views; against a

high majority of 37 to 13 respondents indicted agreement.

Table7.24.
I Think the Reading Activities in the Written Expression Sessions Were Interesting

Still, if the questioned students think the reading activities in this incentive-based

environment were interesting to them, and in accordance with Table7.24., it emerges that

there was a (3.3%) to (7.7%) disagreement and a (46.2%) to (27.4%) agreement, but only

(15.4%) for the neutral views was reached on this item.

Table7.25.
I Think the Reading Activities in the Written Expression Sessions Were Not Interesting

Asking whether the subjects felt bored in this motivational environment was unavoidable.

Of the total of the target population (cf.Table7.25.), 2(2.2%) strongly disagreed, 10(11%)

disagreed, reflecting high level of interest and enjoyment. Whereas, 6(6.6%) participants gave

no response, 38(41.8%) agreed, and 35(38.4%) strongly agreed, signifying low level of

interest and enjoyment in the reading-incentive system.

The results generated from the analysis of the participants’ responses to the first subscale

on the IMI imply that they appertain to two categories, reflecting total agreement or

disagreement. It is necessary to acknowledge that the subjects were not consistent and careful

in their answers. In response to such perplexing findings, and to ease the interpretation of the

results, the responses of agreement and disagreement were combined in Table7.26.

Response options N P
Strongly disagree 3 3.3%
Disagree 7 7.7%
Neutral 14 15.4%
Agree 42 46.2%
Strongly agree 25 27.4%
Total 91 100.0%

Response options N P
Strongly disagree 2 2.2%
Disagree 10 11%
Neutral 6 6.6%
Agree 38 41.8%
Strongly agree 35 38.4%
Total 91 100.0%
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Table7.26.
Percent of all the Responses to the Interest/Enjoyment’s Subscale

Agreement Disagreement
Item 1 56.1% 9.9%
Item 2 54.9% 13.2%
Item 3 73.6% 11%
Item 4 80.2 13.2%

As Table7.26. clearly illustrates, we reached more agreement on the three first items.

Conversely, the highest level of agreement was reached on the negative item, suggesting that

almost the respondents concurred that the reading activities performed during the second

semester were in fact boring. Since this is the first indicator of intrinsic motivation, it is worth

mentioning that the extrinsic reward did not compel the subjects to experience high levels of

intrinsic motivation.

7.7.2. The Competence Subscale’s Results

Table7.27.
I Think I Am Good at the Reading Activities We Performed in the Written Expression Sessions

As it is shown in Table7.27., item 5 is rather designed to measure another salient

predictor of intrinsic motivation, which is the participants’ perceived competence at the

reading activities. The percent’s column specifies that whilst a majority of 42(46.2%) of

respondents agreed and 4(4.4%) strongly agreed (that they are competent at the target

activity); only 1(1.1%) respondent strongly disagreed, 6(6.6%) disagreed, and a total of

38(41.7%) respondents were uncertain.

Response options N P
Strongly disagree 1 1.1%
Disagree 6 6.6%
Neutral 38 41.7%
Agree 42 46.2%
Strongly agree 4 4.4%
Total 91 100.0%
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Table7.28.
I Am Skilled in the Reading Activities We Did in the Written Expression Sessions

This is a further attempt to show how the reward could affect the subjects’ perceived

competence in the incentive reading environment. Table7.28. displays that there was a (1.1%)

to (7.7%) disagreement (which means they do not think they are skilled in these activities),

and (41.7%) to (2.2%) agreement. However, a high number of the neutral views (47.3%) was

reached on this item.

Table7.29.
After Performing the Reading Activities in the Written Expression Sessions, I Felt I Was
Competent in These Activities

The students’ positive beliefs about their abilities are considered to be one of the most

significant predictor of their success at the target activity. Of the total respondents, Table7.29.

reveals that 4(4.4%) indicated strong disagreement, equally disagreement, 39(42.8%) showed

agreement, and 2(2.2%) strong agreement, but (46.2%) for the neutral viewpoints. It emerges

that the neutral option was an undemanding option for the respondents.

Table7.30.
I Did Not Do Well in the Reading Activities in the Written Expression Sessions

Response options N P
Strongly disagree 1 1.1%

Disagree 7 7.7%
Neutral 43 47.3%
Agree 38 41.7%
Strongly agree 2 2.2%

Total 91 100.0%

Response options N P
Strongly disagree 4 4.4%
Disagree 4 4.4%
Neutral 42 46.2%
Agree 39 42.8%
Strongly agree 2 2.2%
Total 91 100.0%

Response options N P
Strongly disagree 1 1.1%
Disagree 10 11%
Neutral 20 22%
Agree 53 58.2%
Strongly agree 7 7.7%
Total 91 100.0%
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Table7.30. displays that a high percentages of participants (58.2%) and (7.7%) responded

positively, reflecting that they did not do well in these activities, and about 20(22%) took no

sides. On the contrary, the respondents who accepted this item negatively represent a minority

of (12.1%).

The literature review on the SDT suggests that intrinsic motivation is heightened by

supporting the basic psychological need of competence. Despite the fact that the reading

activities were challenging and the reward was contingent upon their correct answers in the

experimental activities (i.e., it informs about their competence), it appears that there was

apparent split in the responses. When the subjects were debriefed to respond to the items by

indicating their level of agreement or disagreement, the responses were not under a unified

side; yet under three different sides.

Item 5 was accepted positively by more than half the respondents; both item 6 and 7

received neutral viewpoints by the vast majority, and the last item (which was a negatively-

keyed item) was accepted positively by a high proportion of respondents. Due to the reason

that we did not reach total agreement or disagreement on this item, such puzzling results

indicate that either the wording on this subscale was not clear so expressing no opinion was

the best and the easiest choice among the questioned students, or to attribute it to more

convincing reasons. The reward was fairly more controlling than informational. Therefore, the

reward offered did not effectively contribute to alter the students’ perceived competence from

low, ‘do not know’, to high. It could be also suggested that there was no relationship between

the subjects’ reading self-concept and their achievements in the experimental tasks or the

reward.
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7.7.3. The Effort Subscale’s Results

Table7.31.
I Put a Lot of Effort into the Reading Activities We Performed in the Written Expression
Sessions

Highly motivated learners are regarded not to withdraw easily from any challenging

learning situation, yet they often persist by exerting high effort. In this regard, and as it is

displayed in Table7.31., 7(7.7%) respondents showed strong disagreement, 14(15.4%)

disagreement, 28(30.8%) expressed neutral views, 33(36.2%) indicated agreement, and

9(9.9%) strong agreement with the first item on the effort’s subscale.

Table7.32.
It Was Very Important to Me To Do Well in the Reading Activities we Performed in the
Written Expression Sessions

As it can be seen in Table7.32., a minority of (3.3%) to (6.6%) showed disagreement;

whereas, a majority of (49.4%) to (27.5%) indicated agreement, reflecting that it was very

important to them to do well in these activities.

Table7.33.
I Tried Very Hard While Performing the Reading Activities in the Written Expression
Sessions

Response options N P
Strongly disagree 7 7.7%
Disagree 14 15.4%
Neutral 28 30.8%
Agree 33 36.2%
Strongly agree 9 9.9%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 6 6.6%
Neutral 12 13.2%
Agree 45 49.4%
Strongly agree 25 27.5%
Total 91 100.0%

Response options N P
Strongly disagree 8 8.8%
Disagree 15 16.4%
Neutral 25 27.5%
Agree 35 38.5%
Strongly agree 8 8.8%
Total 91 100.0%
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Table7.33. displays that a small percentage of respondents (8.8%) strongly disagreed,

(16.4%) disagreed, (27.5%) gave neutral viewpoints, in opposition to a high percentage of

(38.5%) respondents who agreed, and (8.8%) strongly agreed that they attributed their

outcomes in the reading activities to effort.

Table7.34.
I Did Not Do My Best in the Reading Activities in the Written Expression Sessions

Unlike the three preceding items, this last item is in the negative form. In the bar char,

adjacent to Table7.34., we combined all agree and disagree responses into two categories of

accept and reject. As it can be seen in the same bar chart, the majority of respondents (56%)

rejected this item, and only a minority (23.1%) accepted it positively, yet neutral viewpoints

were reached by (20.9%) of respondents.

Understanding the participants’ motivation in the reading activities through deeming the

effort they put into these activities was not an easily avoidable aim in this part.  The results of

the effort’s subscale were slightly different from those of the interest/enjoyment and

competence subscales. It appears that the answers— except for item18— were at the highest

extreme of the subscale, suggesting satisfactory responses to this item. In essence, highly

motivated learners believe that a certain effort will lead to a particular outcome. We can then

say that the reward spurred the high majority of students to put a considerable effort so that

they became productively involved in the experimental activities.
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Response options N P
Strongly disagree 7 7.7%
Disagree 14 15.4%
Neutral 19 20.9%
Agree 36 39.6%
Strongly agree 15 16.4%
Total 91 100.0%
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7.7.4. The Value/Importance Subscale’s Results

Table7.35.
I Believe Doing the Reading Activities in the Written Expression Sessions Is Beneficial to Me

As Table7.35. presents, of the total of those who filled the IMI, 2(2.2%) strongly

disagreed, 4(4.4%) disagreed, 8(8.8%) decided to remain impartial, in opposition to

47(51.6%) agreed, and a total of 30(33%) strongly agreed, revealing that the experimental

tasks were important to them.

Table7.36.
I Think These Are Important Reading Activities

Item 13 was asked to determine how the reward administrated could compel the target

population to value more the intensive reading activities. It emerges in Table7.36. that a small

minority of 2(2.2%) subjects showed strong disagreement, equally indicated disagreement,

whereas a high majority of 46(50.5%) showed agreement, 31(34.1%) strong greement, and

only 10(11%) students decided to remain neutral on this item.

Table7.37.
I Think Doing These Reading Activities Is Helpful

Response options N P
Strongly disagree 2 2.2%
Disagree 4 4.4%
Neutral 8 8.8%
Agree 47 51.6%
Strongly agree 30 33%
Total 91 100.0%

Response options N P
Strongly disagree 2 2.2%
Disagree 2 2.2%
Neutral 10 11%
Agree 46 50.5%
Strongly agree 31 34.1%
Total 91 100.0%

Response options N P
Strongly disagree 2 2.2%
Disagree 1 1.1%
Neutral 7 7.7%
Agree 44 48.4%
Strongly agree 37 40.6%
Total 91 100.0%
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Table7.37. displays that a small proportion of 2(2.2%) participants strongly disagreed,

only 1(1.1%) disagreed, reflecting that performing the reading activities is not helpful,

7(7.7%) gave no response, against a high proportion of 44(48.4%) and 37(40.6%) who

provided favourable responses to item 14.

Table7.38.
I Think Doing These Reading Activities in the Written Expression Sessions Was Not Important

Item 15 is written in the negative form, so agreement with it reveals low level of the

importance the subjects saw in the intensive reading activities, disagreement with it, on the

other hand, delineates high level of the value they assigned to these activities. As it can be

seen in Table7.38., the percentages of strong disagreement (3.3%) and disagreement (3.3%)

were equal, (15.4%) for the neutral viewpoints; agreement was reached by (42.8%) and strong

agreement by (35.2%). Evidently, more level of agreement than disagreement was reached on

this item.

The more an activity is regarded important, the more the students are willing to work hard

on it. Scrutinizing and interpreting the results of the value/importance subscale divulges that

the sample considers their performance in this incentive reading environment, which focuses

on enhancing extrinsic motivation in turn the latter will nurture intrinsic motivation, to be

highly important. Although more than half the subjects were in agreement with the last item

(16), more favourably responses were reached on item 13, 14, and 15. Nonetheless, the results

of this subscale were different from those obtained in the no-reward condition, for there was

no notable split in the responses. The administration of the reward in the reading sessions

Response options N P

Strongly disagree 3 3.3%

Disagree 3 3.3%
Neutral 14 15.4%
Agree 39 42.8%
Strongly agree 32 35.2%

Total 91 100.0%
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drove the students to be less consistent in their responses. Regardless this split, the

respondents reported that they still value these reading activities.

7.7.5. The Pressure/Tension Subscale’s Results

Table7.39.
I Felt Worried While Doing the Reading Activities in the Written Expression Sessions

Not all foreign language learning settings are an anxiety free-environment, and not all

students are likely to be exposed to anxiety. When the subjects were faced with the first item

on the tension/pressure subscale (Table7.39.), of the total respondents, 1(1.1%) strongly

disagreed, 12(13.2%) disagreed, 29(31.9%) expressed no opinion, 32(35.2%) agreed, and

17(18.6%) strongly agreed, suggesting that they felt tense in this learning environment.

Table7.40.
I Felt Stressed When Doing the Reading Activities in the Written Expression Sessions

Table7.40. reflects the level of the negative predictor of intrinsic motivation as

tension/pressure in the reading-incentive environment. It becomes apparent that strong

disagreement was reached by a minority of (2.2%), and disagreement by (11%) of

participants, whereas agreement was reached by a majority of (45.1%), along with strong

agreement by (16.4%), yet (25.3%) for the neutral viewpoints.

Response options N P
Strongly disagree 1 1.1%
Disagree 12 13.2%
Neutral 29 31.9%
Agree 32 35.2%
Strongly agree 17 18.6%
Total 91 100.0%

Response options N P
Strongly disagree 2 2.2%
Disagree 10 11%
Neutral 23 25.3%
Agree 41 45.1%
Strongly agree 15 16.4%
Total 91 100.0%
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Table7.41.
I Felt Very Anxious While Doing the Reading Activities in the Written Expression Sessions

Still requesting whether or not the incentive-system in these reading sessions prompted

the subjects to feel anxious, thus we grouped all strongly disagree and disagree responses in

one category to show total disagreement, and strongly agree and agree in another category to

reveal total agreement. The bar chart shows that we reached more agreement (66%) than

disagreement (11%), and only (23%) of respondents who did not decide on any side in the

subscale.

Table7.42.
I Was Very Relaxed While Doing the Reading Comprehension Activities

Contrary to the three previous items on the tension/pressure subscale, this sentence is

written in the positive form. Table7.42.clearly displays that 3(3.3%) respondents showed

strong disagreement, 11(12%) disagreement, 25(27.5%) were neutral, 38(41.8%) indicated

agreement, and 14(15.4%) strong agreement that they felt at ease in the classroom.

The aim of the tension/pressure subscale is to ascertain if the subjects went through

feelings of uneasiness in the incentive reading environment. There was concurrence with the

last item among the subjects, indicating that the respondents felt at ease, the results of item17,

18, and 19, however, provide unsatisfactory responses.

0
0,1
0,2
0,3
0,4
0,5
0,6
0,7Response options N P

Strongly disagree 0 0%
Disagree 10 11%
Neutral 21 23%
Agree 41 45.1%
Strongly agree 19 20.9%
Total 91 100.0%

Response options N P
Strongly disagree 3 3.3%
Disagree 11 12%
Neutral 25 27.5%
Agree 38 41.8%
Strongly agree 14 15.4%
Total 91 100.0%
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Despite the fact that the nature of the reward offered was proximal to the desired

behaviour (reading) to raise the students’ awareness of the message conveyed through it, it

was also administered at the end of each successful reading comprehension performance to

inform about their competence and even if it was not conditional, these primary results denote

that the interpersonal context coerced the participants to feel  more controlled, it turns out to

be as if they were informed if you respond to these reading activities correctly, then you will

be given a short story. Therefore, in comparison with the first condition, the reward made the

subjects feel more anxious. They felt anxious due to their fear of evaluation as they were

required to provide good responses in front of their classmates to receive the reward. In like

manner, their anxiety was very high can be due to their negative perception of themselves (the

competence subscale’s results).

7.7.6. The Mean Scores and Standard Deviations of the IMI’s Items in the
Reward Condition

Table7.43.
The Mean Scores of the IMI’s Constructs in the Reward Condition

Table7.43. presents the mean scores and standard deviations of all the constructs of the

IMI in the reward condition. The means ranged between (2.95) and (3.96), and the standard

deviations laid between (1.22) and (3.32). The value/importance subscale had the highest

mean score of (3.96), whereas the competence subscale had the lowest mean score of (2.95).

Moreover, the means of the effort and tension/pressure subscales were not largely far from

each other. The participants scored high in the first predictor of intrinsic motivation (3.42),

and their scores in the second predictor of intrinsic motivation (2.95) were low vis-à-vis their

scores in the negative predictor of intrinsic motivation (3.22).

ITEMS M SD
Competence 2.95 1.22
Effort 3.01 1.48
Tension/ pressure 3.22 3.21
Interest/enjoyment 3.42 1.44
Value/Importance 3.96 1.96
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Likewise, the means of the items on the IMI under the two experimental conditions were

placed in the following bar chart. The bar chart demonstrates that there was a substantial

increase in the mean scores from condition 1 to 2, especially for the tension/pressure subscale.

Graph5.2. The Mean Scores of the IMI’s Items in Condition 1 and 2

7.8. Discussion

The interpretation of the preliminary results of the IMI, which was used to elucidate the

students’ motive for becoming productively involved in the classroom, was very difficult as

they were completely divergent, and even surprising, from those obtained in the first place

(condition1). In essence, we were faced with more favourably, unsatisfactory, and non-

partisan viewpoints.

In the interest/enjoyment’s subscale, there was split in the responses. The participants

reported that they felt intrinsically interested in this learning environment; concurrently, they

expressed feelings of boredom in the same motivational environment where we attempted to

foster extrinsic motivation to enhance the intrinsic one. Due to this split, one would not say

that interest in reading was highly maintained by the extrinsic reward of the present study, and

that not all the sample felt interested in the second experimental condition.

Further, not all the participants regarded the effort they placed on these activities to be

high, nor they were able to tell how well they think they did in these activities. The majority

consider these reading activities to be highly important and more valuable to them.
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Furthermore, they reported that they felt anxious rather than at ease in the reward condition.

What was in actuality tempting about these results is that the items expressed negatively made

the subjects confused in their responses. Thereupon, the items expressed negatively were

ambiguous to the subjects.

By carefully examining the means of all the items in condition1, it is apparent that the

means of the value/importance (3.70), interest/enjoyment (3.20), effort (2.72), and

competence (2.80) subscales were higher than the mean of the negative predictor of intrinsic

motivation (tension/pressure: M= 2.41). This can be a good indicator that the interpersonal

context was not controlling to the subjects. In the reward condition, the means of the

interest/enjoyment (3.42) and the value/importance subscales (3.96) were higher than the

mean of the tension subscale (3.22), whereas the mean of the foresaid subscale was higher

than both the competence subscale (2.95) and the effort (3.01) subscale. Undisputedly, there

was a substantial increase in the mean scores from condition 1 to 2.

As noted above the means and standard deviations of the IMI’s items indicated that the

classroom reading environment, of condition 1, was effective in supporting largely and

enhancing salient positive determinants of intrinsic motivation as reflected by

interest/enjoyment, value/importance, and effort, it was, however, fairly supportive for the

basic innate need of competence. Despite the fact that the intervention (condition2) was, to a

certain extent, effective in supporting important positive determinants of intrinsic motivation,

it was a source of making the subjects feel tense, yet any foreign language learning

environment is vulnerable to anxiety. Therefore, all the constructs in the IMI were enhanced,

but they were not positively supported in the reward condition. However, these preliminary

results provide only partial answer to the impact of the present extrinsic reward in the

intensive-reading environment we implemented on the students’ intrinsic motivation, for that

reason these findings have to be confirmed by a further trial (test).
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7.9. Putting in it Altogether

In our discussion so far, we have presented what all the participants reported by

indicating the percentages of their level of agreement and disagreement with each item. To

perceive the statistical difference between the two experimental conditions, each participant

was given two scores (one score on the IMI in the no-reward condition and the second in the

reward condition) by summing their responses, and then they were divided by the number of

the items.

The fact that the data are not independent (rather it is dependent), as the same subjects

were measured twice (paired data) before and after the motivational intervention (reward), a t-

test for related samples was run to determine the significant differences in the students’

intrinsic motivation under the two experimental conditions. We utilized SPSS software

version 13.0, as a tool of analysis to calculate the scores of each individual participant.

Table7.44.
The Mean Scores of the Students’ Intrinsic Motivation in Condition 1 and 2

In Table7.44., one can observe the mean, the standard deviation, and the standard error of

the mean of the subjects in the no-reward and reward conditions, respectively. The mean

score of the first was (11.44), the standard deviation was (2.66), and the standard error of the

mean was (0.27). The mean score of the second condition, on the other hand, was (13.32), the

standard deviation was (2.56), and the standard error of the mean was (0.26). Hence, the mean

of the reward condition (as it can be seen in the pie chart) was by far higher than that of the

no-reward condition

Mean N SD SD
Error
Mean

Condition
1

11.44 91 2.66 0.279

Condition
2

13.3275 91 2.56 0.2685
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Table7.45.
The Mean Difference between the IMI’s Scores in Condition 1 and 2

Paired Differences
Condition2-
condition 1

M SD SD Error
M

t df Sig. (1-
tailed)

1.89121 3.16778 0.33207 5.695 90 0.05
The output in Table7.45. presents the subjects’ scores in the IMI under the two

experimental conditions. The mean difference between the two conditions was (1.98), with a

standard deviation of (3.16), and a standard error of the mean of (0.33). The significance level

of the t-test ratio at 90 degrees of freedom is not tabulated in the Guilford & Fruchter’s

significance level of t-ratio (1978), so we looked at 120 for it is close to 90 and it is the

highest degree of freedom in this table. Then, with 119 degrees of freedom, the required t for

significance, at 0.05 level, is 1.65 (one-tailed test). Since the obtained t-ratio (5.69) is much

higher than the required critical value for significance for the t-ratio (1.65), we can say that

the results are highly significant (5.69>1.65).

To ensure the accuracy of the findings, and to confirm the real impact of the tangible

reward of the present investigation on the variable of interest, another t-test for related

samples was replicated. The total score for all the subjects was obtained by summing the

scores of the 16 items, and then we divided them by the number of the items (/4), apart from

the tension/pressure subscale. It was not computed for it is a negative predictor of intrinsic

motivation, and contains more negative items in comparison with the rest of the items.

Table7.46.
The Mean Scores of the Students’ Intrinsic Motivation in Condition 1 and 2

Looking through the columns of Table7.46., it emerges that the mean of condition 1 was

(12.02), with a standard deviation of (3.19) and (0.33) standard error of the mean. Whereas,

the calculated mean of condition 2 was (13.36), the standard deviation was (2.93) and the

M N SD SD
Error
Mean

Condition1 12.02 91 3.19 0.33

Condition 2 13.36 91 2.93 0.30
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standard error of the mean was (0.30). It can be said that there was a statistically significant

mean difference between the two conditions’ scores. Thereupon, the difference between the

two experimental conditions, as the pie chart displays, was not equal to zero.

Table7.47.

The Mean Difference between the IMI’s Scores in Condition 1 and 2

Paired Differences
Condition2 -
condition 1

M SD SD Error
M

t df Sig. (1-
tailed)

1.34066 0.362 0 .41 3.26 90 0.05
Table7.47. shows that the mean of condition 1 minus condition 2 equals (1.34), the

standard deviation was (0.36) with a standard error of the mean of (0.41).Therefore, the

results are statistically significant (3.26>1.65). These results imply that (even without the

tension/pressure subscale) the extrinsic reward can have positive impact on intrinsic

motivation. Particularly, the results suggest that when the reward is delivered for meeting a

standard of excellence in the target activity (in our case reading activities), the students’

intrinsic motivation increase.

7.10. Discussion

A t-test for related samples was carried out on the IMI’s responses to determine whether

or not there was a statistically major mean difference between the students’ intrinsic

motivation under two different conditions. The results yield statistically significant

differences (as there is a notable mean difference between condition 1 and 2). They denote

that the reward was effective in enhancing all the constructs in the IMI through which we

intended to measure intrinsic motivation. Consequently, we reject the null hypothesis (H0)

that the difference is due to chance and accept the alternative hypothesis (H1).In effect,

intrinsic and extrinsic motivation have been found to have additive and positive influence on

reading, resulting in a positive causal relationship.
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7.11. Classroom Observation

A further, paramount research tool that assisted in gathering data on the variables

pertaining to this work was a direct classroom observation through a checklist (cf. Appendix

Y). Assuredly, a close classroom observation is pertinent to assist efficiently in collecting

comprehensive information on the subjects’ behaviour in the incentive-reading environment

(by watching on a closer stance what the participants are going to do in the classroom rather

than remain satisfied with their responses to the questionnaires’ items, which have been

designed with the intention to obtain detailed information with regard to how they felt, or

what has been developed from this environment). In other words, how the students are going

to interact during the reading sessions in order to reveal whether or not the reward offered is a

positive reinforcer in shaping their behaviour in reading, to directly observe the outcomes of

this extrinsic reward in an intensive-reading environment, if reading in the classroom becomes

interesting, and if through time the subjects become more engaged readers.

Accordingly, we expect that the more the short stories are positive reinforcers, the higher

the learners are intrinsically motivated, as reflected by their persistence in reading. If the short

stories, on the contrary, are negative reinforcers, they will be occupied doing something

different (such as, playing with their cell phones, reading their WE copybook, or talking to a

classmate).To this end, our classroom observation will be functional in answering the

subsequent questions:

 What are the participants going to do exactly when they are reading?

 Are the rewarded students still taking part in the reading activities?

 Are all the students going to be engaged in the experimental tasks?

 Are they going to choose to perform a certain activity over reading?

 To what extent they will persist at the experimental activities?

It is important to note that our classroom observation was done during the two

experiments. Nevertheless, it was more careful and consistent in the second semester. In the
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first semester, we watched closely the behaviours that were dominant in the reading sessions

so that they will be given more focus in the second semester.

At the beginning of the class (in both experiments), the researcher announced the topic,

and sometimes, a day before the start of the experiment, suggested some topics for the

participants to choose, among them, the one to read it in the classroom; they, then, read the

actual text silently. During the reading sessions of the first semester, the designated time for

reading was 25 minutes, while the observed time for reading ranged between 12 and 20

minutes. The time depends on the length (e.g., ‘Burned-up Bosses Snuff out Prospects of Jobs

for Smokers’) and complexity of the topics. Some interesting observations that came from our

classroom observation in the first semester can be as follows.

First, almost all the subjects (81.3%) were observed to work effectively and productively

in parallel with other students (e.g., asking for the meaning of some words). Social

collaboration was largely dominant in the observed environment. Whereas, only a small

minority of students (7.7%) were regarded to avoid or even withdraw from social

collaboration as they always worked on their own, and never turned to a classmate or the

teacher to ask for help. Being dominant by both introvert and extrovert students are the nature

of any classroom.

However, like all classrooms’ environment, about (11%) of students showed signs of

boredom for they were importunate requesting for breaks, talking to classmates, or using their

cell phones. Likewise, for the majority of students, the dictionary was their best companion as

they were watched to instantly search for the meaning of some words. What was remarkable

correspondingly is the overuse of the mother tongue when the students were trying to

approach the meaning of some words or give their synonyms.

To be aware of the effect, if ever, the reward might have on the subjects’ behaviour in

reading, we ought to give the reading-incentive environment a more earnest surveillance. Like

in the previous semester, the designated time, in the reward condition, for reading was 25
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minutes for all the topics; whereas, the observed time for reading differs depending on the

length as well as novelty of the topics to the participants. When the topics were long (e.g.,

Will the Net Replace Thinking?, Mosquitoes), the observed time ranged between 11, 12, 13,

14, 20, 24 and 25 minutes, so the average time was 17 minutes.  The observed time of the

topics that have medium length (e.g., Social Networks, Olympic Games), on the other hand,

ranged between8,8,9,9,9,10,10,10,10,12,12, and 13 minutes. Thereupon, the average observed

time for reading passages of medium length was then 10 minutes. When the topics (even if

they have medium length) were new and interesting to the participants (e.g., ‘Water Sports in

Hawaii’, ‘An Exciting Way to Visit the Wilderness’, A Poison Tree, A Narrow Fellow in the

Grass), the observed time (24, 25, 12, and13 mins) exceeded the average time for reading(17

and 10 mins).

The second observed factor in the classroom was collaboration. In many occasions, the

majority of participants (representing 66%) were observed to consistently turn to a classmate

to seek help through explaining an idea, a word that was difficult, the equivalent of the word

in Arabic, or even to decide on the correct reading comprehension answers for topics such

‘Why so Many Children?’, ‘a Poison Tree’ and ‘Animals’ Behaviour’.

Moreover, interest was also another present observed factor in reading. The participants

showed interest through silent reading—during the designated time—by being hooked in

reading the topics expertly, or being occupied writing their answers on a sheet of paper to

recall it to the class (though they were not asked to do that), or even they became punctual

through attending the extra class time for reading. Some learners (33%) developed interest in

EFL reading through choosing the latter as a topic for writing essays during WE class time

practice or using examples from some topics to support their arguments when they practiced

writing. Even few students (5.5%), who were reluctant during our tutorials, were active

participants in the incentive reading environment.
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Nevertheless, we cannot proceed in discussing the positive outcomes of our classroom

observation without referring to those students (they just represent the minority, i.e., 12.1%)

who felt really bored from the way they reacted to the topics, through using interjection

expressions in the mother tongue once the teacher started to distribute the papers, talking to

classmates, pretending they were reading, using their cell phone, or writing their lessons when

the rest of the students were overwhelmingly involved in the target activity.

In addition, the subjects were largely dependent on their pocket or cell phone dictionary

in comprehending the meaning of difficult and new words. In one of the previous session of

writing, they were given a paper entitled ‘My New Words of the Day’ as a strategy to enhance

their vocabulary when they read. On a closer inspection, only few learners (about 3 out of 91)

who took advantage of this paper by filling it each time they read a new topic.

What was further tempting about our classroom observation is when the participants were

introduced to topics that were very difficult (e.g., poems), the vast majority (73.3%) did not

give up immediately. Instead, they tried hard to find out the answers through requesting for a

second chance or to have more extra time. Furthermore, competition in the classroom was

also observed when many learners raised their hands and kept insisting to be the only ones

who intend to answer. Challenging topics, along with the reward, coerced the majority of

learners to compete mildly in the classroom to answer correctly.

The subjects (96.7%), who were rewarded for their good performance, did not withdraw

from the classroom reading participation, they were rather active learners and withstood in the

incentive environment. Sometimes, the researcher intentionally offered the reward at the end

of the session, some students impatiently asked for their short stories, claiming that they

intend to read them. However, only a very small minority of students (3.3%) shared the topic

of the short story with their teacher and expressed freely their excitement or dissatisfaction

with what the short story is all about. However, during the last weeks of our observation, the
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observed time started to lessen gradually (it reached 7mins). Such decrease in time could be

attributed to the following reasons:

-The participants spent less time because they have developed a reading strategy,

- they have started to activate their schemata or become more trained in reading

Whether in the first or the second semester, some students (45.1), and even those who

showed signs of boredom, were able to come up with new ideas about some of the topics

covered, commented on some topics (by showing their disagreement with the ideas of the

writer, (e.g., ‘Literacy in America’), shared the information gained from what they have read

on the Internet or watched on TV (e.g., ‘Mosquitoes’), or even shared questions with their

classmates.

The conclusion we can reach from the classroom observation is that the reward did not

prevent the students to progress and persist in their efforts. Nonetheless, we cannot deny the

fact that their persistence while embarking upon these activities could be due to their beliefs

that they were part of the WE curriculum, or the researcher presence in the classroom

compelled them to show persistence. We need also to admit that the students’ productive

engagement in the incentive reading environment can be due to observing how their

classmates were rewarded for providing correct answers. This act, in fact, enhanced their

expectations that answering correctly the reading comprehension questions will yield the

reward (vicarious reinforcement, Chapter 2, section 2.3.).

7.12. General Discussion

Cameron, Pierce, Banko, and Gear (2005) explored the effect of extrinsic rewards on

undergraduate students’ intrinsic motivation during a learning phase and for their

achievements in a test. Intrinsic motivation was assessed by time spent on the target task and

task interest in the free-choice period. The results reveal that rewards administered during

learning or achievement on a test enhance intrinsic motivation. In the present work, the

reward was not offered during a learning how to read phase, but rather for meeting a
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normative performance standard (i.e., during a reading practice phase).The present results are

congruent with Cameron et al., (2005) findings; an achievement-based reward for reading

activities enhances subsequently students’ intrinsic motivation.

In their paper reviewed in Chapter 2, Deci et al., (1999) reported that tangible rewards in

general have negative effect on intrinsic motivation for interesting tasks, and performance-

contingent rewards do not negatively affect self-report interest. When rewards signify

excellent performance, performance-contingent rewards tend to convey considerable positive

competence information; they become, on the other hand, harmful to intrinsic motivation

provided that they control behaviour and do not affirm competence. Esinberger et al. (1999)

meta-analysis indicate that rewards for meeting absolute performance standards increase self-

report interest but do not affect free-choice.

In the present chapter, it was ascertained that when short stories are salient to

acknowledge good performance (a performance-contingent reward) neither the students’ task

persistence (based on our classroom observation) nor their self-report interest (which was

measured by the IMI) were notably undermined. The present findings are in accord with both

Deci et al. (1999) and Esinberger et al.(1999) results, and also conform strongly the

predication made by CET, in that informational tangible rewards have less undermining

effects on intrinsic motivation vis-à-vis engagement or completion-contingent rewards.

Conclusion

The results of the IMI, which was brought into the data collection to measure the

subjects’ levels of intrinsic motivation with regard to the intensive reading activities in the no-

reward and reward conditions respectively, were discussed in this chapter. The major findings

have been found to support the contention of the researcher as they were in the right direction

of the first hypothesis: The incentive-based system in reading has been found to have positive

effects on the students’ intrinsic motivation.
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However, the subjects were prone to anxiety in the reward condition. This can be

attributed neither to the reward’s type nor contingency, yet it is more strongly related to the

reward’s expectancy. Because the reward, through time, became expected, it emerges that the

motivational environment coerced the subjects to feel stressed (they ought to produce a

desired behaviour to be rewarded tangibly in front of their classmates). In view of that,

intrinsic and extrinsic motivation can have additive influence, but what really matters is when

the reward becomes expected. In essence, it is quite plausible to state that the students’

perceived competence is still very moderate. The reward did not instil into them high self-

appraisal of their reading performance. Thereupon, as the reward became expected by the

subjects, it might suggest that they enjoyed the act of receiving the reward more than the

reading environment per se. To say that offering tangible rewards for interesting activities

decreases learners’ persistence in the target language is a flawed conception as our classroom

observation substantiates the opposite.
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Introduction

Without a ‘cup’ of motivation, reading is not entertaining and comprehension could be

problematic. The chapter, which encompasses two sections, is considered the second

empirical attempt in this thesis to evaluate the effectiveness of the present motivational

strategy. Section one, with two parts, is devoted to the description and analysis of the data

gathered from the MRP. In Chapter 6, the reader was introduced to the quantitative analysis of

the participants’ reading motivation, in which their motivational dimensions in reading have

been uncovered. In the first section of this chapter, on the other hand, we ascertain the

subjects’ reading motivation by examining, through a further tool of research, their reading

motivation prior to and after the administration of the reward. The second section, which

contains two parts, reveals the research data obtained from the assessment of their pre-and

post-reward reading comprehension performance. Interpretation and discussion of the results

are accessible at the end of each corresponding section.

I. Section One

Part 1: The MRP to Assess the Subjects’ Pre-RRM

8.1. Restating the Hypothesis and Research Questions

In section one, we seek to determine answers to the following research questions:

 Does an extrinsic reward in intensive reading activities boost learners’ EFL reading

motivation?

 Could the reward transfer students’ motivation in these reading activities to EFL

reading?

The predicted answer to the previous questions lies in the following hypothesis: If an extrinsic

reward (short stories) is offered for successful reading comprehension performance, then

learners’ EFL reading motivation will boost. To put it another way, we expect that the reward

contingency (meeting a standard of excellence in the intensive reading activities) and type

(short stories) delivered for reading, along with the reading practices in the classroom, will
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contribute highly to enhance students’ reading motivation. It entails that the proximity of the

reward to the desired behaviour will concurrently coerce the subjects to internalize the value

of reading, their perception of themselves will be high, the message conveyed through the

reward (short stories) will be understood, and thus their motivation in the reading activities

will transfer to EFL reading in general.

8.2. Operational Definition of Reading Motivation

According to Gambrell et al. (1996, p.519), “reading motivation is defined by an

individual’s self concept and the value the individual places on reading.” In the same scope,

the operational definition of reading motivation, pertaining to this research, is the positive

competence beliefs about the subjects’ ability in reading and the value they assign to EFL

reading after they have been extrinsically rewarded.

8.3. Rationale behind Adapting the MRP

The Motivation to Read Profile (MRP) (Gambrell et al., 1996) was adapted in this study

to meet the purposes on which this research is grounded upon, and also to adjust it to our

setting and the participants’ actual level. It is very important to highlight the fact that, in the

present thesis, reading motivation has been built and extended from L1 reading motivation

theories (Gambrell et al., 1996). It becomes evident that students’ perception of self-efficacy

and their subjective task value have become the most indispensable predictors of highly

motivated learners in learning, generally, and in reading, more particularly.

Therefore, the primary purpose of using the MRP is to quantify the participants’ attitudes

towards reading in English, based on their self-concept and the value they give to reading. In

the same line of thought, we believe that the same tool of research would be more useful

through providing us with the profile of each individual participant so that the pre-reward

reading motivation of the subjects will be uncovered appropriately.
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8.4. Description of the MRP

The MRP (cf. Appendix M) contains 20 items divided into a five-point scale. The MRP

has been designed to qualify as well as quantify students’ motivation to read through

assessing their self-concept as English readers and the value they give to EFL reading. Like

the original version, this adapted version also does not contain the neutral response so that the

respondents will be forced to answer rather than remain impartial. Ten items purport to

measure participants’ self-concept (perceived competence in reading) as English readers (e.g.,

when I come to a word I do not know, I can always figure it out, I worry about what other

students think about my reading performance); whereas, the remaining 10 items inquire about

the value participants give to reading and reading activities (e.g., reading an English book is

something I like to do, I think reading in English is a great way to spend time). We utilized

the MRP for it reflects the two dimensions of reading motivation many researchers concurred

in them (e.g., Eccles, 1993; Gambrell et al., 1996).

8.5. Administration of the Pre-RMRP

In a regular class time, and after the completion of the pre-test, the MRP was distributed

to all the participants. The researcher explained clearly to the subjects that they are required to

choose among each of the four responses the one that best describes them. They were assured

about the confidentiality concerning their names; they were also notified that their answers are

undisclosed, and the way how to fill in the MRP was also clarified. The subjects were

encouraged to ask questions about any ambiguous item. Time spent for the completion of the

profile did not go beyond the limit of 8 minutes. Before they left the classroom, we ensured

that all the participants handed out the profile.

8.6. Results of the Pre-RMRP

8.6.1. Results of the Self-Concept Subscale

The self-concept subscale comprises 10 items, with four options on each item. It tackles

the sample’s self-appraisal of their ability beliefs: How well they think they are in reading.
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Table8.1.
My Best Classmate Thinks I Am

To check through the subjects’ self-concept with intent to explore how they judge their

competence beliefs in reading from their best classmate’s viewpoints, it emerges in Table8.1.

that (3.3%) of respondents admitted that they are very good readers, (28.6%) good readers,

(48.4%) average readers, and only (19.7%) appraise themselves as poor readers.

Table8.2.
I Read

Response options N P
Not as well as my classmates 23 25.2%
About the same as my classmates 40 44%
A little better than my classmates 20 22%
A lot better than my classmates 8 8.8%
Total 91 100.0%

Throughout the second item on the self-concept subscale (cf. Table8.2.), the researcher

purports to determine how well the students appraise their reading vis-à-vis their classmates.

Table8.2. indicates that a total of 23(25.2%) respondents do not consider their reading to be

as well as their classmates, 40(44%) about the same as their classmate, 20(22%) a slight better

than their classmates, still only a small percentage of 8(8.8%) respondents consider their

reading to be a lot better than their classmates.

Table8.3.
When I Come to a Word I Do Not Know in English, I Can

Response options N P
Always figure it out 30 33%
Sometimes figure it out 56 61.5%
Almost never figure it out 3 3.3%
Never figure it out 2 2.2%
Total 91 100.0%

In this item, the subjects were requested to indicate how often they think they can

understand the meaning of unknown words when they read in the target language to reflect

how they judge their personal efficacy in reading. Table8.3. presents that (33%) of the

Response options N P
A very good English reader 3 3.3%
A good reader 26 28.6%
An average reader 44 48.4%
A poor reader 18 19.7%
Total 91 100.0%
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informants indicated that they are capable of figuring out the meaning of a new word every

time they read, (61.5%) sometimes figure it out, (3.3%) almost never figure it out, a very few

number of 2(2.2%) subjects, however, can never figure it out.

Table8.4.
When I Am Reading in English by Myself, I Understand

Response options N P
Almost everything I read 39 42.8%

Some of what I read 45 49.5%
Almost none of what I read 5 5.5%
None of what I read 2 2.2%
Total 91 100.0%

Still questioning about their competence beliefs in reading, in Table8.4. one can observe

that a high number of subjects (42.8%) claimed that they are capable of comprehending

almost everything they read in English by themselves, (49.5%) understand some of what they

read, (5.5%) comprehend almost none of what they read, and (2.2%), on the contrary, cannot

understand what they read.

Table8.5.
I Am

Response options N P
A poor English reader 15 16.5%
An average English reader 53 58.2%
A good English reader 15 16.5%
A very good English reader 8 8.8%
Total 91 100.0%

To further know about how the participants deem their competence in reading is certainly

very pertinent to be considered in this part. Table8.5. demonstrates that a small minority of

(16.5%) of students regard themselves as poor readers; a high proportion of (58.2%) of

students think they are average readers, (16.5%) good, and only (8.8%) very good English

readers.

Table8.6.
I Worry about What Other Students Think about My Performance in Reading

Response options N P
Every day 4 4.4%
Almost every day 11 12%
Once in a while 31 34.1%
Never 45 49.5%
Total 91 100.0%
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Item 6 is rather an additional endeavour to clarify how frequent the subjects care about

what their classmates think about their reading performance. Among all the questioned

students, it emerges in Table8.6. that 4(4.4%) subjects worry everyday about what other

students think about their performance in reading, 11(12%) almost every day, 31(34.1%) once

in a while, against (49.5%) of respondents who never care about what other students think

about their reading performance.

Table8.7.
When My Teacher Asks Me about What I Read in English, I

Response options N P
Can never think of an answer 7 7.7%
Have trouble thinking of an answer 19 20.8%
Sometimes think of an answer 33 36.3%
Always think of an answer 32 35.2%
Total 91 100.0%

How the subjects feel and concurrently react when they are asked about what they read in

the target language by their teacher (s) is an additional way to assess their self-concept in

reading. As it is displayed in Table8.7.,(7.7%) of students feel irritated as they can never

think of an answer, (20.8%) have trouble thinking of an answer, (36.3%) sometimes think of

an answer, and a total of (35.2%) of students always do. This question elucidates that asking

the students about what they read in English sometimes prompts them to seek to find answers

to such question.

Table8.8.
Reading in English Is

Response options N P
Very easy for me 17 18.7%
Kind of easy for me 50 54.9%
Kind of difficult for me 22 24.2%
Very difficult for me 2 2.2%
Total 91 100.0%

Given that the informants are foreign learners, to discern whether or not reading, as a

salient language skill, is ranked, according to them, as an easy, manageable, or difficult task,

this item is thus tailored to serve such purpose. As it is shown in Table8.8., it comes out that

(18.7%) of respondents consider reading to be very easy, it is kind of easy for a high
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proportion of (54.9%), kind of hard for (24.2%), but for only 2(2.2%) respondents, reading in

English is very difficult.

Table8.9.
When I Am in a Group Talking about What We Read in English, I

Response options N P
Almost never talk about my ideas 15 16.5%
Sometimes talk about my ideas 40 44%
Almost always talk about my ideas 15 16.5%
Always talk about my ideas 21 23%
Total 91 100.0%

The item, in Table8.9., purports to reveal whether or not reading in English is a social

activity to the subjects in terms of sharing what they read (e.g., discussions in the Oral

Expression module) and showing confidence in conferring their ideas freely with their

classmates. It further discloses if reading is practiced outside the classroom. The same table

presents that (16.5%) of respondents almost never talk about their ideas, (44%) sometimes

talk about their ideas, (16.5%) almost always talk about their ideas, and (23%) always do. It

becomes evident that talking about their ideas concerning what they read in English does not

occur compulsively.

Table8.10.
When I Read in English out loud in the Classroom, I Am

Response options N P
A poor reader 2 2.2%
An average reader 64 70.3%
Good reader 22 24.2%
Very good reader 3 3.3%
Total 91 100.0%

Responding to the item that tackles the students’ appraisal of their ability beliefs when

they read out loud in front of their teachers and classmates, and in accordance with

Table8.10., a high percentage of (70.3%) deem themselves average readers, (24.2%) good

readers, (3.3%) very good readers, against only a very small minority of participants (2.2%)

think they are poor readers.

7.6.1.1. Discussion

Many interpretations can be made from the preliminary analysis of the first key

determinant of reading motivation, namely self-concept. The primary results suggest that
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reading in the target language is a manageable task for the vast majority of participants, they

even perceive their reading ability to be almost indistinguishable. The participants did not

indicate that they are endowed with high ability beliefs in reading, and this can be the grounds

for not affirming that they can outperform their classmates in reading, nor constantly surmise

the meaning of unfamiliar words when they read; they can rather comprehend only some of

what they read. Further, they think they are average English readers. They did not report

exactly if what their classmates think about their performance in reading is problematic for

them. Furthermore, they showed little endeavour to respond to questions (if it is the case)

about what they read, and this could give a good justification for why the rate of reading is

very low.

What was tempting is the fact that the students are not always confident and willing to

collaborate socially by sharing what they read with their friends. Reading in English does not

seem to be difficult; rather, it is an easy task for the majority of our sample. Their appraisal of

their performance when they read out loud is satisfactory, and their self-evaluation in reading

is not high.

One major source could account for why the students have developed inaccurate

perceptions of their capabilities in reading. The negative interpretations of their previous

experience with reading (Shunk & Pajares, 2005) could justify the fact that they

underestimate their ability beliefs. Their previous experience with reading in English (middle

or high school) can be one among many reasons, in that students were not well trained or

directed how to read in the target language right from the beginning, or maybe they did not

feel comfortable in any learning environment they could experience before. As an illustration,

students fear to be laughed at by their classmates or teachers’ feedback when some students

do not read accordingly or mispronounce words might coerce some students to abandon

reading in the classroom. In all likelihood, reading is not extensively practiced inside or

outside the classroom by the language learner. Thereupon, the participants are regarded not to
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maintain high self-concept in reading.

8.6.1.2. Scores and Percentages of the Subjects on the Self-Concept

Subscale

The final score of each individual respondent was obtained by summing the responses of

each item on the self-concept subscale. The scores, then, were converted into percentages to

elicit information on the questioned students’ self-appraisal of reading ability (c.f. Appendix

N).

Table8.11.
Percentages of the Self-Concept Subscale

<50% Between 50% and 80% >80% Total
Participants 3 87 1 91

On the basis of the percentages of the self-concept subscale in Table8.11., it is relevant to

note that the students’ self-concept in reading has been found to fall distinctively into three

main categories. Undoubtedly, the first category pertains to the students whose scores were

less than (50%), and therefore indicating low self-concept in reading. It reveals that they

selected negative items (e.g., my best classmates think I am a poor reader; I read not as well

as my classmates; I am a poor reader).

Scores between (50%) and (80%), whereas, represent the second category of respondents,

which is having a moderate self-concept in reading. The participants in this category selected

combinations of responses (both positive and negative items, e.g., when I come to a word I do

not know, I can sometimes figure it out, when I am reading by myself, I understand all of

what I read; I am an average reader).

The last category combines scores more than (80%). It reflects the participants who

believe they have high perceived competence in reading, as they chose the positive items only

(e.g., I never worry about what other students think about my reading performance, reading is

very easy for me; when I read out loud, I am a very good reader).

Accordingly, 3 participants out of 91, representing (3.3%) of the sample, have low beliefs

about themselves in reading. They consider themselves to have low reading performance and
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their perceived competence relative to similar others is also very low. Eighty-seven (95.6%)

respondents belong to the second category; they indicated that they are moderately confident

in their ability to read, and they consider their performance in reading to be equal to their

classmates. Only 1 respondent (1.1%), in contrast, has a very high belief in his/her reading

competence.

8.6.2. Results of the Value Subscale

The value subscale encompasses 10 items, with four alternatives on each item, tailored to

elicit information on how important and valuable EFL reading to the subjects prior to the

intervention (reward).

Table8.12.
Reading a Book in English Is Something I Like To Do

Response Options N P
Never 11 12.1%
Not very often 14 15.4%
Sometimes 57 62.6%
Often 9 9.9%
Total 91 100.0%

This item is set out to discover the frequency of recreational reading in English by the

subjects. Table8.12. displays that (12.1%) of participants never read an English book for

pleasure, (15.4%) not very often, (62.6%) sometimes; against a very small proportion of

(9.9%) participants indicated they frequently read extensively.

Table8.13.
I Tell My Friends about What I Read in English

Response options N P
I never do this 18 19.8%
I almost never do this 20 22%
I do this some of the time 41 45%
I do this a lot 12 13.2%
Total 91 100.0%

The question, in Table8.13., has been asked with intent to determine how often the

participants socially interact in reading by sharing the topic they read with their friends, and it

is in accord with the previous item. It emerges in the percent column that (19.8%) of subjects
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never discuss with their friends what they read in English, (22%) almost never, (45%) some

of the time, and (13.2) a lot.

Table8.14.
Students Who Read a Lot in English Are

Response options N P
Very interesting 57 62.6%
Interesting 28 30.8%
Not very interesting 4 4.4%
Boring 2 2.2%
Total 91 100.0%

In this item (cf. Table8.14.), the subjects were requested to elicit their opinions towards

reading, more specifically how they regard students who read in English. As Table8.14.

displays, more than half the participants (62.6%) deemed students who often read in English

very interesting, (30.8%) interesting, (4.4%) not very interesting; against (2.2%) of informants

consider them boring.

Table8.15.
I Think a Library Is

Response options N P
A good place to spend time 29 31.9%
An interesting place to spend time 26 28.5%
An appropriate place to spend time 16 17.6%
A boring place to spend time 20 22%
Total 91 100.0%

Still concerning the value the participants assign to reading, among all the informants, it

emerges, in Table8.15., that a library is a good place to spend time for (31.9%) of informants,

an interesting place for (28.5%), an appropriate place for (17.6%), and a boring place for a

minority, who represent (22%) of the present population.

Table8.16.
Knowing How to Read Well in English Is

Response options N P
Not very important 1 1.1%
Moderately important 7 7.7%
Important 32 35.2%
Very important 51 56%
Total 91 100.0%

In item 15 (Table8.16.), the value of reading in English is addressed again through

requesting for whether the subjects think reading well is very important or not. Of the total
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participants, it turns out that 1(1.1%) participant said it is not very important, (7.7%) sort of

important, (35.2%) important, and only (56%) of participants who admitted its importance.

Table8.17.
I Think Reading in English Is

Response options N P
A boring way to spend time 8 8.8%
An acceptable way to spend time 34 37.3%
An interesting way to spend time 33 36.3%
A great way to spend time 16 17.6%
Total 91 100.0%

The value the participants place on reading has been further assessed by asking how

precisely they regard reading in English, as Table8.17. illustrates, 8(8.8%) subjects think

reading is a boring way to spend time, 34(37.3%) an acceptable way, 33(36.3%) an interesting

way, and only a small proportion (17.6%) regard reading as a great way to spend time.

Table8.18.
I Would Like for Some of My English Teachers to Read Texts out loud to the Class

Response Options N P
Every day 25 27.5%
Almost every day 26 28.5%
Once in a while 36 39.6%
Never 4 4.4%
Total 91 100.0%

Table8.18. brings into light how frequent the students would like for their teachers to

read out loud for them, as an essential way to appreciate and value reading. The same table

clearly shows that (27.5%) of those who filled the MRP wish for their teachers to read out

loud for them every day, (28.5%)almost every day, (39.6%) once in a while, and (4.4%)

never.

Table8.19.
When Someone Gives Me a Book for a Present, I Feel

Response options N P
Very happy 40 44%
Sort of happy 38 41.7%
Sort of unhappy 7 7.7%
Unhappy 6 6.6%
Total 91 100.0%

In our discussion so far, we have attempted to explain that the reason behind the use of

short stories is in virtue of the proximity of the reward to the desired behaviour and also to
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raise the students’ awareness of the message we intended to convey through such type of

reward. Requesting for how they feel exactly when they are offered a book as a present is a

further way to clarify the importance they give to reading, and how the same subjects are

going to welcome our motivational intervention. This is why we expect that if reading is

valuable to the students, they are more likely to appreciate the reward. Table8.19. reveals that

a high number of participants, representing (44%) of the population, feel very happy,

38(41.7%) feel sort of happy, 7(7.7%) sort of unhappy, 6(6.6%) subjects, on the other hand,

said they feel unhappy in case they receive a book as a present.

Table8.20.
My Best Classmate Thinks Reading in English Is

Response options N P
Really fun 21 23%
Fun 24 26.4%
OK to do 28 30.8%
Not fun at all 18 19.8%
Total 91 100.0%

In this item, the subjects were expected to tell about the value they give to reading in

English, but from their best classmate’s perspective. It emerges (as Table8.20. shows) that

21(23%) respondents consider it to be really fun, 24(26.4%) fun, 28(30.8%) OK to do; but

18(19.8%) respondents do not consider it to be fun at all.

Table8.21.
Next Year, I Will Spend

Response options N P
None of my time reading 2 2.2%
Very little of my time reading 8 8.8%
Some of my time reading 35 38.5%
A lot of my time reading 46 50.5%
Total 91 100.0%

The subjects are second year students of English as a foreign language. In the LMD

system, students are required to pass three years to graduate (Licence). Since next year the

vast majority of our subjects will graduate (Licence), this item aims at discovering their future

value to reading. As it can be seen in Table8.21., 2(2.2%) subjects reported that they will

spend none of their time reading, 8(8.8%) very little time reading, 35(38.5%) some of their
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time reading, a high proportion of 46(50.5%), in contrast, are willing to devote a lot time for

reading.

8.6.2.1. Discussion

On analyzing the results of the second fundamental component of reading motivation, the

point is that useful information has been furnished about the importance of reading to the

target population. The unforeseen results indicate that the value the subjects place on reading

has been found to be fairly high vis-à-vis their self-concept. Only a small minority of students

indicated that they read for a recreational reason. This can be justified by the different

subjects students have and their failure to manage their time effectively, whether in terms of

doing their homework, preparing for their lectures, or reading for pleasure. It can be also

attributed to a more convincing reason, which is that extensive reading is not an attractive or a

challenging task for many students.

In addition, the students are regarded to spend less than (30%) of their time reading or

even making an effort to share what they read with their friends. It becomes clear that they

would rather undertake other activities instead of reading. Furthermore, knowing how to read

well seems to be very essential for many respondents. However, the same students do not

consider reading in English as a great way to spend time, but just an acceptable way to do so.

They indicated that they are infrequently willing to practice reading out loud with their

teachers. Still in the same scope, the majority feels very happy if they are offered a book as a

present, and they are willing to spend a lot of their next year time reading. In view of that,

again the students are not viewed to assign high value to reading.

8.6.2.2. Scores and Percentages of the Subjects on the Value Subscale

Like the self-concept subscale, the responses to each item on the second measure of

reading motivation (the value of reading) were averaged to provide the raw score of each

respondent. The scores were converted into percentages (cf. Appendix N) to yield

comprehensive information about all the respondents’ attitudes towards reading, through
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requesting for the value they attach to EFL reading.

Table8.22.
Percentages of the Value Subscale

<50% Between 50% and 80% >80% Total
Participants 8 64 19 91

In view of all the participants’ responses to the value subscale, we can distinguish, in

Table8.22. between three groups of responses. Specifically, the first group combines scores

less than (50%), and mirrors the participants who think that EFL reading is not very

important. It indicates that the participants chose only negative items (e.g., students who read

a lot are boring, I think a library is a boring place to spend time; knowing how to read well in

English is not very important).

The second type is for the scores that were between (50%) and (80%). The subjects in

this category consider reading to be moderately important, as their responses fluctuate

between positive and negative responses (e.g., I think reading in English is a great way to

spend time, I never tell my friends about books I read in English).

Scores more than (80%), as they represent the last type, are concerned with the subjects

who circled only the positive items (e.g., when someone gives me a book for present, I feel

very happy; next year, I will spend all my time reading), and, thus, they regard reading to be

extremely important.

Consequently, EFL reading for 8(8.8%) students is not very important, for 64(70.3%) is

moderately important; it is, on the other hand, extremely important for a total of 19(20.9%)

respondents.

8.6.2.3. Scores and Percentages of the Subjects on the Pre-RMRP

The full survey (MRP) scores include both the self-concept and value scores. The total

score for each participant was computed then converted into percentages in order to decide on

the students’ motivation to read prior to our motivational intervention.
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Table8.23.
Percentages of the Pre-RMRP

<50% Between 50% and 80% >80% Total
Participants 2 86 3 91

In the first column, as Table8.23. displays, one can see the number of respondents whose

scores on the full survey were far below average (<50%), the second column is for the

number of respondents who scored average (between 50% and 80%), and the last column

shows the number of students whose scores were far above average (>80%). Therefore, the

students’ reading motivation can fall into three main categories, namely low, moderate, and

high levels of reading motivation.

Few students (2.2%) are grouped in the first category, denoting that they have low levels

of reading motivation. In fact, they neither think they have positive competence beliefs about

their ability in reading nor assign high value to EFL reading. A high number of 86(94.5%)

students are placed in the second category, indicating moderate levels of reading motivation.

Conversely, a small minority of 3(3.3%) respondents are in the third category, having high

reading motivation.

The preliminary findings of the pre-reward reading motivation yield very pivotal

information before launching the motivational strategy. The respondents have been found to

possess dissimilar reading motivational profiles, and they, on average, have moderate levels

of reading motivation.

Part 2: The MRP to Assess the Subjects’ Post-RRM

It is true that the same MRP administered at the beginning of the second semester was

also dispensed at the end of it to profile each subject’s motivation in reading, and

simultaneously measure the post-reward reading motivation of the subjects. It is because the

participants’ attitudes and beliefs regarding reading, based on their responses in the self-report

measure, after the intervention are certainly very vital to be qualified and quantified.

In fact, we attempted to implement a reading program into writing sessions—under a

reward-based system—through providing the target population with different and challenging
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reading materials, and sometimes self-selected topics to read either during the class time

allotted for the WE module, or extra-class time, we intend, therefore, to unveil any changes

that could happen in the students’ reading motivation due to the intervention. In other words,

the MRP is an important tool of research that could assist us with very accurate information

about how the short stories may affect the participants’ expectancy beliefs as well as the value

they place on reading. Consequently, we expect that making the subjects involved in this

reading environment, and that both the reward expectancy and type will highly contribute to

boost their competence beliefs in reading and the value they attach to EFL reading.

8.7. Results of the Post-RMRP

8.7.1. Results of the Self-Concept Subscale

Table8.24.
My Best Classmate Thinks I Am

Response options N P
A very good English reader 6 6.6%
A good reader 31 34.1%
An average reader 46 50.5%
A poor reader 8 8.8 %
Total 91 100.0%

Item 1, in Table8.24., is the first attempt to see how the students think their best

classmate deems their competence beliefs in reading after spending a whole semester in an

incentive-based environment for reading. Table8.24. demonstrates that 6(6.6%) subjects said

that their best friend thinks they are good English readers, 31(34.1%) good readers, a larger

number of 46(50.5%) average readers, and 8(8.8%) poor readers.

Table8.25.
I Read

Response options N P
Not as well as my classmates 21 23%
About the same as my classmates 43 47.3%
A little better than my classmates 25 27.5%

A lot better than my classmates 2 2.2%
Total 91 100.0%
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Since the students received short stories in return to their desired performance in reading

activities, reading the column percentages (in Table8.25.) certainly provides practical

information on the proportion of the students’ judgment of their reading performance relative

to their peers. It emerges that 21(23%) respondents do not think they read as well as their

classmates, 43(47.3%) consider their reading not to be dissimilar to their classmates,

25(27.5%) a little better, and only 2(2.2%) respondents think they read a lot better than their

classmates.

Table8.26.
When I Come to a Word I Do Not Know, I

Response options N P
Always figure it out 18 19.8%
Sometimes figure it out 67 73.6%
Almost never figure it out 2 2.2%
Never figure it out 4 4.4%
Total 91 100.0%

By exploring Table8.26., one can see that out of the 91 respondents, 18(19.8%) indicated

that they are always capable of approaching the meaning of an unknown word, more than half

the subjects, representing (73.6%) of the population, sometimes figure it out, 2(2.2%) almost

never, against a minority of 4(4.4%) respondents admitted that they can never figure out the

meaning of a new word when they read in the target language.

Table8.27.
When I Read in English by Myself, I Understand

Response options N P
Almost everything I read 49 53.8%
Some of what I read 39 42.9%
Almost none of what I read 3 3.3%
None of what I read 0 0%
Total 91 100.0%

Through item 4(cf. Table8.27.), we intended to further determine if there is a positive

change in the students’ competence beliefs in reading over a period of one semester in a

reward-based system. It emerges in Table8.27. that a large number of subjects 49(53.8%)

showed that they can understand almost everything when they read by themselves, 39(42.9%)

some of what they read, but 3(3.3%) informants understand almost none of what they read.
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Table8.28.
I Am

Response options N P
A poor English reader 12 13.2%
An average English reader 62 68.1%
A good English reader 16 17.6%
A very good English reader 1 1.1%
Total 91 100.0%

Item 5, in Table8.28., is sought to clarify how good the participants think they are at

reading after the intervention, it turns out that 12(13.2%) subjects believe they are poor

English readers, 62(68.1%) average readers, 16(17.6%) good; and only 1(1.1%) student thinks

he/she is a very good English reader.

Table8.29.
I Worry about What Other Students Think about My Performance in Reading

Response option N P
Everyday 5 5.5%
Almost everyday 10 11%
Once in a while 36 39.5%
Never 40 44%
Total 91 100.0%

To ascertain the effect (in case there is any) of engaging the subjects to work productively

in a reading motivational environment, whereby each time their performance met the

requirement, the reward was offered, on how frequently they think their classmates evaluate

their performance in reading, is an additional and essential way to assess their perception of

themselves in reading. In table8.29., it appears that 5(5.5%) participants reported that they

everyday worry about what similar others think about their reading performance, 10(11%)

almost every day, 36(39.5%) once in a while, and almost half the participants 40(44) never

feel anxious.

Table8.30.
When My Teacher Asks Me about What I Read in English, I

Response options N P
Can never think of an answer 12 13.2%
Have trouble thinking of an answer 21 23.1%
Sometimes think of an answer 34 37.4%
Always think of an answer 24 26.3%
Total 91 100.0%
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Does the reward compel the participants to devote some of their time reading? Does the

incentive-environment for reading coerce them to become more confident to answer questions

about what they read? The answers to these questions could be found in the percentages

column in Table8.30. Among all the questioned students, it appears that 12(13.2%) students

can never think of an answer to a question asked by their teacher(s) regarding what they read,

21(23.1%) have trouble finding out the answer, 34(37.4%) sometimes think of the answer, but

24(26.3%) never.

Table8.31.
Reading in English Is

Response options N P
Very easy for me 21 23.1%
Kind of easy for me 47 51.6%
Kind of  difficult for me 22 24.2%
Very difficult for me 1 1.1%
Total 91 100.0%

How the reward could affect the way the subjects regard EFL reading is the purpose of

item 8. As can be seen in Table8.31., reading in English is very easy for 21(23.1%) subjects,

it is kind of easy for more than half the subjects (51.6%); it is difficult for (24.2%), yet very

difficult for only 1(1.1%) subject.

Table8.32.
When I Am in a Group Talking about What We Read in English, I

Response options N P
Almost never talk about my ideas 11 12%
Sometimes talk about my ideas 52 57.2%
Almost always talk about my ideas 10 11%
Always talk about my ideas 18 19.8%
Total 91 100.0%

As a matter of fact, motivated readers are socially collaborative. This item requests

whether or not the intervention drives the subjects to become socially interactive and more

confident through sharing what they read in the target language with their classmates or

friends. As Table8.32. indicates, 11(12%) informants said that they almost never talk about

their ideas when they are discussing what they read in English, 52(57.2%) sometimes,

10(11%) almost always, and 18(19.8%) informants always do.
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Table8.33.
When I Read in the Classroom out loud, I Am

Response options N P
A poor reader 5 5.5%
An average reader 62 68.1%
A good reader 21 23.1%
A very good reader 3 3.3%
Total 91 100.0%

Reading out loud took part regularly in the incentive-system we implemented in the

classroom, Table8.33. could clearly illustrate how the students’ evaluation of their ability to

read well becomes. Reading the column percentages indicates that 5(5.5%) students think

they are poor readers, a high proportion of 62(68.1%) confessed they are average readers,

21(23.1%) good, and only 3(3.3%) think they are very good readers.

8.7.1.1. Discussion

It is pertinent to indicate that the short stories were offered only if the participants’

performance met the requirement, how this motivational strategy influenced their ability

beliefs in reading is the major aim of the self-concept subscale. Although all the respondents

were assigned to the reward condition, their responses were not in fact motivating as they

were not substantially different from those obtained prior to the intervention. The majority of

students still think they are average readers, they ranked their reading ability relative to their

classmates not to be dissimilar, they indicated that they are sometimes efficaciously capable

of anticipating the meaning of unknown words each time they read; they are, moreover,

always competent when they read by themselves. Beliefs about their ability to read well have

been found to be moderate. The students stated that they never worry about what similar

others think about their performance in reading.

Further, their social competence beliefs have been found not to be high, but modest. EFL

reading for the majority of the subjects was ranked as an easy task. About their appraisal

when they read out loud in front of their classmates, most students do not seem to worry about

what others think about their performance. The high majority believes they are acceptable

readers, which elucidates that the reward-environment did not instil into them high
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competence beliefs to admit they are good readers. As a result, their academic self-concept

did not enhance. Two important explanations can be given to such perplexing results. The

first one can be the different classrooms’ learning environment the students have been

experienced whether at the time of conducting our experiment or before. The second one can

be the unintentional effect of the reward: The sample was predisposed to competition. The

reward resulted in coercing some students to compete so that they receive it. In spite of our

endeavours, the students remain uncertain to say they are good readers.

8.7.1.2. Scores and Percentages of the Subjects on the Self-Concept

Subscale

The self-concept subscale embraces both positive and negative items, and it is because

some students selected negative items, others chose positive ones only; whereas, the rest

decided on both of them, we can, thus, distinguish between three essential categories of the

students’ appraisal of their ability in reading. The first category, wherein the respondents

decided on negative responses (e.g., reading in English is very hard for me; I am a poor

English reader), includes the scores that were less than (50%), representing the students who

have low self-concept.

Scores between (50%) and (80%) correspond to the second category of respondents. We

believe that the students, who belong to the second category, have moderate self-concept in

reading since they did not choose positive or negative items, but rather a combination between

the two (e.g., reading in English is a kind of easy for me; I am an average English reader).

Finally, scores above (80%) are for the respondents who selected only positive items

(e.g., reading in English is very easy for me; I am a very good English reader), and thus

indicating high self-concept in reading.

Table8.34.
Percentages of the Self-Concept Subscale

<50% Between 50% and 80% >80% Total

Participants 4 85 2 91



302

Table8.34. demonstrates that 4 respondents (representing (4.4%) of the population) have

negative evaluation of their ability in reading. They think they are very poor readers, they are

always afraid of what other students think about their reading performance, and that they

evaluate their ability in reading relative to their classmates to be very low. Eight-five (93.4%)

of the questioned students are placed in the second category, as they indicated that they are

fairly confident in their ability to read, and only 2(2.2%) respondents are regarded to have

positive evaluation of their ability in reading, as they exposed high self-concept in reading.

8.7.2. Results of the Value Subscale

Table8.35.
Reading an English Book Is Something I Like To Do

Response options N P
Never 8 8.8%
Not very often 22 24.2%
Sometimes 46 50.5%
Often 15 16.5%
Total 91 100.0%

The first item on the value subscale would enable us to determine the extent to which the

short stories compel the participants to value reading more through devoting some of their

time reading (e.g., reading the short story or exchanging it with each other). By looking at the

percentages column in Table8.35., one can notice the frequency of reading English books by

all the students. It comes into view that 8 out of 91 respondents never read books in the target

language, 22(24.2) not very often, 46(50.5%) sometimes, against few respondents,

representing (16.5%) of the population, often read for pleasure.

Table8.36.
I Tell My Friends about What I Read in English

Response options N P
I never do this 31 34.1%
I almost never do this 13 14.2%
I do this some of the time 44 48.4%
I do this a lot 3 3.3%
Total 91 100.0%
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Table8.36. provides the percentages of the students’ responses to the item through which

we crave to clarify if the different topics the students read in the classroom, along with the

reward, drew their attention, and are together expected to transform them into more socially

collaborative readers. As the same table indicates, 31(34.1%) respondents never tell their

friends about what they read in English, 13(14.2%) almost never, 44(48.4%) some of the

time, and only 3(3.3%) repeat this act a lot.

Table8.37.
Students Who Read a Lot Are

Response options N P
Very interesting 46 50.5%
Interesting 35 38.5%
Not very interesting 8 8.8%
Boring 2 2.2%
Total 91 100.0%

In accordance with the column percent in Table8.37., we can notice that students who

read a lot are deemed “very interesting” for 46(50.5%) students, “interesting” for 35(38.5%),

“not very interesting” for 8(8.8%), but they are “boring” for only 2(2.2%) students.

Table8.38.
I Think a Library Is

Response options N P
A good place to spend time 20 22%
An interesting place to spend time 27 29.7%
An appropriate place to spend time 26 28.6%
A boring place to spend time 18 19.7%
Total 91 100.0%

This item, in Table8.38., additionally measures the students’ subjective task value in

reading through requesting for how they consider libraries, and in case the short story prompts

them to spend some time at the library reading it. It emerges in Table8.38. that (22%) of the

subjects think libraries are a good place to spend time, (29.7%) an interesting place, (28.6%)

an appropriate place, and a library is ranked as a boring place for (19.7%) of subjects.
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Table8.39.
Knowing How to Read Well in English Is

Response options N P
Not very important 4 4.4%
Moderately important 3 3.3%
Important 34 37.4%
Very important 50 54.9%
Total 91 100.0%

Table8.39. displays the importance of reading to the participants. Among all the 91

questioned students, it appears that few students do not consider reading well to be very

important, it has minor importance for 3(3.3%); for 34(37.4%) students, it is important; and

more than half the students (54.9%) consider it to be extremely important.

Table8.40.
I Think Reading in English Is

Response options N P
A boring way to spend time 6 6.6 %
An acceptable way to spend time 38 41.8%
An interesting way to spend time 30 33%
A great way to spend time 17 18.6%
Total 91 100.0%

Table8.40. shows varied responses to the sample’s views on reading in English at the end

of the treatment. Still in the same table, one can notice that 6(6.6%) students think reading in

English is a boring way to spend time, 38(41.8%) an acceptable way to pastime, 30(33%) an

interesting way to do so, and only very few respondents (18.6%) regard it as a great way to

entertain.

Table8.41.
I Would Like for Some of Our Teachers to Read Texts out loud to the Class

Response options N P
Every day 23 25.3%
Almost every day 17 18.6%
Once in a while 37 40.7%
Never 14 15.4%
Total 91 100.0%

To advance our understanding of how frequent the subjects enjoy listening to their

teachers reading texts out loud to them as a way to appreciate reading, especially that this act

took place at times during the reading sessions. By looking at the column percent, in

Table8.41., it appears that 23(25.3%) respondents indicated that they want this practice every

day, 17(18.6%) almost every day, 37(40.7%) once in a while, 14(15.4%) never.
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Table8.42.
When Someone Gives Me a Book for a Present, I Feel

Response options N P
Very happy 41 45.1%
Sort of happy 37 40.7%
Sort of unhappy 11 12%
Unhappy 2 2.2%
Total 91 100.0%

Table8.42. illustrates the students’ responses to how they feel exactly when they are

offered a book, especially that they have experienced such act during the intervention. The

numerical data in the percent column, in the same table, reveals that a high proportion of

41(45.1%) subjects reported that they feel very happy, (40.7%) sort of happy, (12%) sort of

unhappy, (2.2%) subjects, on the contrary, feel unhappy.

Table8.43.
My Best Friend Thinks Reading in English Is

Response options N P
Really fun 8 8.8%
Fun 28 30.8%
OK to do 42 46.2%
Not fun at all 13 14.2%
Total 91 100.0%

The students’ subjective task value in reading from their best classmates’ perspective

could be clearly demonstrated in Table8.43. It emerges that 8(8.8%) respondents stated that

reading in English is really fun, 28(30.8%) fun; for almost half the respondents (64.2%), it is

OK to do, yet it is not fun at all for 13(14.2%) respondents.

Table8.44.
Next Year, I Will Spend

Response options N P
None of my time reading 4 4.4%
Very little of my time reading 3 3.3%
Some of my time reading 39 42.8%
A lot of my time 45 49.5%
Total 91 100.0%

The effectiveness of our motivational strategy on the students’ expectancy value in

reading can be regarded in their eagerness to devote more time for reading in the coming year.

In Table8.44., in which the number, aligned with the percentages of the subjects’ responses to

item 20, is illustrated. It appears that 4(4.4%) students do not intend to devote any of their
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time reading, 3(3.3%) very little, 39(42.8%) some of their time, yet more than half the

students 45(49.5%) indicated they are going to spend a lot of their time reading.

7.7.2.1. Discussion

This part is meant to assess whether or not the reward has caused any changes in the

value the students assign to EFL reading. However, on analyzing the students’ responses to all

the items on the value subscale in the post-MRP, it is critical to mention that we did not notice

remarkable differences vis-à-vis the results of the pre-RMRP, even a decline in the students’

subjective task value was witnessed. In actuality, reading, for the vast majority, takes some of

their time, as they infrequently talk about books they read in English with their friends, and

this reveals that they are not yet prepared to read in English. The students who read a lot are

seen as “very interesting”. Libraries are ranked as an interesting place to spend time for only

some participants.

Many students admitted the importance of reading well, but very few regarded EFL

reading as an acceptable way to spend time, which means it is not a pleasurable task for most

of the questioned students. Likewise, the majority of participants feel very happy if they are

rewarded tangibly by a book, they do not, however, find it frequently useful if their teachers

read texts out loud to them. It is, by now quite, evident that most teachers, who did not have

an appropriate training in teaching, do not have the required competence for that activity (to

read out loud). It could be that the students know about that state of affairs (or at least have a

guess about it), and do not dare ask teachers to read out loud for them (e.g., novels, poetry,

etc.), for fear of not getting the pass mark. The value of EFL reading remains positive for

many learners, but it has not improved their competence. These primary findings suggest that

the motivational intervention did not contribute to enhance the value or the importance the

students see in reading.
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8.7.2.2. Scores and Percentages of the Subjects on the Value Subscale

Table8.45.
Percentages of the Value Subscale

<50% Between 50% and 80% >80% Total

Participants 4 56 31 91
With regard to the participants’ responses to the value subscale, and by exploring

Table8.45., their responses could be ordered into three groups. Undeniably, the first group

pertains to the respondents who scored less than (50%), as they do not really think that EFL

reading is very important. It ascertains that the participants chose only the negative items

(e.g., reading an English book is something I never like to do).

The second type combines the scores that were between (50% and 80%). The participants

in the second category consider EFL reading to be moderately important, as they clearly

designated both positive and negative items (e.g., I think reading in English is an acceptable

way to spend time, I always tell my friends about books I read in English).

The last type embraces scores above (80%). Under this type, the students selected simply

the positive items (e.g., my best classmate thinks reading in English is really fun); they, thus,

regard reading to be very important.

To put it differently, for 4(4.4%) subjects, EFL reading is not considered to be very

important, for 56(61.6 %), it is moderately important; it is, on the contrary, very important for

a significant percentage of (34%) respondents.

8.7.2.3. Scores and Percentages of the Subjects on the Post-RMRP

Table8.46.
Percentages of the Post-RMRP

<50% Between 50% and 80% >80% Total

Participants 0 88 3 91
Table8.46. summarizes the scores of each individual participant in the full survey as well

as their frequency. The first column represents the number of students who scored far above

average (<50%). The second column is for the subjects whose scores were average (between

50% and 80%), and the last column is for the students who scored far above average (>80%).

Accordingly, we can differentiate between the percentages of the students who have low,
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moderate, and high levels of reading motivation right after the intervention.

Certainly, among all the questioned students, no one has been found to have low reading

motivation. A high proportion of 88(96.7%) students belong to the second category,

representing moderate levels of reading motivation, only few respondents(3.3%), on the

contrary,  are placed in the third category, i.e., having high reading motivation.

If any conclusion can be drawn from the findings of the post-reward MRP, it might be as

follows. The subjects’ reading motivation, as defined by their self-concept as well as the value

they place on reading, did not detect any notable change after they were rewarded for a period

of a whole semester. Thereupon, the high majority of subjects, on average, have been found to

have moderate levels of reading motivation, whether before or after the motivational

intervention. However, these primary results remain descriptive, to determine the effect (if

there is any) of the reward on the target population’s reading motivation, a further trial is

required, and this is what is going to be explore next.

8.8. Putting it Altogether

For each individual participant, the overall full survey scores were obtained by summing

the self-concept and value of reading raw scores together. We utilized SPSS software version

13.0 as a tool of analysis. A t-test for related samples was, then, run to determine the

significant differences in the students’ reading motivation prior to and after the administration

of the reward. Likewise, it was used on the grounds that the data are not dependent, as the

same subjects were measured twice (paired data) prior to and after the motivational

intervention (reward).Table8.47.

The Mean Scores of the Pre- and Post-Reward Reading Motivation
M N SD SD

Error
Mean

Pre-
RRMS

54.7912 91 7.02775 0.73671

Post-
RRMS

54.2747 91 5.77748 0.60564

308

moderate, and high levels of reading motivation right after the intervention.

Certainly, among all the questioned students, no one has been found to have low reading

motivation. A high proportion of 88(96.7%) students belong to the second category,

representing moderate levels of reading motivation, only few respondents(3.3%), on the

contrary,  are placed in the third category, i.e., having high reading motivation.

If any conclusion can be drawn from the findings of the post-reward MRP, it might be as

follows. The subjects’ reading motivation, as defined by their self-concept as well as the value

they place on reading, did not detect any notable change after they were rewarded for a period

of a whole semester. Thereupon, the high majority of subjects, on average, have been found to

have moderate levels of reading motivation, whether before or after the motivational

intervention. However, these primary results remain descriptive, to determine the effect (if

there is any) of the reward on the target population’s reading motivation, a further trial is

required, and this is what is going to be explore next.

8.8. Putting it Altogether

For each individual participant, the overall full survey scores were obtained by summing

the self-concept and value of reading raw scores together. We utilized SPSS software version

13.0 as a tool of analysis. A t-test for related samples was, then, run to determine the

significant differences in the students’ reading motivation prior to and after the administration

of the reward. Likewise, it was used on the grounds that the data are not dependent, as the

same subjects were measured twice (paired data) prior to and after the motivational

intervention (reward).Table8.47.

The Mean Scores of the Pre- and Post-Reward Reading Motivation

54,79

54,27

M N SD SD
Error
Mean

Pre-
RRMS

54.7912 91 7.02775 0.73671

Post-
RRMS

54.2747 91 5.77748 0.60564

308

moderate, and high levels of reading motivation right after the intervention.

Certainly, among all the questioned students, no one has been found to have low reading

motivation. A high proportion of 88(96.7%) students belong to the second category,

representing moderate levels of reading motivation, only few respondents(3.3%), on the

contrary,  are placed in the third category, i.e., having high reading motivation.

If any conclusion can be drawn from the findings of the post-reward MRP, it might be as

follows. The subjects’ reading motivation, as defined by their self-concept as well as the value

they place on reading, did not detect any notable change after they were rewarded for a period

of a whole semester. Thereupon, the high majority of subjects, on average, have been found to

have moderate levels of reading motivation, whether before or after the motivational

intervention. However, these primary results remain descriptive, to determine the effect (if

there is any) of the reward on the target population’s reading motivation, a further trial is

required, and this is what is going to be explore next.

8.8. Putting it Altogether

For each individual participant, the overall full survey scores were obtained by summing

the self-concept and value of reading raw scores together. We utilized SPSS software version

13.0 as a tool of analysis. A t-test for related samples was, then, run to determine the

significant differences in the students’ reading motivation prior to and after the administration

of the reward. Likewise, it was used on the grounds that the data are not dependent, as the

same subjects were measured twice (paired data) prior to and after the motivational

intervention (reward).Table8.47.

The Mean Scores of the Pre- and Post-Reward Reading Motivation

54,79 Pre-
RRMS
Post-
RRMS

M N SD SD
Error
Mean

Pre-
RRMS

54.7912 91 7.02775 0.73671

Post-
RRMS

54.2747 91 5.77748 0.60564



309

Table8.47. presents the mean, standard deviation, and standard error of the mean for the

91 participants’ reading motivation before and after the administration of the reward. The

mean score of the pre-reward reading motivation was (54.79), the standard deviation was

(7.02), and (0.73) standard error of the mean. Whereas, the calculated mean score of the post-

reward reading motivation was (54. 27), the standard deviation was (5.77), and the standard

error of the mean was (0.60). It emerges, in the pie chart, that both means were approximately

similar, and even a discernable decrease in the scores of the post-RMRP.

Table8.48.
The Mean Difference between the Pre-and Post-Reward Reading Motivation

Paired Differences
Pre-reward
MRP
scores-Post-reward
MRP scores

M SD SD
Error

M

t df Sig(1-
tailed)

.51648 6.3950 .67039 .770 90 0.05

Table8.48. demonstrates that there was a very small mean difference between the two

profiles of (.51), with a standard deviation of (6.39), and (0.67) standard error of the mean.

With 119 degrees of freedom, the required t for significance, at 0.05 level of significance, is

1.65(one-tailed test). As the obtained t-ratio (0.77) is smaller than the required critical value

for significance for the t-ratio (1.65), we can say that the results are not statistically significant

(the post-reward reading motivation has a t-ratio less than the required t-ratio:

0.77<1.65).Consequently, the difference between the two means was almost near to zero.

8.8.1. Discussion

The findings of the pre-and post-reward MRPs coerce us to say that we failed to reject the

null hypothesis of no difference between the informants’ reading motivation prior to and

following the motivational intervention. In other words, the probability of the differences in

their reading motivation occurred by chance. The results of this section further substantiate

that their motivation in the reading activities performed in the classroom was not transferred

by the reward to EFL reading. They also elucidate that the message we intended to convey

through the short stories was not understood by the whole majority of participants. The
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subjects realized the importance of the reading activities performed in the classroom for the

sake of receiving the reward; however, the incentive-reading environment did not alter the

value they give to EFL reading. It means that the subjects admitted the importance of reading

(MRQ), but they do not read.

These results can be highly attributed to the fact that the new generations of students are

more hooked to computer games, face-booking, twittering, etc., and have less motivation for

reading books (whether books or even short stories). They further discern that the students are

extremely satisfied with what they read in the classroom; they do not exert high effort to read

outside the classroom. Another point is that the habit to read in the mother tongue is neither

developed nor appropriately supported that is why this habit has not been transferred to EFL

reading. In the same way, short stories have not been found to be good incentives to enhance

undergraduate EFL students’ motivation to read.

II. Section Two

Part 1: Assessing the Participants’ Pre-RRCP

8.2. Restating the Hypothesis and Research Questions

The research questions we purport to answer in section two are:

 Does an extrinsic reward improve students’ reading comprehension performance?

 Does an extrinsic reward advance students’ performance in reading comprehension

activities?

Thereupon, we hypothesize as follows: If an extrinsic reward (short stories) is administered

for learners’ successful performance in the reading comprehension activities, then learners’

performance will improve. We anticipate that a positive causal relationship between extrinsic

motivation and reading performance does exist, so this is the foremost reason why we intend

to assign the subjects to an experimental condition, whereby they are expected to spend time

reading and performing intensive reading activities under the command of a reward-based

system to uncover whether or not their performance in reading (as reflected by their
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comprehension) would ameliorate, remain the same, or decrease, after the motivational

intervention.

8.3. Operational Definition of Reading Comprehension Performance

In the present context, reading comprehension performance refers to the subjects’ ability

to productively perform sets of intensive reading activities under the command of a reward

system.

8.4. Rationale behind Utilizing the Pre-RRCPT

The pre-Reward Reading Comprehension Performance Test (RRCPT) was taken to elicit

essential information on the proportion of the subjects’ levels of comprehension, their needs,

and problems in order to be given some of the research focus during the reward condition.

The pre-RRCPT is, therefore, indispensible to determine whether or not involving the subjects

to work under the command of a reward-based system in intensive reading activities would

contribute to advance their comprehension skills, which would be reflected by an

improvement in their reading comprehension performance from the pre-RRCPT to the post-

RRCPT.

8.5. Description of the Pre-RRCPT

The pre-RRCPT was adopted from TOFEL (cf. Appendix Q), and it has a reasonable

length passage that is divided up into two exercises. The first exercise contains 6 multiple

choice questions, with four possibilities for each question. This part reflects the sample’s

understanding of the passage in terms of its main and supporting ideas as well as their ability

to synthesize information. Whereas, the second exercise, which I constructed myself, consists

of 6 vocabulary questions (word meaning) that is intended to measure their comprehension of

the passage by showing their understanding of some important key words in the passage. In

this exercise, synonyms to some words, from the passage, are presented in a square, the

students’ role is to cross the appropriate synonym for each word, then write it in the space

provided. Hence, both parts of the test assess the participants’ critical understanding of the
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text through emphasizing on their mastery of word meaning, figuring out relationships among

ideas, and drawing conclusions.

8.6. Choice of the Pre-RRCPT

The choice of the pre-RRCPT can be summarized as follows:

-The question’s type we utilized to assess the subjects’ reading comprehension, in

exercise1, is multiple-choice questions. In multiple choice questions, students are expected to

choose only one answer among a number of choices, generally three distracters and one

correct response. This type of assessment does not impose learners to write their answers, and

since we aim at evaluating the subjects’ comprehension skills with regard to the content of the

passage, their writing skills are not that important vis-à-vis their comprehension.

-Indisputably, these two exercises are among the most recurrent techniques for assessing

reading comprehension.

-They are the most common exercises the subjects could be introduced to in different

modules (i.e., they are familiar with such techniques of assessment).

-The test is authentic, related to the learners’ everyday life, and contains challenging

content and tasks for them.

-The test also focuses on activating the learners’ background knowledge.

8.7. Administration of the Pre-RRCPT

Under the supervision of the researcher, the participants in the two groups took the test in

an ordinary WE tutorial session in the morning so that all the participants sat for the test under

the same conditions. They were informed that the test is for mere research purposes, in that

their marks are not going to be used in their final achievements. The purpose is to make the

test takers feel comfortable and work individually. They were not allowed to use the

dictionary; they were also asked to read the passage then answer all its comprehension

questions. Before they left the classroom, we made sure that all the participants wrote their



313

names and handed out the copies of the pre-RRCPT. The completion of the pre-RRCPT lasted

approximately 40 minutes.

8.8. Results of the Pre-RRCPT

8.8.1. Results of Exercise 1

To begin with, the students’ reading comprehension in the test was first evaluated by their

understanding of the passage in terms of its main and supporting ideas, aligned with their

ability to synthesize information. This part, which consists of 6 multiple-choice questions,

was marked out of 12, and each correct answer was worth 2 points.

Table8.49.
Students’ Raw Scores in Exercise 1

Scores N P Correct answers

0 3 3.3% 0
2 5 5.5% 1
4 23 25.3% 2
6 26 28.6% 3
8 18 19.7% 4
10 14 15.4% 5
12 2 2.2% 6

As Table8.49. illustrates, the lowest score in the pre-RRCPT was 0, yet the highest score

was 12. The students with lowest scores represent only a very small minority of (3.3%), as

they failed to provide correct answers. Conversely, only 2(2.2%) students reached the full

score. A total of 28(30.8%) of the test takers graded between 2 and 4 as they answered only 1

or 2 correct responses. The scores of a high number of subjects 58(63.7%) ranged between 6

and 10; they provided 3, 4, or 5 right answers, respectively. It emerges that the majority of

students scored above the average, reflecting average performance in exercise1.

8.8.2. Results of Exercise 2

The students’ comprehension of the passage was further assessed by their ability to find

out synonyms to some indispensable words in the passage. Each correct synonym was worth

2points; a total of 12 points then can be obtained from answering all the 6 vocabulary
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questions correctly, as it is reported in the following table in terms of scores, percentages, and

correct answers.

Table8.50.
Students’ Raw Scores in Exercise 2

Scores N P Correct answers

0 2 2.2% 0
2 2 2.2% 1
4 10 11% 2
6 15 16.5% 3
8 26 28.6% 4
10 31 34% 5
12 5 5.5% 6

As it can be seen in Table8.50., 5 students scored full marks; 2 test takers, on the other

hand, scored 0 out of 12 for providing wrong answers. Twelve students (13.2%) scored

between 2 and 4, as they replied to 1 or 2 synonyms correctly. Whereas, a total of 72(79.1%)

out of 91 students graded between 6 and 10, signifying 3, 4, or 5 right answers. It appears that

only very few students who scored far above the average, indicating poor performance in

exercise 2.

Table8.51.
The Distribution of the Scores in Exercise 1 and 2

Mean Mode Std.
Deviation

Scores<
average

Scores=average Scores>
average

Exercise1 6.21 6 2.67 31 26 34
Exercise 2 7.82 10 2.62 14 15 62

In Table8.51., the mean of the first exercise was (6.21) with a standard deviation of

(2.67). The mean of exercise 2 was (7.82), and the standard deviation was (2.62). The

standard deviation15 refers to the degree of the dispersion of a set of data from its mean. The

smaller the standard deviation, the smaller the deviation from the mean; the greater the

standard deviation, the greater the deviation from the mean. If the deviation is small, the

scores are tightly grouped around the mean. If the deviation is much large, the scores are

much dispersed. The interpretation of the standard deviation in the first exercise shows that

the scores were tightly grouped around the mean, and the scores in the second exercise were

15 Guilford and Fruchter (1978)
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not widely scattered around the mean. The mode 16(which is the value in a scale of

measurement that has the highest frequency in the distribution) of the first exercise was 6, and

in the second was 10. It substantiates that the most frequent score in the first exercise was 6,

and that of exercise two was 10.

Still in the same table, it emerges that 31 students scored far above the average in the first

exercise, and 14 subjects in the second one. Twenty-six students in the first exercise and 15 in

the second scored within the average. The last column shows that 34 students (in exercise 1)

and 62 (in exercise 2) scored above the average. We can conclude that the students were not

extremely different in terms of their reading comprehension performance prior to the

intervention.

8.8.3. Results of the Full Test

The raw scores of the pre-RRCPT for all the participants are presented in Table8.52. The

total comprehension score of the pre-RRCPT was graded out of 24(cf. Appendix R), it means

that each correct answer was worth 2 raw points.

Table8.52.
Students’ Raw Scores in the Pre-RRCPT

Scores N P Correct answers
0 1 1.1% 0
4 1 1.1% 2
6 4 4.4% 3
8 2 2.2% 4
10 9 9.9% 5
12 21 23% 6
14 12 13.2% 7
16 17 18.7% 8
18 12 13.2% 9
20 8 8.8% 10
22 4 4.4% 11

In Table8.52., it comes into view that the lowest score in the pre-RRCPT was 0, but the

highest score was 22. With the exception of 1 student, who showed undesirable performance

in the test (he/she got 0 out of 24), we can notice that no test taker was able to meet all the

standards in the pre-RRCPT. One student earned the score of 4 for replying correctly to 2

16 Guilford and Fruchter (1978)
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questions. Four students scored 6 out of 24 since their answers contain 3 right responses. Two

students scored 8 for providing 4 right answers. Nine students were marked 10 out of 24. A

high number of 74 students whose scores ranged between 12 and 22, respectively, made 6, 7,

8, 9, 10, or 11 correct responses.

On the one hand, the scores of a total of 17(18.7%) subjects were far below average, with

correct answers ranging between 2 and 5. On the other hand, 21(23%) subjects reached the

required average (they were able to respond to 6 answers correctly), and the scores of more

than half the respondents (representing 58.3%) were above the requirement, their correct

answers ranged between 7 and 11.

Figure8.1. Histogram of the Distribution of the Scores before the Intervention

After that, the distribution of the pre-RRCPT’s scores was checked. The mean of the pre-

RRCPT was (14.18), median17 (it is the point in a scale of measurement that divides the scale

into two equal parts) was 14, and mode was 12. It clearly appears that the mean was greater

than the median while the value of the mode was near to the left of the mean, indicating that

most of the scores were less than the average. Thus, and as it emerges in Figure8.1., the

distribution of the scores revealed that the participants have approximately the same level, i.e.,

the mean, median, and mode were not identical, and there were very few higher scores right to

the mean.

17 Guilford and Fruchter (1978)
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Table8.53.
Percentages of Students’ Reading Comprehension Performance in the Pre-RRCPT

RCP%
<50% 50%-80% >80% Total

Participants 8 42 41 91

The percentages18 of all the subjects’ reading comprehension performance are

summarized in Table8.53. By exploring the results of the pre-RRCPT, the students’ reading

comprehension performance can be sharply divided into three categories. Owing to scores less

than (50%), the decision is that the students under this category have poor reading

comprehension performance, as they demonstrated poor comprehension; they represent

(8.8%) of the sample.

The second category appertains to the scores that are between (50%) and (80%),

indicating satisfactory or average reading comprehension performance, (46.2%) of the

informants belong to this group.

The last category, which represents (45%) of the population, corresponds to the test

takers who scored above (80%), designating good reading comprehension performance. In

view of that, it utterly emerges that the second category combines a high percentage of

respondents, it suggests that the majority of students have moderate reading comprehension

performance before allocating them to the experiment.

7.8.4. Discussion

The analysis of the pre-reward reading comprehension performance test elucidates that

the students did not show high text understanding or serious vocabulary problems, but rather

satisfactory performance. The results also gave us the impression that the test was neither too

easy nor too difficult, but suitable to the students’ levels. Even though the participants did not

indicate they differ highly in their reading comprehension performance, the distribution of

their scores was not symmetric. We can say that their pre-reward reading comprehension

performance was moderate. In like manner, these results have paved the way for the

18 It has been obtained by converting their correct answers into percentages.
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researcher to launch the intervention. Giving more emphasis to vocabulary activities and

questions that are tailored to assess the students’ understanding of passages in addition to the

reward, their performance, in all likelihood, will enhance.

Part 2: Assessing the Subjects’ Post-RRCP

8.9. Purpose of the Post-RRCPT

After the subjects spent a period of approximately three months in an incentive-reading

environment, the effect, in case there is any, of the tangible reward of the present work on

their reading comprehension performance prompts our curiosity. Indeed, the post-reward

reading comprehension test appertains to determine the extent to which the motivational

intervention could have positive or no effect on the students’ reading performance. In other

words, this test was utilized as a compulsory means of research to quantify whether or not the

reward-based system in the intensive reading activities could contribute to advance their

comprehension skills.

8.10. Description of the Post-RRCPT

Assessing reading comprehension undeniably entails assessing reading comprehension

skills. The reading comprehension post-test (cf. Appendix S), which comprises two exercises,

was adopted from Mikulecky and Jeffries (2004). It is entitled The World Is Warming; it

draws the learners’ attention to the facts, causes, effects, and some solutions to this

phenomenon. The passage is long (it contains 7paragraphs) and assesses two different and

important reading comprehension skills: general understanding of the passage and vocabulary

knowledge.

The first exercise consists of 6 multiple choice questions, with four alternatives for each

one. The second exercise, which was constructed by the researcher, contains 6 synonyms to

some words, from the passage, which are presented in a square, the students’ role is to cross

the appropriate synonym for each word, then write it in the space provided. This test, thus,

evaluates the test takers’ general understanding of the text through making inferences, finding
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out relationships among ideas as well as predicting outcomes.

8.11. Choice of the Post-RRCPT

The following could summarize the choice of the post-RRCPT:

-In exercise 1, we utilized multiple-choice questions that are dependent on the text to

assess the students’ reading comprehension. In multiple choice questions, students are

required to choose only one answer among a number of choices, generally three distracters

and one correct response. In this type of assessment, students are not required to write their

answers, and since our aim is to assess the subjects’ comprehension with regard to the content

of the passage, their writing skills are not compulsory in this context.

-In addition, these are among the activities that the subjects were introduced to during the

writing sessions.

-They are the most common exercises to assess EFL reading comprehension, and they

also reflect as well as monitor the students’ reading comprehension and fluency.

-The test is authentic, up-to-date, and contains challenging content and tasks for the

subjects.

-The test also focuses on activating their background knowledge.

8.12. Administration of the Post-RRCPT

Under the supervision of the researcher, the two groups took the post-RRCPT in their

regular classroom time that was allotted to the WE session. The purpose of taking the test was

explained to the participants right before starting the test, in that their answers serve for a

research purpose only. The ultimate reason is in order not to make the subjects feel anxious,

but rather to work individually and at ease. The researcher was very careful in her

surveillance to avoid any cheating instances, such as using a dictionary or talking to a

classmate. They were informed to read the passage attentively then answer all its

comprehension questions. The completion of the test did not exceed 50 minutes.
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8.13. Results of the Post-RRCPT

8.13.1. Results of Exercise 1

The first exercise is designed to assess the students’ understanding of the text in terms of

its main and supporting ideas as well as their ability to locate important information in the

text. The marking procedure we followed is that 2 points were given for each correct answer,

which means this exercise was marked out of 12.

Table8.54.
Students’ Raw Scores in Exercise 1

Scores N P Correct answers

4 3 3.3% 2
6 4 4.4% 3
8 8 8.8% 4
10 21 23.1% 5
12 55 60.4% 6

Table8.54.shows the students’ performance in exercise1 in terms of scores, frequencies,

along with their corresponding percentages, and correct answers. Three students earned the

score of 4; 4 students were scored 6 out of 12, and 8 scored 8 out of 12. Twenty-one students

were scored 10 because they made 5 correct answers, and the score of 55 students was

12.Clearly, the high majority of students reached the full marks in exercise1.

7.13.2. Results of Exercise 2

The second exercise assesses the students’ comprehension of the text through focusing on

their ability to find out synonyms to some essential words in the passage. Each correct

synonym was given 2 points; consequently, a total of 12 points would be obtained from

responding to all the 6 vocabulary questions correctly.

Table8.55.
Participants’ Raw Scores in Exercise2

Scores N P Correct answers

0 3 3.3% 0
2 5 5.5% 1
4 23 25.2% 2
6 25 27.5% 3
8 19 20.9% 4
10 14 15.4% 5
12 2 2.2% 6
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By exploring Table8.55., 3 students were not capable of providing any correct synonym;

whereas, 2 students replied successfully to all the synonyms. Twenty-eight students whose

answers to 1 or 2 questions were right. The scores of 58 students ranged between 3, 4, and 5

correct answers, respectively. It emerges that only the minority performed poorly in exercise

2.

Table8.56.
The Distribution of the Scores in Exercise 1 and 2

Mean Mode SD Scores<
average

Scores=average Scores>
average

Exercise1 10.65 12 2.06 3 4 84
Exercise 2 8.39 8 2.07 5 14 72

In Table8.56., the mean of the first exercise was (10.65), with a standard deviation of

(2.06). However, the mean of part 2 was (8.39), and the standard deviation was (2.07). The

interpretation of the standard deviation in the first and second exercise suggests that the scores

were dispersed. The mode of exercise 1 was 12 and that of exercise 2 was 8. It indicates that

the most frequent score in the first exercise was 12, and it was 8 in the second one. Most

students scored the full marks in their general understanding of the text, and above the

average in word meaning exercise.

In like manner, a total of 8 out of the 91 students scored far below the average in exercise

1 and 2. Four students in the first exercise and 14 in the second scored within the average. The

last column, in Table8.56., reveals that 84 students (in exercise 1) and 72 (in exercise 2)

scored above the average. It can be concluded that the students were taking extreme values

after the intervention.

8.13.3. Results of the Full Test

In this section, we intend to provide information about how far, above, or below the

average individual scores of the post-RRCPT can be ordered (cf. Appendix T). In the

following table, the scores of this test are ranged from the lowest to the highest.
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Table8.57.
The Subjects’ Raw Scores in the Post-RRCPT

Scores N P Correct answers
10 1 1.1% 5
12 4 4.4% 6
14 5 5.5% 7
16 10 11% 8
18 13 14.2% 9
20 32 35.2% 10
22 20 22% 11
24 6 6.6% 12

It emerges in Table8.57. that only 1(1.1%) subject got the lowest score (10<24) in the

test; whereas, 6(6.6%) participants earned full marks(24=24). Nine students scored between

12 and 14 for responding to 6 or 7 questions correctly. Ten (11%) students earned the score of

16 since they replied to 8 questions successfully. Thirteen students were marked 18 out of 24.

A high proportion of 52 subjects were scored between 20 and 22 for making correct answers

to10 or 11questions.

Still in the same table, it emerges that 1(1.1%) respondent failed to reach the required

standard because he/she scored below the average, and he/she has 5 right answers. But at the

same time, 4(4.4%) subjects reached the average as they have only 6 correct answers out of

12. The scores of a total of 86(94.5%) subjects exceeded the rest of the scores, for they were

above the average, with correct answers ranging from 7 to 12.

After that, we wanted to check the distribution of the scores after the motivational

intervention was terminated, in terms of calculating mean, median, mode, and standard

deviation.
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Figure8.2. Histogram of the Distribution of the Scores after the Intervention

Figure.8.2. displays that the mean was (18.84); median was 20, and mode was 20. We

can see that the mean was less than the median while the value of the mode and median were

identical. In effect, the distribution of the scores was skewed positively, i.e., the mean and

median values did not coincide with each other, indicating that most students got high scores

after the intervention.

Table8.58.
Percentages of the Students’ Reading Comprehension Performance after the Intervention

RCP%
<50% 50%-80% >80% Total

Participants 0 10 81 91

Table8.58. reflects the percentages of the students’ post-reward reading comprehension

performance. A careful inspection of the results of the scores of the post-RRCPT for all the

test takers certainly demonstrates that the subjects in the test typifies two levels, namely

average and high reading comprehension performance. The same table indicates that there

was no place for students with low reading comprehension performance: No test taker scored

less than (50%). Indeed, the subjects who were graded between (50%) and (80%) belong to

the first category, indicating average reading comprehension performance. The scores above

(80%) appertain to the students who showed high reading comprehension performance.

In actuality, 10(11%) students are regarded average performers (their scores were

between 50% and 80%) and 81(89%) high performers. With regard to these results, the point
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is that more than half the students have high reading comprehension performance.

Accordingly, the treatment was effective in advancing the students’ reading comprehension

skills.

Table8.59.
Lower and Higher Scores before and after Treatment

Total score Lower  scores Higher scores

Before treatment 24 0 22
After treatment 24 10 24

In Table8.59., the lowest score was 0 in the pre-RRCPT, but it has noticeably increased

to 10 in the post-RRCPT; the highest score in the pre-RRCPT was 22, and it has increased to

24 in the post-RRCPT. One student scored 0 out of 22, and 4 students scored 22 in the pre-

RRCPT. One student graded 10, and 6 students got the full mark (24/24) in the post-RRCPT.

Surely, the results of the post-RRCPT are good signs of the contention that the students’

reading comprehension would enhance when the intervention is terminated.

Table8.60.
Students’ Gain Scores

Participants P Gain Scores
1 1.1% -8
2 2.2% -4
5 5.5% -2
8 8.8% 0
11 12.1% 2
15 16.5% 4
21 23% 6
10 11% 8
11 12.1% 10
7 7.7% 12

We computed the gain scores, as Table8.60. substantiates, (cf. Appendix U) to discern

whether or not the incentive-reading system was successful in producing changes in the

subjects’ reading comprehension performance. It emerges that 1(1.1%) student lost 8 points,

2(2.2%) lost 4 points; and 5(5.5%) students lost 2 points in the post-RRCPT. However, the

scores of 8(8.8%) students remain stable. Eleven (12.1%) students earned 2 points, and the

performance of 15(16.5%) students was improved by 4 points. Twenty-one (23%) students

attained 6 additional points; 10(11%) gained 8 raw points, and 11(12.1%) earned 10
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additional points, but only 7(7.7%) students showed high improvements by gaining 12 points

in the post-RRCPT.

8.13.3.1. Discussion

After involving the subjects in an incentive-reading environment for approximately a

period of three months, the analysis of the primary results impels us to say that the treatment

was successful in producing optimum changes in the students’ reading comprehension

performance. To put it another way, the treatment has no effects on (17.6%) of students, but

positive effects on a high proportion of students; they represent (82.4%) of the target

population (cf. Table8.60.). These findings, indeed, are in harmony with our supposition, but

still they need to be quantitatively evaluated in terms of some suitable robust statistical test.

8.14. Putting it Altogether

The students’ reading comprehension performance was compared prior to and after the

intervention by means of pre-and post-tests quasi experimental design to determine the impact

of the present tangible reward on the students’ performance (the extent to which the reward

resulted in ameliorating their performance).To perceive the difference statistically, a t-test for

related samples was conducted.

We used SPSS software version 13.0, as a tool of analysis, to calculate the scores for each

individual participant on the pre-and post-RRCPTs. A comparison then between the results of

the two tests was made.

Table8.61.
The Mean Scores of the Students’ Performance in the Pre-and Post-RRCPTs

M N SD
SD Error

Mean

Pre-
RRCPT
scores

14.1758 91 4.31687 0.45253

Post-
RRCPT
scores

19.1868 91 3.09807 0.32477
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The students’ reading comprehension performance was compared prior to and after the

intervention by means of pre-and post-tests quasi experimental design to determine the impact

of the present tangible reward on the students’ performance (the extent to which the reward

resulted in ameliorating their performance).To perceive the difference statistically, a t-test for

related samples was conducted.

We used SPSS software version 13.0, as a tool of analysis, to calculate the scores for each

individual participant on the pre-and post-RRCPTs. A comparison then between the results of

the two tests was made.

Table8.61.
The Mean Scores of the Students’ Performance in the Pre-and Post-RRCPTs

14,17

Pre-test
scores

Post-test
scores

M N SD
SD Error

Mean

Pre-
RRCPT
scores

14.1758 91 4.31687 0.45253

Post-
RRCPT
scores

19.1868 91 3.09807 0.32477
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Table8.61. presents the mean, standard deviation, and standard error of the mean of the

subjects in the pre-and post-RRCPTs, respectively. The mean score of the pre-RRCPT was

(14.17), and the standard error of the mean was (0.45).Conversely, the mean score of the post-

RRCPT was (19.18) with a standard error of the mean of (0.32). Therefore, the expected mean

was higher than that of the pre-RRCPT, as the pie chart shows, and the SD of the post-

RRCPT (3.09) was smaller than the one of the pre-RRCPT (4.31), which means that the

scores in the post-RRCPT were less dispersed than in the pre-RRCPT. Consequently, the

treatment has substantial effect in reducing the deviations of the scores from the mean.

Table8.62.
The Mean Difference between the Pre-and Post-RRCPT Scores

Paired Differences
Post-RRCPT
scores −
pre-RRCPT
scores

M SD SD Error
M

t df Sig. (1-
tailed)

5.01099 4.24132 .44461 11.271 90 0.05

As it can be clearly seen in Table8.62., there was a mean difference between the two tests

of (5.01) with a standard deviation of (4.24) and (.44) standard error of the mean. With 119

degrees of freedom, and at 0.05 level of significance, the required critical value for

significance for the t-ratio is (1.65) (one-tailed test).As the obtained t-ratio was much higher

(11.27), the results are significant (the post-RRCPT has a t-ratio higher than the required t-

ratio: 11.27>1.65).

8.14.1. Discussion

For the major reason that the mean difference between the pre-and post-RRCPTs was

(M=5.01) (which is not in fact equal to 0), and the t-value was higher than the required t-ratio,

inescapably, the results are in the same direction of the researcher’s contention. The results of

the two tests indicate that there is enough statistical evidence to say that the null hypothesis of

no difference between the means is clearly rejected, and that the alternative hypothesis, in

contrast, is utterly accepted. Thereupon, the statistically significant differences between the

students’ performance in the pre-and post-RRCPTs are not due to chance; rather, it is due to
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the motivational intervention. The incentive-based system in reading was effective in

advancing the students’ comprehension skills and did not impede their comprehension.

Nonetheless, we need to admit the fact that the subjects’ familiarity with the topic could affect

their performance in the post-RRCPT since their answers substantiate that the test was not

difficult.

8.15. General Discussion

Marink and Gambrell (2008) probed into the impact of reward proximity and the choice

of a reward on the reading motivation of third-grade students. The data were collected on the

participants’ reading motivation before the experiment through first activity selected, number

of seconds spent reading, and number of words read. They claimed that the students who were

offered a book and those who were not rewarded were more motivated to read than their peers

who received tokens. Marink and Gambrell submitted that the proximity of the reward to the

desired behaviour is a critical factor for enhancing reading motivation.

However, in the present chapter, the proximity of the reward (short stories) to the desired

behaviour (reading) did not enhance the subjects’ reading motivation. The explanation for this

difference could be attributed to two major reasons: the age of participants and the choice of

the reward (even though it was not a significant factor in their study). A book can enhance a

young learner motivation to read, as learners in this age are more curious to know, discover,

and read about the world around them, yet it does not sustain adult students’ motivation to

read because their reading motivation could be affected by many factors. In our experiment,

which was conducted in the classroom, the subjects did not have choice over the reward,

rather it was chosen by the researcher. It can be suggested that short stories are not in actuality

appealing to the participants.

A further finding is that students’ intrinsic motivation in the experimental task (puzzle

solving activity) would transfer to the more general category of activity (puzzle solving). On

the contrary, the results of the pre- and post-reward reading motivation profiles fail to support
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the claim that the students’ intrinsic motivation in the intensive reading activities would

transfer to reading. Their intrinsic motivation in the experimental activities enhanced, but it

did not transfer to promote their self-concept or the importance they give to EFL reading. The

reason for this difference could be because the subjects enjoyed the activities practised in the

reward-intensive reading environment, but the reward did not affect the way they self-

evaluate their performance in reading or even the value they see in reading.

From this stance, reading is not extensively practiced, which makes it a boring task for

the majority of students, or that their self-evaluation of their performance by comparing it

against their classmates in the reward environment amplify uncertainty of their efficacy

beliefs or the importance of reading to them.

Conclusion

The chapter, which is divided into two sections, is rather an attempt to provide

prominence to the impact of short stories, as an extrinsic reward, in an intensive reading

environment on concurrently the learners’ reading motivation and performance. We departed

from the supposition that engaging the subjects to work productively in a reward-based

system in reading will probably enhance their reading motivation and performance.

The major findings of section two substantiate the contention of the researcher as they

were in the right direction of the second hypothesis, but those of the pre-and post-reward

MRPs failed to support the first hypothesis in this chapter. Expressed differently, the

incentive-based system in reading was found to have positive effects on the subjects’ reading

performance, but neutral effects on their reading motivation. Thus, the results provide strong

evidence that there was no room for the reward to transfer the students’ motivation in these

reading activities to EFL reading in general. They demonstrate that the subjects were not

endowed with positive beliefs about their reading performance or proved the importance of

EFL reading to them by the end of the treatment.Thereupon, extrinsic and intrinsic motivation

have been found to have a positive causal relationship in intensive reading activities.
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General Conclusion and Recommendations

I. Overview of the Major Results

II. Limitations of the Present Study

III. Pedagogical Implications

IV. Suggestions for Future Research
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I. Overview of the Major Results

The use of rewards is controversial in educational settings. Notwithstanding the extended

solid empirical studies on the major impact of extrinsic rewards on learning settings, no

theory has yet affirmed whether rewards have to be frequently dispensed or should be

completely abandoned by teachers. Expecting students to be engaged readers in foreign

language classes without any supreme effort from the part of the teacher to change the daily

routine activities makes the classroom environment, in all likelihood, a dull place for many

students. Due to the nature of the target language, the different courses and time limits, EFL

students cannot succeed at the university if we do not endeavour to create a more attractive

and a functional classroom environment.

Thereupon, until EFL researchers can come up with definite findings concerning

rewards’ types and effects on students’ motivation to learn, we still believe as Brophy (2004)

and some other researchers (e.g., Flora, 2004) that rewards, when delivered effectively, can

create an effective motivational learning environment, and thus “rewards are one proven way

to spur students to put forth effort” (Bropy, 2004, p.154). In addition to learners’ inner desire

to read in a foreign language, we would admit that this desire is largely a teacher’s concern. If

learners’ motivation (as well as their needs in reading) to read in EFL classrooms is not

appropriately supported, we are far away to expect learners to reach a high literacy level.

The present investigation has a different look at examining the actual impact of an

extrinsic reward on the target population’s intrinsic motivation, reading motivation, and

performance. In this work, we devoted ourselves to the investigation of the long-term effect of

short stories—as a literacy-related reward—on the aforementioned variables in an intensive

reading environment. The major aim of the present work is to ascertain how undergraduate

EFL students perceive changes in their intrinsic motivation during performing some intensive

reading activities under a reward-based system, and how the reward could transfer their

motivation in these types of activities to reading in general and improve their performance.
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The present thesis contains 8 chapters. The first four chapters are devoted to the literature

review that underpins the present work, and the last four chapters handle the empirical data.

In Chapter 1, we concluded that motivation has become a salient factor in foreign language

learning achievements parallel to the cognitive factors. A close examination on the

tremendous empirical evidence on rewards’ impacts on intrinsic motivation, in Chapter 2,

indicates a definitive operational definition to the concept of intrinsic motivation, uniformed

measures, but different results that prompt an unresolved controversy surrounding the use of

rewards in different learning settings. Chapter 3 is the substantiation for the undeniable role

played by schemata in reading that received special attention by many researchers (e.g.,

Carrell, 1987; Gilakjani & Ahmadi, 2011; Grabe, 2009; Wilson & Anderson, 1986). We also

took account of reading comprehension models, the different techniques for assessing reading

and confirmed the paramount importance of intensive reading activities in advancing

comprehension. The point in the last theoretical chapter is that regardless the intensive

investigations on L1 reading motivation, we stumbled upon very few studies that tackled EFL

reading motivation, which were built and extended from L1 reading research.

Chapter 5 represents the field work of the present thesis. Practical knowledge about the

impact of the treatment on the sample was gained through three questionnaires, pre-post-tests,

and direct observation of the subjects in the classroom. Prior to the data collection, a pilot

study was conducted. Indeed, it mostly guided us to rectify the deficiencies in the design of

the experiments and assisted in validating, modifying, and ensuring the reliability of the

present research tools. In Chapter 6, a sharp division between two goal orientations was

specified to portray the informants’ reasons in reading, namely mastery goals and

performance goals. The findings, from the adapted version of the MRQ (from Wigfield and

Guthrie, 1997), indicate that their motivation to read is more intrinsic than extrinsic, and

concurrently they advocate the predication that like L1 reading, L2 reading is also

multidimensional (Komiyama, 2013; Mori, 2002; Tercanlioglu, 2001). The same findings, on
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the other hand, illustrate convincingly that the high majority of subjects do not often read in

English outside the classroom.

The substantial findings of Chapter 7 and 8 indicate that intrinsic and extrinsic motivation

can have a positive causal relationship, resulting in boosting both intrinsic motivation and

performance, yet they cannot be additive to heighten reading motivation. Overall the results

obtained, in the present research, confirmed the first (If an extrinsic reward (short stories) is

delivered for meeting a standard of excellence in the reading comprehension activities, then

learners’ intrinsic motivation will increase) and the third hypothesis (if an extrinsic reward is

administered for learners’ successful performance in the reading comprehension activities,

then learners’ performance will improve), but they did not confirm hypothesis two (if an

extrinsic reward (short stories) is offered for successful reading comprehension performance,

then learners’ reading motivation will boost). In that the motivational intervention was largely

effective in enhancing the participants’ intrinsic motivation and performance at the

experimental tasks; conversely, it was not successful in bringing any change to their reading

motivation.

Ample empirical attempts, which intended to discern the probable effects of rewards on

intrinsic motivation, disclose the absence of the long-term effects of rewards on performance.

The majority of the investigations, discussed in the present research, did not acknowledge

whether rewards strengthen or hamper performance, the only focus was students’ task

persistence and enjoyment at the experimental tasks. The question if rewards can be offered in

learning during a learning phase and their effects on the long run necessitates experimental

studies.

II. Limitations of the Present Study

The first limitation in the present thesis is the sample size. The sample (91students) was

randomly taken from a population of 671 second year LMD students of English as a foreign
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language. It is apparent that 91 students are, of course, less than1/519(1/5 of 671=134

students).Even though 91 is a little far from 134, it can be, however, generalized to the

majority of second year students if, and only if, the researcher has a rigorous control over the

extraneous variables.

The major reason for not conducting this work on a representative sample is that the

researcher was allowed to teach only two groups in the WE module so that other teachers can

have an equal opportunity to teach this module. In our discussion so far in Chapter 5, the

researcher treated the research problem in the WE module since reading and writing are two

sides of the same coin. To coerce learners to partake in an intensive reading environment

during a writing class time can compel them to behave in a natural setting rather than fake

their behaviour because they know that they are part of an experiment. Accordingly, the

findings of the present work cannot be generalized to the overall target population.

The second limitation is that the empirical evidence on the impact of the present reward

on intrinsic motivation and reading motivation was gathered through self-reported data, which

are subjective in nature. We relied on the self-reported interest as an indicator measure of

intrinsic motivation more than the behavioural measure, especially that our classroom

observation was a descriptive one. This measure is limited in scope since it is merely based on

what the subjects reported, their interest in the reading activities, therefore, can overlap with

their enjoyment of being rewarded.

According to Ryan et al. (1991), the effective way to assess intrinsic motivation is to

concurrently utilize both the free-choice behaviour and self-reported interest. However, they

considered the results of the free-choice behaviour to be the most precise indicator of the

genuine effects of rewards on intrinsic motivation. They deemed the findings of the

behavioural measure of intrinsic motivation to be reliable because participants know that the

experimenter does not know whether they have persisted at the target task or not. With the

19 The required proportion of a sample drawn randomly from a target population to allow a researcher to
generalize to the total population of interest.
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self-report measure, nevertheless, they know that their responses will be seen by the

researcher. They further discerned that the self-reported interest contains few items,

suggesting that its reliability is in doubt.

However, during the free-choice period, we cannot tell exactly whether students persist

because they know they are watched (since they are in most of the time informed that they are

observed), or they do not persist at the free-choice period not because the activity is not

interesting, but rather because they want to recess, especially if they are left in the

experimental room alone.

In the present thesis, a different way to assess students’ persistence at the experimental

tasks was followed. Observing directly the subjects’ behaviour during the incentive-reading

environment to target the impact of this incentive during a reading practice phase, mainly that

the present investigation took place beyond the laboratory setting (the classroom), over a

period of two semesters instead of one or two sessions. It is worth noting that the positive

characteristics of these important measures of intrinsic motivation are indisputably exposed to

their corresponding negatives.

The research design (quasi experiment) applied in this thesis typifies the third limitation.

What differentiates a true experiment from a quasi experiment is the presence of a comparison

group. To justify why the researcher could not assess the actual impact of this tangible reward

on the subjects’ motivation and performance within the framework of a true experiment

(through including a control group) is the actuality that reading is not independently practiced

at the Department of Letters and English Language-MU-C. To point out the extent to which

the results of the present work are due to the treatment call for true future experiments since

possible extraneous variables were impossible to be controlled.

Another limitation is with the measure used to collect data on the students’ intrinsic

motivation. After the analysis of the IMI, we reached the conclusion that we failed to enquire

about the students’ volition and relatedness (as two inevitable sources of intrinsic motivation)
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in the reward environment. This limitation could point to the requirement for a future research

on this area.

In the present thesis, we are left with the question: What would happen to the subjects’

intrinsic motivation, reading motivation, and performance when the reward is removed? The

longitudinal effects of the removal of the reward on the variables of interest in this work

deserve further investigations.

III. Pedagogical Implications

In spite of the restrictions on this research, the present findings led us to the following key

recommendations.

1. Integrating reading in the EFL curricula is a challenging task that requires to be

rigorously thought of by senior teachers of English, at the Department of Letters and English

Language—MU-C, in virtue of its incontrovertible role in enhancing and paving the way for

students’ literacy development. Teachers would be first attuned to learners’ problems in

reading through a series of reading activities at the beginning of the year, and then develop an

appropriate reading curriculum to remedy these problems. In like manner, EFL teachers are

also required to set up a reading program wherein it targets learners’ motivation in reading.

This can be achieved by collecting data on the topics learners have preference for reading. If

learners meet their interests and their needs in reading are partially satisfied, they are willing

to collaborate and put high effort and may be, through time, they will internalize the value of

reading and integrate it to their own behaviour.

2. Reading in English—as a foreign language—is boring for students who have

difficulties with vocabulary acquisition; it is, on the other hand, stimulating for those who

have no problems with vocabulary. From the different intensive reading activities the subjects

performed in the classroom, we would say that vocabulary is really causing learners serious

problems when they read. EFL teachers should integrate appropriate and new learning

activities that ease the acquisition of vocabulary (e.g., jokes, games).Nonetheless, the
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standpoint of the present work that counts for the salience of the reading-related affective

factors in reading does not claim to discard the role of the cognitive ones. Students are

warranted to be taught appropriate reading strategies that are likely to facilitate the

comprehension process and vocabulary acquisition (such as, guessing the meaning of words

from context).

3. What is in actuality transpiring in EFL classrooms does not drive learners to read. Due

to the invention of and students’ obsession with the Internet, the library as a good place for

reading books and conducting research becomes a dull place for the vast majority of our

learners. Learners’ primary source of conducting research is the Internet, and to contribute to

reducing this ‘epidemic’, EFL teachers should equip the classroom with different, attractive,

up-to-date books, teach learners how to read, and instil into them the importance, inevitability,

and easiness of reading right from their first year at the university. This is to create a learning

environment for reading and may be to foster the rate, habit, and motivation of extensive

reading in the target language.

4. We highly recommend for EFL teachers to take advantage of computers, especially

that there are available computer rooms at the Department of Letters and English Language,

and that the majority of students can easily manipulate this device. These computers can

provide students with an opportunity to practice reading, create variation in reading materials,

and  even to change the daily order of teachers ‘open your copybook and do the first activity’.

For instance, a text with a medium length appears on the screen, students’ role is to read the

passage two or three times, after that the text disappears from the screen and filling in the

blanks activity appears, but without permitting learners to have any access to the original text.

Students are required to answer on the computer. Teachers can create files for all the students,

which indicate their scores in each practice so that they can be aware of their improvements.

Such type of activities can facilitate the acquisition of vocabulary, aid students to activate

their schemata when they read, and become more curious and vigilant regarding their reading
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progress. Teachers could reward tangibly or verbally the desired performance so that reading

in the classroom becomes more enjoyable and desired by students.

5. The reading materials used in this thesis can be applicable and very useful to the WE

syllabus for second year students. EFL teachers can take advantage of them to develop a

salient writing skill, namely summarizing, especially that the majority of the subjects were

repeatedly observed not to be enthusiastic about it. To illustrate, students can in small groups

collaborate to summarize some topics (e.g., Nelson Mandela and Democracy in South Africa,

Overcoming Jet Lag, A Poison Tree, Water Sports in Hawaii), and then choose a

representative from each group to read the summary to the class. Students with the assistance

of the teacher can decide on the good summary to the topic, then reward the desired behaviour

either by sticking the summary of this group of students on the classroom’s wall or tangibly.

In doing so, students would enjoy practicing this important writing skill, their ability to

summarize different materials and their motivation to read and work in groups will gradually

enhance. Social comparison would be also dominant in this competitive environment.

6-We highly recommend devoting one hour per week (for instance in the Oral Expression

sessions) for students to consistently social collaborate through sharing the topics they read

with their teachers and classmates. This can be the best way to bolster the habit of extensive

reading through pushing students forward to read and recall to the class what they have read,

their wariness to talk in front of their classmates is more probable to shy away, and to further

stimulate them to share their experience with their classmates, know about their preferences in

reading, and develop the ability to respond critically to the writer’s opinion, students, or

teachers’ criticism. Students could be marked (because if they know they are going to receive

marks, they are willing to put forth effort) or offered short stories in order to sustain their

intrinsic reading motivation.

7. Together, the habit and frequency of L1 and L2 reading have become a serious

handicap in the Algerian society, and I dare say we are one step away from becoming a ‘dead-
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society readers’. As a university researcher, it is high time to commence searching for

possible solutions to this problem. Because the reward of the present study was not effective

in enhancing students’ reading motivation, and in an attempt to foster the amount of time

students spend reading in the classroom and thus ameliorate their motivation, proficiency

gains, and the prerequisite skills and knowledge in the target language, another alternative

motivational strategy, for adult university students, could be simply sustained silent reading.

For second/foreign language learners, sustained silent reading has become one among the best

strategies for improving intrinsic motivation, gains in literacy, and language development. It

refers to students’ reading self-selected books with no assessment on what they read. Krashen

(2004) regarded devoting a time of 5 to 15 minutes each day to be sufficient for recreational

reading. Five minutes are, indeed, too short a time, but 15 minutes or a little more, can be

reasonably sufficient, each day, to instil recreational reading, and make of it a real enjoyment.

The advantages of sustained silent reading can be summarized in the subsequent quote

enlightened by Krashen (2004, p.3):

The goal of [sustained silent reading] is to develop a taste for reading, to stimulate the

once-reluctant reader to read more outside the school. Rather than forcing reading, and

possibly making it distasteful, small doses are more likely to work. It is not the actual

time reading during [sustained silent reading] that counts, it is the desire to read more

than counts.

Accordingly, this type of reading does not require a lot of time and it can be the path to create

a desire to read that students lack in the language they are expected to master.

8. The different reading materials in the present thesis can be uniquely utilized as an

additional support for WE teachers to practice and create variations in the activities performed

in the classroom. For example, to ask students to locate the thesis statement or supporting

ideas in texts and even provide them with further insights into how the print is structured in

English(e.g., punctuation marks, coherence, and among others).
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IV. Suggestions for Future Research

Improving scholastic outcomes can be largely contingent upon creating a motivational

environment for reading. Personally, I consider rewards to be the best strategy to maintain as

well as enhance learners’ successful engagement with reading activities in the classroom. This

thesis was limited to examine what the impact of the longitudinal effect of short stories, as a

performance-dependent reward, on a sample of 91 undergraduate EFL students’ reading

motivation, intrinsic motivation, and performance could be. A fruitful future research is the

long-term impact of extrinsic rewards on students’ self-concept in reading. Many

investigations (e.g., Eccles & Wigfield, 2002) confirmed that students’ self-efficacy beliefs

are one of the best predictor of their achievements in learning.

The present findings indicate that there was no room for short stories to alter the subjects’

perceptions of their ability beliefs in reading, future work could address this problem more

effectively through exploring the impact of verbal rewards on students’ self-concept in

reading to come to a firm conclusion on the type of reward (tangible or verbal) that could spur

learners to develop positive judgments regarding their abilities in reading.

Whilst endeavours, in this thesis, were made to mediate the impact of an extrinsic reward

on the subjects’ intrinsic motivation through adapting the IMI, which was basically used in

competitive sport settings (McAuley et al., 1989), another paramount field of research could

be the development of more reliable and adequate measures designed to assess intrinsic

motivation in reading, or to further validate the reliability of the Situational Intrinsic

Motivation Scale (SIMS) (Guay et al., 2000) so that it becomes more suitable to assess the

reading skill.

Reading strategies have become the key to good reading comprehension and, by the same

token, strengthening L2 learning outcomes. A strategy is defined by Oxford (1990, p.110) as

“a conscious movement toward a goal.” Strategies are specific behaviours or thoughts utilized

by the language learner to improve his/her own learning outcomes, and consequently a
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systematic strategy yields positive outcomes in learning a language. In the present thesis,

short stories were tied to the participants’ successful reading comprehension performance, to

explore whether or not short stories could be effective incentives during a reading strategy

instruction could be an appealing future area of investigation. The best strategy instruction

counts for detecting explicitly when, how, and why a particular strategy could be useful, and

to transfer it to other related situations (Oxford, 2001).Thereupon, we would recommend

studying rigorously how a motivational environment can be effective for EFL students to

master important cognitive strategies in reading.

Research on L1 reading motivation is in real terms accumulating, which was indeed

surveyed in the last theoretical chapter (4); but at the same time, EFL reading motivation

studies are scanty. L1 researchers (Gambrell et al., 1996) identified self-concept and the value

students see in reading to be among other important factors underlying reading motivation

and concurrently proved the multi-dimensionality of students’ motivation in reading

(Wigfield & Guthrie, 1997). Both views were adapted in this work (Chapter 5 and 6).

However, it is high time for EFL researchers to develop their own robust measures to

accurately assess the motivation underpinnings reading among adult EFL students.

In all likelihood, the best way to contribute to enhance EFL reading outcomes is to be

aware of the effect of the present extrinsic reward in an intensive reading environment on

male and female subjects’ intrinsic motivation, reading motivation, and performance. Clearly,

the impact, if there is any, short stories can have on the aforementioned variables among male

and female students is to be rigorously unveiled by future work, especially that these variables

have been identified (in addition to other factors) as salient components underlying students’

achievements in EFL learning, and to support the claim that what could be motivating for

female can be discouraging for male students.

The present thesis has attempted to offer some useful insights into the nature of the causal

positive relationship between an extrinsic reward, reading motivation, intrinsic motivation,
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and performance among second year LMD university students of English as a foreign

language at the Department of Letters and English Language—MU-C. In a nut shell, we hope

that the recommendations raised in this research would be taken into account by EFL

teachers. In like manner, the limitations encountered would be vigilantly considered and

avoided through a more robust methodology in future research.
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Appendix A

Reading Materials of Experiment 1

Practice 1

Directions: Read the article. Then answer the questions below.

While hundreds of thousands of
foreigners from all over the world come to
the United States to study at America's
renowned universities, the American
educational system has been unable to
solve the problem of functional illiteracy.
The following article explores the
historical causes of this phenomenon.

LITERACY IN AMERICA

By ANTHONY BRANDT

OSSINING, N.Y.—We hear a great deal
about the literacy crisis, and a great deal of
criticism has been directed at the
educational system for causing it. Some 23
million adult Americans are "functionally
illiterate," unable to read newspapers or fill
out job application forms, and the schools
regularly produce large numbers of
students who cannot pass easy minimum
competency tests. Critics lay the blame
variously upon poor teaching, on ill-
advised teaching methods such as the
"look-and-say" method for teaching
children to read, and on the long trend in
education away from the basics, a trend
that reached its peak in the 1960's and
early 1970's. The problem, however, may
have less to do with the educational system
than with the changes in public values.

Almost from the beginning of the
settlement of this country, Americans were
known for enjoying unusually high levels
of literacy. By 1765 John Adams could
claim that "A native of America who
cannot read or write is as rare an
appearance as ... a comet or an
earthquake." Adams' statement reflected
the especially high literacy in his own New
England, where Puritan ideology
predominated; the Puritans believed
strongly in the value of access to the Bible,
to the Work of God, and to that end went
to great lengths to make sure that their
children were literate. Servant indentures
required masters to teach their servants and
apprentices to read and write if they could
not already do so. Families were examined
regularly by Puritan divines to see whether
parents were teaching their children to read
and write. The New England Colonies
established schools everywhere that the
population was concentrated enough to



2

support them. Historians attribute this so
zeal for literacy almost entirely to
Puritanism; a Puritan had to be able to read
to gain direct access to the Word and save
his unregenerate soul from the vividly
imagined fires of Hell. Later, when
religious feeling declined, literacy became
a way up and out of one's economic or
social circumstances. If one wanted to rise,
to become involved in the nation's 60
political life, to master the complexities of
an increasingly industrialized environment,
it was essential to be literate. The
educational system of the late 18th and
19th centuries was much poorer than what
we have today, all talk about little red
school-houses notwithstanding, the quality
of teaching was low, facilities were grossly
inadequate, and many children did not
attend school at all. Yet by 1850 the adult
literacy rate for both males and females
had reached 90 percent. That was higher
than the rate in any European country
except 75 Sweden; it was also considerably
higher than the percentage of children
attending school. The country was full of
self-made readers and writers, people who
had struggled to become literate but for
whom the struggle had real meaning and
definite rewards. The meaning is still there,
and rewards are still available, but we no
longer seem to care. For whatever
reason— television, widespread anomie,
the anti-intellectualism that is also part of
our history—we don't value literacy as we
once did. The public worries about the
high rates of functional illiteracy and talks
nostalgically about a return to the three R's,

but that same public spends an average of
nearly 30 hours a week per person
watching television. Half of that public,
according to a survey by the Book Industry
Study Group, never reads any kind of
book; and it writes prose, when it writes at
all, that has led to talk of a "writing crisis"
on top of the literacy crisis.
This loss of commitment to literacy comes
at a time when the demand for higher and
higher levels of literacy is growing.
Yesterday's functional literacy is
dysfunctional today. Jobs require more
education today, not less; high technology
and an increasingly bureaucratized way of
life demand more reading, more writing
than ever. In 1939 the Navy’s sophisticated
weapons system came with a technical
manual of 500 pages. It’s most advanced
system in 1978came with 300,000 pages of
documentation. In spite of what Marshall
McLuhan and other prophets of a printless
society may claim, literacy remains
indispensable. What the history of literacy
demonstrates is that preserving literacy is
not and never has been a function that
belongs solely to schools. A highly literate
society evolves out of deeply held values,
values that cannot be isolated in a school
system but must permeate the whole
society.

Unless we recover those values, we
put ourselves in a serious danger. “If a
nation expects to be ignorant and free, in a
state of civilization,” wrote Thomas
Jefferson, “it expects what never was and
what never will be”.

Source: Karant (1985)

Questions:
1. What does the article above mainly discuss?
2. What do you think about the main idea addressed in this article?
3. Did you expect that the American educational system has been unable to solve the

problem of functional illiteracy?
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4. If you were the writer of this article, what would you add to it?

Practice 2

Directions : Read the story. Then answer the questions bellow.

When I was about 12 years old, my older brother, James,

smuggled a BB gun into the house. I am not quite sure where he got it. This was in 1938,

during the Great Depression. He must have bartered for it with one of his friends. Our parents

had told us many times that we were not to bring home guns or knives, even if they were just

toys. Having any form of weaponry in our home was strictly taboo. James brought me to his

room. He opened his closet door and took out a shoebox that was buried beneath a heap of

clothes. The BB gun was inside. I was immediately charmed by the shiny (albeit plastic)

wooden stock and the steely-blue hue of the barrel. He let me touch it and walked with it

around the room. I fingered the trigger. “Can I shoot it, Jamesie?” I asked, hopefully. “No

way,” James said, taking it from me and putting it back in its covert location. I forgot about it

for a while, but one day, when no one was home, I went into James' closet and took it out. For

some inexplicable reason – I have no idea what I was thinking – I went to the front window of

the second floor in our row house. I cracked the window open. I pointed the gun outside and

shot. I quickly shut the window and peeked outside. In a matter of seconds, old Mr.

Schlosberg came out of his grocery store. He looked back at his store window. He looked up

the street. He looked down the street. Then he looked straight across to our house. He could

tell from the route just where that shot had come from – he knew someone in our house was

the wrongdoer. I ran back to James' room to return the gun and then sat downstairs, waiting

nervously for someone to get home. Thankfully, Jamesie made it home before Mother or

Father. As he stepped through the door, I could hear old Mr. Schlosberg call his name.

“James, James,” he called. “Come here, son.” I crept to look out the door and saw Mr.

Schlosberg pointing feverishly at our house (up to the second floor window!) and then at his

shop window. James ran back across the street and into the living room. I had retreated into

the kitchen. “Alma!” he screamed. “Get out here! You cracked Mr. Schlosberg’s window with

my BB gun!” “Oh, please, Jamesie,” I begged. “Don’t let him tell Mother. She will whip my

bottom real good!” Jamesie sighed. He wiped my tears and went back across the street to Mr.

Schlosberg’s. I don’t know what James said to that man, but there was never a mention of the
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incident again. I didn't know how I got out of it, but I got out of it, and that was all that

mattered to me then. I was too self-absorbed to realize what a great brother I had. Years later,

I found out Jamesie had used the money he got from his newspaper route to pay for Mr.

Schlosberg’s cracked window. He only got one cent for every paper he delivered. He

managed to pay back the debt just before he went off to fight in World War II. Since that day,

I have never touched a gun: a BB1 gun, a water gun, a real gun, or any other type.

Photo credit: The Internet

Source: Retrieved from:

‹http://www.englishforeveryone.org/Topics/Reading-Comprehension.htm›

Questions

1. What is the story about?

2. Did you like it or dislike it?

3. Did the story remind you of something from your childhood? If yes, what was it?

4. What was your favorite part in the story?

5. What do you think will happen after this in the story?

Practice 3

Directions: Read the following passage carefully. Then answer the questions below.

Hot Subs for Lunch

The name may be different in other parts of the world. But in Boston, they are known

as “subs,” or submarine sandwiches. Their name is due to their shape, long and narrow like a

submarine. A sub sandwich is one of the most popular lunch items in town.

The best way to find out about subs is to go to a sub shop. There, these delicious treats

are a specialty. You will find huge ovens right behind the counter, because a real sub is served

hot.

1 a gun that uses air to shoot small, round balls
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You wait in line until it is your turn to place your order. The sub sandwich maker

usually begins by asking, “What kind of sub do you want? You might answer, “Large Italian,”

and the expert goes to work.

First, he takes a large, long bread roll from a plastic bag under the counter. He slices it

lengthwise and puts in layers of meat and cheese. For the Italian sub, he’d include Genoa

salami, mortadella sausage, other cold meats, and Provolone cheese.

Next, leaving the sandwich open, the sandwich chef places it on a metal tray and slides

it into the hot oven. He bakes it until the meat is warm and the roll is toasty. When the cheese

has melted a bit, he knows it’s time to take it out. Then he calls out, “What do you want on

your large Italian?”

When you reply, “Everything,” he adds mayonnaise, salt, pepper, olive oil, and a

sprinkling of oregano. But that is not all. He also puts in lots of chopped pickles, onions, and

hot peppers. Then he tops it off with sliced tomatoes and crunchy chopped iceberg lettuce.

Finally, taking the sandwich in his hand, the sandwich maker folds the two sides

together. He carefully cuts it in half and wraps the finished product in waxed paper.

“For here or to go?” he asks. No matter where you eat it, you can be sure that you will

enjoy lunch that day!

Photo  credit: The Internet

Source: Mikulecky and Jeffries (2004)

Task one:

1. What does the passage mainly discuss?

2. Is the recipe of making a submarine sandwich new to you?

3. Tell us about a famous sandwich in your town?

Practice 4

Directions: Read the passage. Then answer the questions below.

However, despite the beliefs of these 17-21

million people, there is no evidence that accidents are more likely to happen on Friday the

13th. On the contrary, some studies have shown there are actually fewer accidents on Friday

the 13th. A recent report completed by a Dutch insurance company showed that there were

fewer incidents of fires and theft on Fridays that fell on the 13th than on any other Fridays in

the same year. It is highly probable that this reduction in accidents owes itself to the fear of
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Friday the 13th itself. If people are more cautious on Friday the 13th, then there are likely to

be fewer accidents.

If, then, there is no significant evidence that Friday the 13th is any more dangerous

than any other day of the year, why do some people remain convinced of its unluckiness?

While the historical or folk traditions discussed earlier may have something to do with this

belief, people may also use associational links to justify their superstitions. If a person loses

his wallet on Tuesday the 21st, for example, he would probably not assign any meaning to the

date on which this event occurred. If the same individual lost his wallet on Friday the 13th,

however, he might be likely to conclude that the inauspicious nature of Friday the 13th was at

fault.

Photo credit: The Internet

Retrieved from:

<https://englishforeveryone.org/Topic/Reading-Comprehension.htm<

Questions

1) What does this passage mainly discuss?

2) Do you believe in superstitions? Why?

3) In a short paragraph, tell us about a popular superstition in your culture?

Practice 5

The image of a smoker in the United States used to be that of a tall, rugged, handsome
cowboy who radiated health and confidence. However, since the Surgeon General now
requires all cigarette packages and advertising to carry health warnings, the image of a
smoker has changed drastically. The following article describes this new attitude toward
workers who smoke.

BURNED-UP BOSSES SNUFF OUT PROSPECTS OF JOBS FOR
SMOKERS

Does a pack of cigarettes mean

20 breaks in a workday?
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By JENNIFER BINGHAM HUL

Smokers have learned a lot about

humility in recent years. Relegated to the

rear of airplanes or the drafty section of

restaurants, they are sometimes even

unable to rent the apartment of their

choice. Now smokers face a new form of

discrimination: Smoking, it seems, may be

hazardous to the chances of getting a job.

Citing everything from health

hazards and productivity losses to outright

stupidity as reasons, some employers are

resolutely closing the door to job seekers

who smoke. Others will hire smokers but

forbid them to smoke in the workplace.

Both practices appear to be perfectly legal.

"We have two professional part

time project consultants who will never be

brought on full-time because of their heavy

smoking"; says Matthew Levine, the

president of Pacific Select Corp., a sports

marketing firm in San Francisco. Mr.

Levine explains he won't hire the offenders

because they would irritate those who

work long hours in close quarters with

them. And they would frustrate his efforts

to maintain a "clean, fresh atmosphere" in

Pacific's handsome new offices.

Job candidates at Seattle-based

Radar Electric Inc. find the question "Do

you smoke?" written in red at the top of the

application form. Those who answer "yes"

are told they needn't bother filling out the

rest of the form. There won't be any job for

them at Radar. Several hundred confessed

smokers have been turned away since

Radar President Warren McPherson started

the policy five years ago. He defends his

stance by quoting a private survey that

showed that nonsmoking employees of the

electrical-equipment maker were more

productive than those who smoked.

Less Productive?

Employers who shun smokers so

usually echo Mr. McPherson's complaint

that smokers are less productive than

nonsmokers. They argue that people use

cigarettes as a break from work, so

smoking a pack of cigarettes on the job

could mean 20 breaks a day. Smoking-

related illness can also cause high

absenteeism, says the National Center for

Health Statistics, which estimates that sick

smokers cost businesses S25.8 billion in

lost productivity in 1980.

The Tobacco Institute, a

Washington- based group of U.S. cigarette

makers, disputes such conclusions. It

points to other studies that show that

depriving smokers of the opportunity to

indulge can impair their productivity. "We

all have our little things we do at work

which others say waste time,'' says a

spokesman.
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A spot check of 15 employment

agencies around the country indicates that

hostility toward smokers is building in

executive offices. Increasingly, managers

are requesting that agencies send them

nonsmokers. Such requests had best be

heeded, notes E. Eileen Nock at Manpower

Inc. in Milwaukee, gazing at an unpaid bill

on her desk. A client balked at honoring it

when the nonsmoking temporary he

ordered from Manpower turned out to have

the habit.

Some employers who don't like

smoking on the job worry that a policy of

turning away applicants who smoke might

be discriminatory. They solve their

dilemma by prohibiting smoking so on

company premises.

Isn't it illegal to discriminate

against smokers? No, says the federal

Equal Employment Opportunity

Commission—unless the result is

discrimination on the basis of national

origin, race, religion, sex, or age. If, for

example, an employer hired men who

smoked but not women, there could be a

problem, says an EEOC spokesman.

Source: Karant (1985)

Questions:

1. What was difficult in the article above?

2. What does this article mainly discuss?

3. How do you think the print was organized?

4. Do you agree or disagree with the writer’s opinion? Why?

Practice 6

How Men and Women Cope with Stress

Researchers in the psychology

department at the University of California

at Los Angeles (UCLA) have discovered a

major difference in the way men and

women respond to stress this difference

may explain why men are more likely to

suffer from stress-related disorders. Their

work was published in the Psychological

Review of the American Psychological

Association in July 2000. It was based on

the analysis of hundreds of biological and

behavioral studies of response to stress by

thousands of humans and animal subjects.

In the past, women were not

included in stress research because

researchers believed that monthly changes

in female hormones would lead to

inconsistent responses. But in 1995, a new

law in the United States required that
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federally funded research include both men

and women, and since then, the number of

women represented in stress studies has

increased substantially. Researchers are

now beginning to realize that men and

women use different coping mechanisms

when dealing with stress.

Until now, psychological research

has maintained that both men and women

have the same “fight-or-flight” reaction to

stress. In other words, individuals either

react with aggressive behavior, such as

verbal or physical conflict (“fight”), or

they react by withdrawing from the

stressful situation (“flight”). This is a

survival mechanism that humans learned

thousands of years ago when living in the

wild with dangerous animals. However,

according to the principal investigator in

the new research, Shelley E. Taylor, the

research team found that men and women

have quite different biological and

behavioral responses to stress. While men

often react to stress in the fight-or-flight

response, women often, have another kind

of reaction. Their response, which is

similar in other species as well, could be

called “tend and befriend.”  That is, they

often react to stressful conditions by

protecting and nurturing their young

(“tend”), and by looking for social contact

and support from others-especially other

females (“befriend”).

Scientists have long known that in

the fight-or-flight reaction to stress, an

important role is played by certain

hormones that are released by the body,

including one called adrenaline. The UCLS

research team suggests that female tend –

or-befriend response is also based on a

hormone. This hormone, called oxytocin,

has been studied in the context of

childbirth, but now it is being studied for

its role in the response of both men and

women to stress. Dr. Taylor explained that

“animals and people with high levels of

oxytocin are calmer, more relaxed, more

social, and less anxious.”  When men also

secrete oxytocin, its effects are reduced by

male hormones. This means that in

stressful situations, oxytocin has more of

an effect on women.

In terms of everyday behavior, the

UCLA study found that women are far

more likely than men to seek social contact

when they are feeling stressed. They may

phone relatives or friends, or ask directions

if they are lost. This difference in seeking

social support is one of the most basic

differences between men’s and women’s

behavior, according to Dr. Taylor.

One of the studies analyzed by Dr.

Taylor’s team showed how fathers and

mothers included in the study responded

differently when they came home to their

family after a stressful day at work. The

typical father wanted to be left alone to

enjoy some peace and quiet, or if work was

especially stressful, he might react harshly

to his children. For a typical mother in this



10

study, coping with a bad day at work

meant focusing her attention on her

children and their needs.

Other researchers looked at how

well women functioned after the death of

their husband. The death of a spouse is

thought to be the worst cause of stress that

people can face. They found that women

who had close friends and confidantes

were more likely to survive the experience

without negative effect on their health or

feeling of vitality.

The differences in responding to

stress may explain the fact that women

have a lower incidence of stress-related

disorders such as hypertension, aggressive

behavior, or alcohol and drug abuse. The

tend-and-befriend regulatory system may

protect women against stress, and this may

explain why women on average live about

seven and a half years longer than men.

Source: Mikulecky and Jeffries (2004)

Task one:
1. What does the way of responding to stress among men and women elucidate?
2. What was interesting about this article?

Task two: Write one sentence to summarize: Part 1 and    part 2.

Practice 7
Directions: Read the passage. Then answer the questions below.

Nelson Mandela and Democracy in South Africa

In the history of South Africa, Nelson Mandela is a key person and 1994 is a key year.

Until then a small minority of white people governed South Africa and blacks were forced to

live separately from whites. In 1948, the white government had made the separation of races

official with a policy called apartheid. Black South Africans were not allowed to live in the

same area or go to the same schools or churches as white people. Blacks had to carry

identification papers, and the government controlled their movement and their employment.

When the apartheid policy began, Nelson Mandela was thirty years old. He had

completed law school, and together with his friend Oliver Tambo, he opened a law office-the

first blacks to do so in their country. Mandela and Tambo disagreed with the policy of
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apartheid and they began working to try to change it. They became leaders of the African

National Congress (ANC), a movement of blacks and whites for democratic political change.

The white government did not like the ideas of ANC and soon it was banned (made

illegal). However, Mandela and other members of the ANC continued to work against

apartheid, leading large demonstrations and rallies. Mandela became the leader of the military

wing of the ANC, and he traveled to Algeria for military training upon his return to South

Africa in 1962, he was arrested and sent to prison.

While Mandela was in prison, other ANC were arrested for fighting against the

government. In June 1964, Mandela and other leaders were all sent to South Africa’s worst

and most dangerous prison, on Robben Island. But still they managed to keep in contact with

the antiapartheid movement and they did not give up hope. Mandela wrote his autobiography

and sent it out of prison with visitors, piece by piece.

Other members of the ANC told people around the world about Mandela and his

struggle against apartheid. Many countries stopped doing business with South Africa. World

leaders demanded that Mandela be released from prison. Finally F.W. deKlerk, the white

president of South Africa, decided to release him and allow the ANC to meet again. In

February 1990, Nelson Mandela walked out prison, a free man after twenty-eight years!

Mandela took over the leadership of the ANC once again and led talks with the white

government for an end to apartheid. Many people feared that the white government would

refuse to give up power and there would be a terrible war, a “blood bath.” However, working

together, Mandela and deKlerk were able to bring peaceful democratic change to their

country. They were awarded the Nobel Peace Prize for this achievement.

The next year, 1994, the first multiracial elections were held, and Nelson Mandela was

elected president. At the end of his term as president in 1999, new elections were held and

another black man, Thabo Mbeki, was elected. After his election, president Mbeki remarked,

“One democratically elected president was followed by another, the true test of democracy.”

Photo credit: The Internet

Source: Mikulecky and Jeffries, (2004)
Task one:

Last week, the world witnessed Nelson Mandela‘s death. In a short paragraph, tell us how do
you consider the death of this famous leader?
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1

.

1. Underline the main idea of this passage.

2. Summarize the passage in a paragraph of six lines.

Practice 8

JOURNEY TO A NEW LIFE

For hundreds of years, people have come to the United States from other countries seeking a

better life. One of the first sights to greet many immigrants is the Statue of Liberty. This is the

story of Tatiana and her journey to the United States.

In 1909, when Tatiana was just 11 years old, her parents and older brother traveled to

the United States. Because the family could not afford to buy her a ticket, she had to remain in

Russia. She had lived with her uncle and cousins for almost a year in a small and crowded

house before the special letter arrived from her father. “Dear Tatiana,” he wrote. “At last we

have earned enough money to pay for your ticket. After you join us in New York, we will

travel by train to a place called South Dakota where we have bought a farm.”

A week later, Tatiana’s uncle took her into the city of St. Petersburg, and using the

money her father had sent, bought her a ticket for the Louisa Jane, a steamship that was

leaving for America. Tatiana clutched her bag nervously and walked up the ramp onto the

steamship that would be her home until she reached America. She listened to the ship’s

whistle give a piercing blast and then leaned over the railing to wave good-bye to her uncle.

Although she was lonely and missed her family, Tatiana quickly made friends with the

other children aboard the Louisa Jane. Together, they invented games that could be played on

the ship, and they ran around the decks. One afternoon, tired of being pestered with questions,

the ship’s engineer gave them a tour of the engines.

The next day, as Tatiana was walking along the deck, she heard some of the

passengers talking about the Statue of Liberty. This conversation confused her because she

knew that liberty was an idea; it was intangible. No one could see or touch it, so how could

you make a statue of liberty? When she asked her friend’s father, Mr. Dimitrivitch, he
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explained that the statue looked like a woman, but it represented freedom. This explanation

just made Tatiana more curious to see the statue for herself.

One morning, Tatiana woke up to the sound of wild shouting. Convinced that the ship

must be sinking, she grabbed her lifejacket and ran upstairs. All of the passengers were

crowded onto the deck, but the ship wasn’t sinking. The shouts were really cries of excitement

because the Louisa Jane had finally reached the United States. When Tatiana realized that she

would soon see her family again, she joined in with shouts of her own.

As the Louisa Jane came closer to shore, the tall figure of a woman holding a torch

became visible on the horizon. The cries died away and the passengers stared in awed silence

at the Statue of Liberty. Tatiana gazed at the woman’s solemn face as the ship steamed past.

Mr. Dimitrivitch had told her that the statue represented

freedom, and she finally understood what he meant. At that moment, Tatiana knew that she

was free to start her new life.

Source: Mikulecky and Jeffries (2004)

-What do you expect will happen after in the story?

Practice9

Directions: Read the following diary. Then answer the questions below.

GO ASK ALICE:

A REAL DIARY

Author Anonymous-185 pp.

New York: Simon & Schuster Inc.
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In this diary, the reader enters a girl’s

Life at about the time of her fifteenth

birthday. It seems a very ordinary life in

many ways. She argues with her parents

and doesn’t enjoy schoolwork. She worries

about what others think of her, and at times

she feels she is ugly, fat and unappreciated.

But on the other hand, she loves her family

and they care a great deal about her. She is

bright and can do well in school when she

wants to, and she has friends whom she

enjoys being with. And then her father’s

job changes, the family moves to another

part of the country, and her life falls apart.

How her life falls apart and how she

struggles to put it back together again is

the story we follow in this anonymous

diary. We never learn the name of the

author (“Alice” refers to Alice in

Wonderland), but after just a few pages we

feel we know her well. Indeed, we

probably all do know someone like her: an

unhappy, insecure teenage who suffers

tremendously for the real or imagined

slights of her parents and her peers.

For this girl and for all too many like

her, this adolescent lack of self-esteem is

accompanied by a desperate need for

approval and gratification. When she

changes schools, she is faced with the

ordeal of being the friendless new student

in school. The humiliation she suffers at

the hands of her uncaring and sometimes

cruel fellow students further destroys her

self-image.

Then, over the summer, new friends

play a trick on her, adding LSD to her

Coke after that experience, she tries LSD

again, and begins to experiment with other

kinds of drugs before long, she is an addict

and drugs have taken over her life,

alienating her from family, friends, and

school. Eventually, she runs away from

home and ends up on the streets, filthy,

hungry, and ill. There are moments of hope

when she manages, with the help of her

family, to break out of the drug habit.

Several times she attempts a new start,

only to be betrayed by her own insecurity

or by the terrible pressure of her drug-

taking friends.

Through all this, she writes faithfully

in her diary, and so we follow every twist

and turn of events, every high and low of

her emotions. Though the language is that

of a teenager, it is so alive and vivid that

we are dawn in to her life, participating to

in her anguish, her alternating lucidity and

recklessness, her love for her family and

their desperate love for her. As a diary, it

does not offer any solutions or any general

truths about the teenage drug problem, but

it does help us understand one person’s

choices and the consequences for her.

Source: Mikulecky and Jeffries (2004)
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1. What is a diary?

2. Do you keep one?

3. What do you think about this diary?

4. Summarize the main idea of this diary in four to five sentences?

Appendix B

Reading Materials of Experiment 2

Practice 1

Directions: Read the passage. Then answer the questions below.

A Tale of Two Revolutions

In the height of the Enlightenment, men influenced by the new political theories of the

era launched two of the largest revolutions in history. These two conflicts, on two separate

continents, were both initially successful in forming new forms of government. And yet, the

two conflicts, though merely a decade apart, had radically different conclusions. How do two

wars inspired by more or less the same ideals end up so completely different? Why was the

American Revolution largely a success and the French Revolution largely a failure?

Historians have pointed to myriad reasons—far too various to be listed here. However,

the most frequently cited are worth mentioning. For one, the American Revolution was far

removed from the Old World; that is, since it was on a different continent, other European

nations did not attempt to interfere with it. However, in the French Revolution, there were

immediate cries for war from neighboring nations. Early on, for instance, the ousted king

attempted to flee to neighboring Austria and the army waiting there. The newly formed

French Republic also warred with Belgium, and a conflict with Britain loomed. Thus, the

French had the burden not only of winning a revolution but also defending it from outside.

The Americans simply had to win a revolution.

Secondly, the American Revolution seemed to have a better chance for success from

the get-go, due to the fact that Americans already saw themselves as something other than

British subjects. Thus, there was already a uniquely American character, so, there was not as

loud a cry to preserve the British way of life. In France, several thousands of people still
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supported the king, largely because the king was seen as an essential part of French life. And

when the king was first ousted and then killed, some believed that character itself was

corrupted. Remember, the Americans did not oust a king or kill him—they merely separated

from him.

Finally, there is a general agreement that the French were not as unified as the

Americans, who, for the most part, put aside their political differences until after they had

already formed a new nation. The French, despite their Tennis Court Oath, could not do so.

Infighting led to inner turmoil, civil war, and eventually the Reign of Terror, in which

political dissidents were executed in large numbers. Additionally, the French people

themselves were not unified. The nation had so much stratification that it was impossible to

unite all of them—the workers, the peasants, the middle-class, the nobles, the clergy—into

one cause. And the attempts to do so under a new religion, the Divine Cult of Reason,

certainly did not help. The Americans, remember, never attempted to change the society at

large; rather, they merely attempted to change the government.

Task one: Circle the best answer for each item.

1. It can be inferred from paragraph 1 that the author most likely believes that

A. historians have not come to a conclusion about what separates the French and American

Revolutions

B. the French Revolution could have been just as successful as the American Revolution was

C. the American Revolution is a high point in history, the French Revolution a low point

D. two events that are similar in one way ought to be similar in other ways

2. What function do the questions that end paragraph 1 play in the passage?

A. They introduce the topic the author of the passage will explore, even though he or she will

not answer the questions.

B. They introduce the author’s opinions on the main topic and summarize his or her main

argument.

C. They present rhetorical questions that are used only for the purposes of engaging the

reader, even though the questions will not be answered.

D. They present the two questions the author will spend the rest of the passage exploring and

then answering.

3. As used in paragraph 2, the word myriad most nearly means

A. an unknowable secret

B. an uncountable number
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C. an unrealistic ideal

D. an unusually rare occurrence

E. an unimaginably large object

4. According to the passage, the Reign of Terror happened because of

A. social stratification in America

B. the decision to kill the king in the French Revolution

C. infighting in the French Revolution

D. social stratification in France

5. According to the author, which of the following best summarizes the most frequently cited

explanations historians give for why the French and American Revolutions did not turn out

the same way?

A. locations relative to Europe, social equality in America, and the lack of a unique French

identity

B. social unity among the Americans, social stratification among the French, and the character

of the French and Americans in general

C. locations relative to Europe, American and French characters, and political cohesion or

lack thereof

D. the geography of America and France, the character and identity of American and French

people, and the decision to oust or not oust a king

6. As used in paragraph 4, the word stratification describes

A. social inequality

B. physical differences

D. physical separations

E. societal interactions

Source:

Foner, Eric. Give Us Liberty! New York: W.W. Norton & Company, 2012. Book. Thompson,
J. M. Robespierre and the French Revolution. New York: Collier Books, 1962.
Retrieved from:

< http://www.englishforeveryone.org/Topics/Reading-Comprehension.htm<

Practice 2

Directions: Read the passage. Then answer questions about the passage below.
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Food for Learning

In Eritrea, a small country in northeast Africa, approximately 80 percent of the

population is illiterate. That percentage is even higher for women. As in many developing

countries, most Eritreans have traditional ideas about the role of women. They believe that

women should stay home and take care of the family and should not try to get an education or

look for a job.

These beliefs are one of the factors that prevent Eritrea and other developing countries

from improving their economic situation. Experience in many countries has shown that

educated women have fewer children and have more opportunities for improving their lives

and the lives of their families. In Eritrea, in fact, there is great need for improvement. It is one

of the poorest countries in the world, partly because of the dry climate and difficult farming

conditions and partly because of thirty years of war with Ethiopia. For many Eritrean families,

getting enough food is a daily problem.

To deal with these problems, the Eritrean government, together with the World Food

Program, has a new program that offers food as a reward for learning. In primary schools,

where there are many more boys than girls, all the children receive food packages to take

home to their families. However, with the new program, the girls receive 50 percent more

food than the boys. This way, parents are encouraged to send their daughters to school rather

than keeping them at home.

Another government program that aims to educate women is Food for Training.

Managed by the National Union of Eritrean Women, this program offers food rewards (also

from the World Food Organization) to women and older girls who are willing to join the

program. Because of the war with Ethiopia, many women are bringing up their families on

their own. They often live in refugee camps, with no home or land of their own and no way to

earn money. Most of these women are illiterate and have no skills they can use to find a job.

They spend most of their day looking for food and preparing it for their families.

The food for training program helps the teenagers and women change their lives. If

they agree to join the program, they receive a large package of food each month. In return, the

women are required to attend free literacy classes for two hours every day. When food for

Training started with classes in two regions of Eritrea, 5,000 girls and women joined in the

first two months. It is especially popular with teenager girls, age fourteen to sixteen, who have

never had a chance to go to school before.

The organizers of Food for Training also plan to offer kinds of courses for women,

using the same system of food rewards. In these courses, they will teach women job skills and
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crafts such as basket weaving. These women will not learn to read and write. They will

become aware of what is going on in their country, and they will be able to have a voice in

their future.

Task one: Circle the best answer for each item.

1. This passage is about

a. the educational system in Eritrea.

b.new educational programs in Eritrea.

c.the lack of food in northeast Africa.

d. job skills training in Eritrea.

2.The Eritrean government is offering extra food to girls in school in order to

a. encourage parents to keep girls at home.

b. create more jobs for Eritrean teachers.

c. change traditional attitudes about women.

d. help girls get their housework done faster.

3. The war with Ethiopia

a. made life more difficult for women.

b. allowed women more freedom.

c. offered opportunities to women.

d. did not affect the lives of women.

4.The new literacy programs are an example of

a. the government of Eritrea working to keep its power.

b. local and international organizations working together.

c.the work of 5,000 women and teenage girls.

d. the problems with international aid organizations.

5. The women who attend the literacy classes will have time to learn because they will
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a. not spend so much time looking for food.

b. spend more time looking for food.

c. not have to live on their own any longer.

d. bring up their families on their own.

6. We can infer from this passage that Eritrean women

a. are not allowed to go to work

b. prefer a traditional style of life

c. are not interested in education

d. want to learn to read and write

Source: Mikulecky and Jeffries (2004)

Task two: Circle the best answer for each word

1.The word illiterate in paragraph1 means

A. aware B. connect C. courageous D. educated

2.The word prevent in paragraph 2 is synonymous with

A. encourage B. stop C. pour D. monitor

3. The word rewards in the third paragraph means

A. prizes B. punishers C. weakens D. kinds

Practice 3

Directions: Read the passage. Then answer questions about the passage below.

An Exciting Way to Visit the Wilderness

People who are looking for outdoor

adventure often go to Maine. This state in

the northeastern United States contains

large areas of wilderness and many rivers.

There you can enjoy a popular sport:

white-water rafting. In the past, this sport

was practiced only in the western states.

But now, several outdoor travel companies
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offer weekend rafting trips in Maine. They

provide guide service, equipment, and even

food, and they welcome people who have

had no experience at all. Thus, city

residents, too, can get a taste of wilderness.

All they need to bring with them is a desire

for adventure.

“White water” is the water of a

river when it moves very fast over rocky

areas. As the water fills with air bubbles, it

looks white. The areas of white water are

the most exciting areas for rafters-and also

the most dangerous. In fact, rafting guides

must always be on the lookout for white

water. And rafters must be ready to swim

because the raft can trip over in white

water. For that reason, rafters must wear

special life vests that will keep them afloat.

Rafting is not a sport that everyone

can do. It often requires great physical

strength. Sometimes, at very rocky parts of

the river, rafters will need to walk for a

while. They may also have to carry their

rubber rafts at times. Fortunately, though,

the rafts are very light. Padding the boasts

is easy because they are going downriver.

But everyone on the raft has to be alert for

changes in the river current. They cannot

simply sit and enjoy the wonderful wild

scenery.

Most rafting companies offer

rafting trips during the night that combine

with camping. This kind of trip is ideal for

a family with children over twelve. Several

rafts of people will start out from a base

camp. Their food supplies, sleeping bags,

tents, and other necessities are sometimes

packed onto the rafts. Or all the supplies

might be brought by car to the next

campsite. The guide often is also the cook

for the group of rafters and may be quite a

good chef. After a day of rafting, in any

case, the food tastes good and sleep comes

easily.

Photo credit: The Internet

Source: Mikulecky and Jeffries (2004)

Task one: Decide whether the following statements are True/False or Not mentioned.

1. Maine is the direction for many people who are willing to take adventures.

2. The white-water rafting sport is merely popular in the Western states.

3. “White-water” is water in a river that flows quickly and has lot of bubble.

4. A bubble is defined as a ball of gas that appears in liquid.

5. Unlike soccer, rafting becomes nowadays very popular for teens in the USA.

6. Overnight trips, which join rafting, are very good opportunities authorized by rafting

companies so that families can cheer up.
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Practice 4

Directions: Read the article. Then answer the questions below

The Summer Olympic Games will be held in London, England beginning July 17,

2012. Competitors from around the world will compete for the gold, silver or bronze medals.

For some athletes, winning is not a real possibility. However, they will strive to set personal

and/or national bests in their events. Of course, many world records will also be broken

during these games. The intensely competitive nature of the games, the strong national pride

involved and the challenge in facing the best athletes from around the world combine to

demand the top performances from each individual.

In a world where soccer (football), basketball, golf and tennis dominate television

broadcasts, the Summer Olympic Games provide a chance to observe sports not usually

covered. When was the last time you watched water polo, or fencing? Chances are you

watched them during the 2008 Summer Olympic Games in China. In this age when many

people are fortunate enough to have cable TV connections, spectators can watch a wide

variety of athletic competitions.

Athletics and wrestling are probably the oldest sports in the Olympic Games. The

tradition of these sports goes back to the original games held in ancient Greece over 2500

years ago. Some of my favorite events include the javelin throw, the high jump and the pole

vault, as well as the hurdles. There will also be a wide variety of water sports that include

canoeing, sailing and diving. Naturally, swimming is probably the most popular water sport

with a wide variety of competitive events including backstroke, breaststroke, butterfly,

freestyle and more.

The summer games also include a number of events that have recently been introduced

to the games. Kayaking and mountain biking, baseball and beach volleyball are just a few. I

certainly haven't mentioned all the sports - who would want to miss gymnastics - but you get

the idea. Turn on your TV, relax and enjoy a moment of peace and togetherness in this

struggling world of ours. The Summer Olympic Games provides an example that we all

should follow: competition with respect.

Task one: Circle the best answer for each item.
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1. Will all competitors take home medals?

A. Yes B. No.

2. What goal do many competitors have who probably won't win medals?

A. Win a advertising contract

B. Set their personal or national best

C. No goals

3. Which is NOT mentioned as motivation for top performance?

A. national pride B. financial gain C. intensely competitive nature of the games

4. Which type of sport generally doesn't dominate broadcasts?

A. Fencing B. Soccer C. Basketball

5.Which sport is not listed as one of the oldest Olympic events?

A. Wrestling B. Kayaking C. Athletics

Photo credit: The Internet

Source: TOFEL reading comprehension

Retrieved from: <http://esl.about.com/od/readingintermediate/a/r_olympic.htm<

Task two: Match the correct punch lines (a-e) with the jokes (1-5).

1.Two cannibals were eating a clown. One says a. the neighbors threatened to kill me.

to the other:

2.He was so tight with his money that he made his b. she was charged with carrying a

daughter get married in the back yard                                  carrying a congealed weapon.

3. Our family was so poor c. so that the chickens could eat rice.

4.Did you hear about the woman who hit her d. “ Does this taste funny to you?”

Husband over the head with a bowl of jelly

5. I gave up singing for health reasons e. my brother was born in Taiwan.
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Source: Famularo (2011)

Practice 5

The Internet in Africa

When it comes to technology, Africa is far behind the rest of the world. For example,

Africa has very few telephone lines compared with other areas. In fact, it has only about 2

percent of all the telephone lines in the world. In Africa, there are about 2.5 phone lines for

every 100 Africans, while there are about 70 phone lines for every 100 Americans. There are

also very few computers-only about 6 million on the entire African continent. As for the

Internet, there are fewer Internet users in Africa than in the city of London alone.

The lack of telephones and computers in Africa may not seem like an important

problem on a continent with many serious problems. However, more telephone lines and

computers would allow more Africans to connect to the Internet. Through the Internet,

Africans could have better access to information and better contacts with the rest of the world.

In this way, they could end their dependence on others to take control of their own

development.

People in many African cities are already using the Internet. However, there are often

problems with the quality and the speed of the satellite connections to the Internet. Cables can

carry much more Internet data than satellites and can do it more quickly, so new cables are

being put down on the ocean floor along the coast of Africa. One cable will go along the west

coast, making connections from South Africa to eight other countries and finally ending in

Spain. The other cable will circle all around Africa, connecting countries on the east and west

coasts.

Though many people cannot afford to buy a home computer, they can go to

“cybercafés” and pay for computer use by the hour. The cybercafés are especially popular

with young people. They use the Internet to get in contact with people from other countries.

One company that has opened many cybercafés is Africa Online, started by a young Kenyan

who studied in the United States. Africa Online now has cybercafés in Kenya, Ghana, Ivory

Coast, Namibia, Swaziland, Tanzania, Uganda, and Zimbabwe.

The Internet is also an important resource for students. School and collage libraries

often do not have many up-to-date books and students usually cannot afford to buy the books

themselves. With the Internet, students can access libraries and databanks around the world.

They can also sign up for and follow distance-learning courses at many universities in the

developed countries.
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As the connections for the Internet are made more direct and reliable, new

opportunities will open up for jobs. The Internet will allow Africans to develop an

information-based economy that can do business with the whole world. For example, even

today an American health insurance company in Kentucky has hired computer operators in

Ghana to do some of their correspondence work. With a direct Internet connection between

Kentucky and Ghana, the real distance becomes unimportant.

Task one: Circle the best answer for each item.

1).This passage is about

a. the popularity of cybercafés.

b. why the Internet is important.

c. how the Internet can help Africans.

D. building Internet cables in Africa.

2). According to the passage, few Africans use the internet because

a. there are few telephones and computers.

b. they do not know how to use computers.

c. the cybercafés in Africa are expensive.

d. there are more serious problems to deal with.

3). Access to the internet could

a. prevent Africans from solving serious problems.

b. make Africans more dependent on international aid.

c. allow Africans to become more independent.

d. create many problems for young Africans.

4). At present, in Africa

a. people usually connect to the Internet by cable.

b. few cybercafés have Internet connections.

c. most people have Internet connections at home.
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d. people mainly connect to the Internet by satellite.

5). An American insurance company

a. is buying an African Internet company.

b. hires Africans as computer operators.

c. sells health insurance in Africa.

d. plans to open a factory in Africa.

6). You can infer from this passage that

a. many Americans study in the united states.

b. few Africans are interested in the Internet.

c. many Africans would like to use the internet.

d. many American companies hire Africans.

Source: Mikulecky and Jeffries (2004)

Practice 6

Understanding and Overcoming

Motion Sickness

By Judith Weaver

Kate will never forget that two-hour cruise on a small boat off the coast of Depoe

Bay, Oregon. With about 25 other tourists, she was excited about sailing on the Pacific

Ocean, but within half an hour, she felt dizzy, nauseous, and weak. Kate spent the next 90

minutes lying down in misery, counting the time until she could get back on solid ground.

Motion sickness ruined the cruise and she has never ventured out on the ocean again.

Motion sickness comes in many forms, not just seasickness. Ninety percent of the

human race is susceptible to motion sickness of one kind or another. Some people become

sick when they sit in the backseat of a car; others cannot read or look at a map in any kind of

moving vehicle. People get motion sickness on airplanes, motorcycles, amusement park rides,

and even on camels!

Scientists have learned that motion sickness occurs when the brain is trying to make

sense of a situation and there are too many conflicting messages. While the eyes are sending
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one message, the ears are trying to send a message about balance. The skin and bone joints,

sensitive to air pressure, send still another message.

Many people who have experienced violent motion sickness try to avoid travel. But

that is not always possible. So travelers should employ some well-known strategies to avoid

getting sick. The most useful strategy concerns food: eat a light meal before traveling and

bring along a packet of plain soda crackers to snack on regularly. Avoid alcoholic and

carbonated beverages, high-fat foods, and spices. Care in choosing the location of your seat is

another important strategy. In a car, sit in the front seat. On a plane, sit near the wings. On a

boat, sit at the front and keep your eyes fixed on the horizon.

People who still get sick after trying these strategies can try medical help. Some rely

on over-the-counter medications, although some of them can make you sleepy. Others use

simple ginger capsules to settle their stomach. A larger number of travelers use pressure bands

on their wrists. It is not clear how these bands work, but they do prevent motion sickness.

Task one:

1.Is this passage fiction or nonfiction?

2.What are  the different  forms of motion sickness?

3.What part (s) of the body is (are)  involved in motion sickness?

4.Is there any hope for people who suffer from motion sickness?

5. In the last paragraph, the writer suggests another alternative to overcome motion sickness,

what is it?

Source: Mikulecky and Jeffries (2004)

Task two: Circle the appropriate synonym for each word

1.The word cruise in paragraph 1 means

A. a holiday spent on a ship B. a holiday spent on a train

C. enlighten D. to travail abroad

2. In the second paragraph, susceptible is the equivalent of:

A. unaffected B. responsive C. intelligent D. settle

3. Employ in the fourth paragraph is synonymous with:
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A. create B. pay C. rely on D. utilize

4. Help is the last paragraph could mean:

A. assistance B. cope C. care D. endurance

Practice 7

A Poison Tree

I was angry with my friend:

I told my wrath, my wrath did end. wrath = anger

I was angry with my foe: foe = enemy

I told it not, my wrath did grow.

And I water’d it in fears,

Night and morning with my tears;

And I sunned it with smiles,

And with soft deceitful wiles. deceitful = to make others believe what isn’t true

wiles = trickery, deceit

And it grew both by day and night,

Till it bore an apple bright;

And my foe beheld it shine, beheld = saw

And he knew that it was mine,

And into my garden stole

When the night had veil’d the pole; veil’d = hidden

In the morning glad I see

My foe outstretch’d beneath the tree.

–

Task one: Reread the entire poem from beginning to end and circle the letter of the correct

answer.

1. In the third stanza, the foe

a. grows his own apple tree.
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b. shines the speaker’s apple.

c. sees the speaker’s apple.

2. At the end of the poem, the foe

a. is waiting to kill the speaker with an apple.

b. has been killed by the poisonous apple.

c. has been killed by the speaker.

3.Which sentence best summarizes the theme of the poem?

a. Don’t steal. It can kill you.

b. Choose your enemies carefully.

c. If you don’t talk about your anger, it can be deadly.

Photo credit: The Internet
Source: Chesla (2001)

Practice8

Water Sports in Hawaii

If you enjoy water sports, Hawaii is the place for you! You can go swimming all year

round in the warm water. You can go sport fishing from the shore or from a boat. If you like

boats, you can go sailing, canoeing, or windsurfing, snorkeling, and scuba diving.

Surfing is a sport which started in Hawaii many years ago. The Hawaiians called it

“he’enalu,” which means “to slide on a wave.” Long before the arrival of the Europeans,

Hawaiians would ride on the waves on long, narrow wooden boards. When the first

Europeans came to the islands, they were amazed by these surfing Hawaiians. Since that time,

surfing has become a very popular sport in California coast and in Australia, among other

places.

If you want to try surfing, you need, first of all, to be a good swimmer. You also have

to have an excellent sense of balance. You must swim out from the beach with your surfboard

under your arm. When you get to where the waves begin to break, you wait for a calm

moment. Then you try to stand up on the board. The wave will begin to rise under you. You

must try to steer the board with your feet so you stay on top of the wave. The important thing
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is to keep your balance and not fall down. If you can manage this, you will have an exciting

ride all the way in the shore.

Scuba diving and snorkeling are two ways to get a close look at the beauty lying below

the surface of the ocean. The waters off the Hawaiian Islands are clean, clear, and warm. They

contain hundreds of kinds of colorful fish. The undersea world is made more colorful by coral

reefs of red, gold, white, and light purple. Among these reefs there may be larger fish or sea

turtles.

Scuba diving allows you to see the most interesting undersea sights.”SCUBA” means

“Self-Contained Underwater Breathing Apparatus,” that is, equipment for breathing and

swimming around far under water. In Hawaii, you can take special courses to learn how to

scuba dive. After the courses, you can get a certificate that will allow you to dive alone. Since

it can be dangerous, proper instruction and great care are always necessary when you are

scuba diving.

If you are less adventurous, you might try snorkeling instead of scuba diving. Less

equipment is needed, just a face mask, a breathing tube (snorkel), and flippers for your feet. It

only takes a few minutes to learn how to snorkel. Although you cannot dive deep into the

water, you can swim with your face below the surface. Breathing through the tube, you float

on the surface and keep yourself moving with your flippers. Even from the surface like this,

there will be plenty of color and beauty to see.

Photo credit: The Internet

Source: Mikulecky and Jeffries (2004)

Task one: Based on the reading, decide whether the following statements are true, false or

not mentioned.

1.Like many other places in the World, Hawaii is another place where you can enjoy water

sports.

2.The undersea of California Coast and Australia are made more colorful by coral reefs of red,

gold, white, and light purple.

3. If you want to try surfing, you need to have simply an excellent sense of balance.

4.If you are interested in the most exciting undersea sights, try scuba diving.

5. In Hawaii, if you want to be a good scuba diver, special courses are optional.

6.The author has specified the months in which you can scuba dive.

Source: Mikulecky and Jeffries (2004)
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Practice 9

A Narrow Fellow in the Grass

by Emily Dickinson

A narrow Fellow in the Grass

Occasionally rides—

You may have met him—did you not

His notice sudden is—

The grass divides as with a comb—

A spotted shaft is seen—

And then it closes at your feet

And opens further on—

He likes a Boggy Acre—

A floor too cool for corn—

Yet when a Boy, and Barefoot—

I more than once at Noon

Have passed, I thought, a Whip-lash

Unbraiding in the Sun

When, stooping to secure it

It wrinkled, and was gone

I know and they know me—

I feel for them a transport

Of cordiality—

Task one: Circle the best answer for each item.

1.Who or what is the “Fellow” in this poem?

a. a whip-lash b. a snake c. a gust of wind d. a boy

2.The phrase “Nature’s People” means

a. nature lovers b. children c. animals d. neighbors

3. The speaker of this poem is most likely

a. an adult man b. an adult woman c. a young boy. d. Emily Dickinson, the

poet.

4. The setting of this poem is most likely

a. a big city. b. a rural area. c. a desert. d. a snowy mountainside

5. Lines 17 through 20 suggest that the speaker of the poem
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a. dislikes all animals. b. works in a zoo c. has lots of pets at home. d. gets along

well with most animals

Source: Chesla (2001)

Practice 10

Mosquitoes

Slap! Swat! How do those annoying mosquitoes find you? Is it your wonderful

personality or is it something else which attracts them? And why are you so rarely able to

swat them before they fly off to another feast?

There are about 3,500 species of mosquitoes in the world. Not all of them are in your

back yard, although sometimes it seems that the summer evening air is filled with them. There

are about 200 species of mosquitoes in the United States –– about 80 species have been

identified in Florida, which is an ideal breeding area.

The word “mosquito” means “little fly” in Portuguese. Mosquitoes are members of the

scientific order Diptera, the “True Flies.” Like other “True Flies,” they have wings. But they

are different from some True Flies; their wings have scales. These tiny scales help eliminate

the effects of friction. This helps the mosquitoes skim quickly and efficiently through the air,

making them almost impossible to swat. The familiar high–pitched, annoying buzz of the

mosquito comes from the sound of its wings beating 600 times per second!

If you want to control the spread of these pesky insects, it is important to know how

they live and breed. As you will see, much of their life is spent in water, so getting rid of

standing water plays a large role in controlling mosquitoes. There are four stages in the

lifetime of a mosquito: egg, larva, pupa, and adult.

Mosquito eggs need water to hatch. Different species of mosquitoes prefer different

places to lay their eggs. Some prefer to lay their eggs in standing water, such as water in old

tires or buckets. Others like to lay their eggs in areas with a lot of organic material, like leaves

and grass, so they lay their eggs in marshes and swamps. Some prefer fresh water; some like

saltwater.

Mosquito larvae are called “wigglers” because they move with jerking movements of

their bodies. They spend most of their time under the surface of the water, feeding on leaves
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and grass. They must have air to stay alive, so they wiggle to the surface. The larvae shed

their skin four times as they grow and progress to the third stage, which is the pupa.

Mosquito pupae also need air to stay alive. They continue to feed on grasses and

leaves under the surface of the water, but they must come up for air. After several days in the

pupa stage, the pupae mature into adult mosquitoes.

Adult mosquitoes emerge after several days of growth. Some mosquitoes reach

maturity in as few as 5 days, but most require 10–14 days before they reach maturity.

Variations in maturity time are due to differences in species and differences in the

temperature of the environment.

Adult mosquitoes mate within a few days of their emergence as adults. They eat fruit,

nectar, and any other sources of sugar they can find. Female mosquitoes need blood in order

for their eggs to develop. After the female has her meal of blood, she rests for two or three

days before she lays her eggs. The cycle of eating and laying eggs continues for one or two

weeks, which is the lifetime of a mosquito.

Now you know that it is the female mosquitoes which bite you. But how do they find

you –– their meal of blood?

Mosquitoes seek out warmth and movement –– both properties of human beings and

other animals. They also seek carbon dioxide, which is exhaled by humans and other animals.

So while it is not exactly your wonderful personality which attracts them, the social activities

of conversation and laughter –– which involve movement and the exhalation of carbon

dioxide –– are what attract these annoying little insects!

Task one:

1) Why do mosquitoes’ wings have scales?

2) Why do mosquitoes bite you?

3) Where do mosquitoes lay their eggs?

4) At what point are mosquitoes called wigglers?

5) How do mosquitoes find you?

Task two:

1.If something is annoying it is…

A. quick. B. evasive. C. bothersome. D. careless. E. impenetrable.

2) What is the best synonym for ideal ?

A. sweet B. nice C. perfect D. identical E. interesting
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3) If you eliminate something, you…

A. make it smaller. B. get rid of it. C. add to it. D. design it. E. Both A and B are correct.

4) What are organic materials?

A. Natural materials B. Man–made materials C. Factory–made products

D. Both B and C are correct E. None of the above

5) What is the surface of the water?

A. The deep part of the water B. The bottom of the water C. The top of the water

D. Both A and B are correct E. None of the above

6) Maturity means…

A. babyhood. B. childhood. C. adulthood. D. All of the above E. None of the above

Retrieved from:

<http://englishforeveryone.org/PDFs/Informational%20Passages%20RC%20-

%20Mosquitoes.pdf<

Practice11

Directions: Read the following article carefully. Then answer the questions below.

Will the Net Replace Thinking?

By Laura Sessions Stepp

It is 2 A.M. and Daniel Davis, a
first-year University of Maryland student,
has not even started his English paper on
biological warfare, due that day.

No problem. He’ll just do what he
has done before a dozen times or more. He
sits down at his computer in his dorm
room, signs on to Yahoo’s search engine,
and begins his quest. Six hours and several
bags of chips later, the paper pops out of
his printer, complete.

He doesn’t consider visiting the
campus library or opening a book. ”you
can find whole pages of stuff you need to
know on the Web, fast,” he says.

So Davis is a procrastinator. So
what? Professors are used to that. But six
hours? That’s a whole new kind of
extreme.

Welcome to the world of Net
thinking, a form of reasoning that
characterizes many students who are
growing up with the Internet as their
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primary, and in some cases, sole source of
research. Ask teachers and they’ll tell you:
Among all the influences that shape young
thinking skills, computer technology is the
biggest one.

Net thinkers at school appear to
value breadth over depth and other
people’s arguments over their own.

“Students’ first recourse for any
kind of information is the Web. It’s
absolutely automatic,” says Kenneth
Kotovsky, a psychology professor at
Carnegie-Mellon University in Pittsburgh
who has examined the study habits of
young people.

Good? Bad? Who knows? The first
popular Internet browser, Netscape, came
out only about a decade ago. What we do
know after millennia of training minds in
scholarly disciplines is that something has
changed and it’s not apt to change back.

On the good side, Net thinkers are
said to generate work quickly and make
connections easily. “They are more in
control of facts than we were 40 years
ago,” says Bernard Cooperman, a history
professor at the University of Maryland.
But they also value information gathering
over deliberation, breadth over depth, and
other people’s arguments over their own.

This has educators worried.
“Seven years ago, I was writing

about the promise of digital resources,”
says Jamie McKenzie, a former school
superintendent and library director who
now publishes an e-zine on educational
technology. “I have to say I’ve been
disappointed. The quality of information
on the internet is below what you find in
print, and the Internet has fostered a
thinner, less substantial thinking.”

The problem is no longer
plagiarism of huge downloaded blocks of
text-software can detect that now, when a

teacher enters a few lines of a paper. The
concern is the Internet itself.

Marylaine Block, a librarian and
Internet trainer in Iowa, is blunt: “Internet
makes it ungodly easy now for people who
wish to be lazy.”

Jeffrey Maikle, chairman of the
American studies department at the
University of Texas, sees the new world
every time he walks into the main library
on the Austin campus there, where the card
catalogue used to be, sit banks of computer
terminals.

“My students are intelligent and
hardworking as ever,” he says, “but they
wouldn’t go to the library if there weren’t
all those terminals.”

All Web resources are not equal, of
course. What aficionados call “the deep
Web,” including subscription services such
as Nexis and JSTOR, enables students to
find information that is accurate, thorough
and wide-ranging.

“I think the Internet encourages
intellectual thinking,” says Nora Flynn, a
third-year student at Maryland. “You can
go to so many sources, find things you
never heard of. It forces me to think
globally.”

Anyone can post anything on the
free Web, and anyone frequently does. A
student who typed “Thomas Jefferson” into
the Google search engine would get 1.29
million hits; Eminem would bring up 1.37
million. Narrowing one’s search to certain
words may not help. The game-like quality
of screen and mouse encourages students
to sample these sources rather than select
an appropriate text and read deeply into it
or follow an argument to its conclusion.
The result is what Cooperman calls
“cocktail-party knowledge.”

He’s the model of a man of books:
short sleeves shirts, glasses, slight stoop, a
pensive air.” The Web is designed for the
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masses, “he says. “ It never presents
students with classically constructed
arguments, just facts and pictures.”

Many students today will advance
an argument, he continues, then find
themselves unable to make it
convincingly.” Is that a function of the
Web, or being inundated with information,

or the way we’re educating them in
general?

The net has a kind of magical
quality that leads younger students to say
to librarians such as Block, “It has to be
true. If it weren’t true, they wouldn’t let it
be there.”

Says Block, “I have to tell them
there is no ‘they.’”

Task one:
1. What does the writer mean by the title?

…………………………………………………………………………………………….
2. What does she think about the Internet?

…………………………………………………………………………………………….
3. How can you tell?

………………………………………………………………………………………………
………………………………………………………………………………………………

4. According to the article, how do educators feel about this issue?
………………………………………………………………………………………………
……………………………………………………………………………………………….

5. What do you think about this issue? Do you agree or disagree with the writer?
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………….

Source: Mikulecky, Beatrice S., Jeffries, Linda. (2004). More reading power. New York:

Pearson Longman Education.

Task two: Write your own sentence using the italicized phrase.

1.The Internet becomes the students’ sole source of research.
…………………………………………………………………………………………………...
…………………………………………………………………………………………………..
2.The study habits of young people has been examined by Kenneth Kotovsky.
…………………………………………………………………………………………………..
…………………………………………………………………………………………………..
3. “The Internet has fostered a thinner, less substantial thinking.”
…………………………………………………………………………………………………...
…………………………………………………………………………………………………..
4. Marylaine Block, a librarian and Internet trainer in Iowa, is blunt.
…………………………………………………………………………………………………...
…………………………………………………………………………………………………..
5.All Web resources are not equal, of course.
…………………………………………………………………………………………………
…………………………………………………………………………………………………..
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Practice12

Most people can remember a phone number for up to thirty seconds. When this short

amount of time elapses, however, the numbers are erased from the memory. How did the

information get there in the first place? Information that makes its way to the short term

memory (STM) does so via the sensory storage area. The brain has a filter which only

allows stimuli that is of immediate interest to pass on to the STM, also known as the

working memory.

There is much debate about the capacity and duration of the short term memory. The

most accepted theory comes from George A. Miller, a cognitive psychologist who suggested

that humans can remember approximately seven chunks of information. A chunk is defined

as a meaningful unit of information, such as a word or name rather than just a letter or

number. Modern theorists suggest that one can increase the capacity of the short term

memory by chunking, or classifying similar information together. By organizing

information, one can optimize the STM, and improve the chances of a memory being passed

on to long term storage.

When making a conscious effort to memorize something, such as information for an

exam, many people engage in "rote rehearsal". By repeating something over and over again,

one is able to keep a memory alive. Unfortunately, this type of memory maintenance only

succeeds if there are no interruptions. As soon as a person stops rehearsing the information,

it has the tendency to disappear. When a pen and paper are not handy, people often attempt

to remember a phone number by repeating it aloud. If the doorbell rings or the dog barks to

come in before a person has the opportunity to make a phone call, he will likely forget the

number instantly.* Therefore, rote rehearsal is not an efficient way to pass information from

the short term to long term memory.* A better way is to practice "elaborate rehearsal". *This

involves assigning semantic meaning to a piece of information so that it can be filed along

with other pre-existing long term memories.*

Encoding information semantically also makes it more retrievable. Retrieving

information can be done by recognition or recall. Humans can easily recall memories that

are stored in the long term memory and used often; however, if a memory seems to be

forgotten, it may eventually be retrieved by prompting. The more cues a person is given

(such as pictures), the more likely a memory can be retrieved. This is why multiple choice

tests are often used for subjects that require a lot of memorization.

Glossary:

semantic: relating to the meaning of something
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Task one: Circle the best answer for each item.

1. According to the passage, how do memories get transferred to the STM?

A)They revert from the long term memory.

B) They are filtered from the sensory storage area.

C) They get chunked when they enter the brain.

D) They enter via the nervous system.

2. All of the following are mentioned as places in which memories are stored EXCEPT the:

A)STM

B)long term memory

C)sensory storage area

D) maintenance area

3.Why does the author mention a dog's bark?

A)To give an example of a type of memory

B)To provide a type of interruption

C)To prove that dogs have better memories than humans

D) To compare another sound that is loud like a doorbell

4.The author believes that rote rotation is:

A)the best way to remember something

B)more efficient than chunking

C)ineffective in the long run

D) an unnecessary interruption

5. Which of the following best provides the important information in the highlighted sentence

from the passage. Incorrect answer choices leave out essential information or change the

meaning of it

A) Prompting is the easiest way to retrieve short term memory after an extended period of

time.

B) A memory can be retrieved by prompting, in a case where it has been rarely used.

C) It's easier to remember short term memories than long term memories due to regular

prompts.

D) Recalling a long term memory that is often used is easy, while forgotten memories often

require prompting.



41

Source: TOFEL Reading Comprehension, retrieved from:

<http://wenku.baidu.com/view/557508a1b0717fd5360cdc8e.html<

Task two:

1. The word elapses means
A. disappears B. passes C. recognizes D. eliminates

2. If  the number are erased means they are

A. deleted B. written C. co-occurred D. substituted

3. What does debate mean?

A. excuse B. agreement C. value D. argument

4. Rehearsal is synonymous with

A. practice B. claiming C. storing D. suggest

Practice 13

Directions: Read the following passage. Then answer the questions below.

Some animal behaviorists argue that certain animals can remember past events,

anticipate future ones, make plans and choices, and coordinate activities within a

group. These scientists, however, are cautious about the extent to which animals can

be credited with conscious processing.

Line

(5) Explanations of animal behavior that leave out any sort of consciousness at all

and ascribe actions entirely to instinct leave many questions unanswered. One

example of such unexplained behavior: Honeybees communicate the sources of

nectar to one another by doing a dance in a figure-eight pattern. The orientation of

the dance conveys the position of the food relative to the sun's position in the sky,

(10) and the speed of the dance tells how far the food source is from the hive. Most

researchers assume that the ability to perform and encode the dance is innate and

shows no special intelligence. But in one study, when experimenters kept changing
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the site of the food source, each time moving the food 25 percent farther from the

previous site, foraging honeybees began to anticipate where the food source would

(15) appear next. When the researchers arrived at the new location, they would find the

bees circling the spot, waiting for their food. No one has yet explained how bees,

whose brains weigh four ten-thousandths of an ounce, could have inferred the

location of the new site.

Other behaviors that may indicate some cognition include tool use. Many

(20) animals, like the otter who uses a stone to crack mussel shells, are capable of using

objects in the natural environment as rudimentary tools. One researcher has found

that mother chimpanzees occasionally show their young how to use tools to open

hard nuts. In one study, chimpanzees compared two pairs of food wells containing

chocolate chips. One pair might contain, say, five chips and three chips, the other

(25) our chips and three chips. Allowed to choose which pair they wanted, the

chimpanzees almost always chose the one with the higher total, showing some sort

of summing ability. Other chimpanzees have learned to use numerals to label

quantities of items and do simple sums.

Task one: Circle the best answer for each item.

1. What does the passage mainly discuss?

A. The role of instinct in animal behavior

B. Observations that suggest consciousness in animal behavior

C. The use of food in studies of animal behavior

D. Differences between the behavior of animals in their natural environments and in

laboratory experiments.

2. Which of the following is NOT discussed as an ability animals are thought to have?

A. Selecting among choices B. Anticipating events to come

C. Remembering past experiences D. Communicating emotions

3. What is the purpose of the honeybee dance?
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A. To determine the quantity of food at a site

B. To communicate the location of food

C. To increase the speed of travel to food sources

D. To identify the type of nectar that is available

4. What did researchers discover in the study of honeybees discussed in paragraph 2?

A. Bees are able to travel at greater speeds than scientists thought.

B. The bees could travel 25% farther than scientists expected.

C. The bees were able to determine in advance where scientists would place their food.

D. Changing the location of food caused bees to decrease their dance activity.

5. It can be inferred from the passage that brain size is assumed to

A. be an indicator of cognitive ability B. vary among individuals within a species

C. be related to food consumption D. correspond to levels of activity

Source: TOFEL Reading Comprehension, retrieved from:

<http://wenku.baidu.com/view/ad494c28915f804d2b16c18e.html?re=view<

Task two:

Define the underlined words in the passage above.

Practice 14

Directions: Read the passage. Then answer the questions below.

Social Networks

Social networks connect people at low cost; this can be beneficial for entrepreneurs

and small business looking to expand their contact base. The networks often act as a customer

relationship management for tool companies selling products and services. Companies can

also use social networks for advertising in the form of banners and text ads. Since businesses

operate globally, social networks can make it easier to keep in touch with contacts around the

world.

Social networks are being to be adopted by healthcare professionals as means to

manage institutional knowledge, disseminate peer to peer knowledge and to highlight

physicians and institutions. The advantage of using a dedicated medical social networking site

is that all the members are screened against the state licensing board of the practitioners. On

large social networking services, there have been growing concerns about uses giving out too

much personal information. Users of these services, however, large services, such as
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MySpace often work with low enforcement to try to prevent such incidents. In addition, there

is a perceived privacy threat in relation to placing too much personal information in the hands

of large corporations or governmental bodies, allowing a profile to be produced on an

individual’s behavior on which decisions, detrimental to an individual, may be taken.

Social network services are increasingly being used in legal and criminal

investigations. Information posted on sites, such as MySpace and Facebook, has been used by

police, probation, and university officials to prosecute users of said sites. In some situations,

content posted on MySpace has been used in court.

Task one: Circle the best answer for each item.

1. According to the text, social networks

A. are about friendships.

B. can damage business reputation

C. are being used by businesses for marketing

D. advertize on business web sites

2. Social networks are very beneficial for entrepreneurs because

A. they can help them have many contacts

B. they are cost-effective to advertise on

C. they can influence consumer behavior

D. most users have high disposable income

3. what should users not do on social networks

A. download viruses

B. contact predators

C. upload copyrighted music

D. be too free with their personal information

4. Personal information on social networks sites

A. gives a good description of the user’s personality

B. is sold to the government

C. can be used in court

C. is translated into many languages

5. Social networking is greater for

A. academic organizations

B. people who write too much information about themselves

C. the low enforcement agencies

D. groups of people who separated over wide areas
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Photo credit: The Internet

Source: TOFEL Reading Comprehension, Retrieved from:

<http://www.examenglish.com/FCE/fce_reading.htm<

Task two: Cross out the item which does not belong in the list.

1.Arabic        Flemish Italian Swahili Urdu American       Spanish

2. President mayor governor prime minister king senator

3. Indonesia    Malaysia       South Korea    Vietnam     Cambodia    Thailand Hawaii

4.Swimming hiking                biking               running jogging walking

5.Neptune Pluto Earth Venus Uranus Mercury Moon

Source: Mikulecky and Jeffries (2001)

Practice 15

Directions: Read the passage. Then answer the questions below.

All the Hungry People

Throughout history, hunger has always been a problem. Wars and disasters have

destroyed food supplies and caused starvation. Even in good times, there have always been

some people who were not able to get enough food. However, there have never been as many

poor and hungry people as there are today. According to a recent study, about 1.3 billion

people live on less than $ 1 per day. About 1.1 billion people do not get enough to eat every

day.

Hunger is permanent condition for these people. It affects their health and shortens

their lives. It affects the countries where the majority of the poor and hungry people live.

When so many people go hungry, economic growth or political development is nearly

impossible. Finally, hunger also affects the industrialized countries since millions of people

move there from poor countries, hoping to find a better situation.

Why are so many poor and hungry? The single most important reason for this is

population growth. From 2.5 billion in 1950, the world population grew to 6 billion in 2001.

Food production also grew in that period, but not enough. In areas where population growth

has slowed down, there are now fewer people suffering from hunger. This is the case in East

Asia (especially China) and Latin America. In large areas of the world, however, the



46

population is still growing rapidly. This is true of India, Bangladesh, Pakistan, and most

African countries. In these countries, the number of people suffering from hunger has

increased. Since the population is quite young, that means there are many hungry children. In

India, for example, 53 percent of the children do not get enough to eat every day.

The solutions to this problem may seem simple: produce more food. However, there

are several factors that prevent an increase in food production. One of these is the dry climate

in many of the poor countries. In the past, few people lived in dry areas because of the limited

supply of water. Now more people are living there, but there is not enough water for everyone

to grow enough food. Another factor preventing better food production is often the

destruction of farmland. When too many people live in one area, the land suffers. Trees are

cut down for firewood and plants are eaten by cattle, sheep, or goats. Soon the land is

completely bare and unprotected. The good top soil blows away with the wind or washes

away with the train. The soil that is left is not good for growing food.

As a result of the many problems in the countryside, people move to the cities.

However, the situation there is often even worse than in the country. Many cities in

developing countries are growing so quickly that large areas have no public services, such as

water or electricity. The living conditions are extremely crowded and unhealthy, and few jobs

are available. As a consequence, families are not able to earn the money to buy food, and they

continue to go hungry.

Task one: Circle the best answer for each item.

1.Compared to the past, today there are

A. fewer people who suffer from hunger.

B. more people who suffer from hunger.

C. the same number of people who suffer from hunger.

D. no people who suffer from hunger.

2. According to this passage, the main cause of so much hunger is

A. population growth.

B. the dry climate.

C. economic development.

D. the political situation.

3. Food production cannot increase in some poor countries because of

A. slow population growth.

B. the high percentage of children.

C. the lack of water.
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D. poor health.

4. Another reason for poor food production is often

A. lack of firewood.

B. the destruction of farmland.

C. cattle, sheep, and goats.

D. lack of money and jobs.

5 .According to this passage, people who move to the cities in developing countries

A. have to work hard to earn money.

B. usually find better living conditions.

C. often decide to return to the countryside.

D. often find terrible living conditions.

Source: Mikulecky and Jeffries (2004)

Task two:

What do the italicized words in the passage mean?

Practice 16

The Official-English Movement

There is a new movement in the United States: the official-English movement.

Although most Americans speak English, U.S. lawmakers have never proclaimed English the

official national language. Today there are many people who would like to make that

proclamation official.

In the early nineteenth, many immigrants of different lands and tongues arrived in the

United States; they were expected to learn English right away. Parents sent their children to

American schools, where students were immersed in the English language. It was only by

learning English that they could get an education and find a job in their new world. Yet,

although people were expected to learn English (and generally did), English was never the

official language.

With the more recent growth of a multicultural society in the United States, as in other

nations of the world, the question of whether or not its population should be required to share

a common language has arisen. In order to accommodate the many language groups living in

the United States, government agencies, schools, and business often offer their services in

other languages. For example, when Florida residents go to vote for local or national

candidates, they can read their ballots in Spanish. Non- English-speaking schoolchildren,

often Hispanic or Chinese, may study in bilingual education programs, in which they are
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taught in their native language until they master English. In this way, the children are

presumed to gain a sense of identity and self-confidence, which will help them succeed in the

future.

Believing that American people have become disparate with multilingualism and that

their common tongue, English, is the only thread that still binds Americans together, many

people have proposed making English the nation’s official language. They feel that a common

language is the only way to encourage people who have been lumped together to participate

fully in the country democracy. They argue that immigrants cannot be woven into the culture

of American society without a common thread, in this case language, and they support their

argument by pointing to history. The ancestors of many Americans came to the United States

knowing no English but learned it quickly because it was indispensable for their integration;

as a result, they became successful and “American.” Supports of making English an official

United States language also refer to the examples of Canada and Belgium, countries that have

been divided emotionally and politically into two language and cultural groups because of

bilingualism.

Opponents of the official-English movement maintain that requiring all U.S. citizens

to speak English deprives non-English-speaking Americans of their basic rights and a

violation of free speech. The opposition feels that official English would not lead to harmony

in the United States but rather would promote xenophobia, the fear of foreigners and their

cultures. Moreover, they see America as a more vibrant, interesting society because of its

multilingual, multicultural composition. Ethnic pluralism, they say, is what has strengthened

the United States.

Source: Mikulecky and Jeffries (2001)

Task one: According to the above passage, decide whether the following statements are

True, False, or Not Mentioned.

1. This passage shows the controversy among, Americans, over making English an official

United States language.

2. Parents sent their children to America in order to learn the English language so that to find

a better job there.

3. Government, agencies, schools, and  business often refuse their services in other languages

in order to reject the many language groups living in the United States.

4. The disagreement between supporters and opponents of the English movement would

promote xenophobi rather than harmony in the United States.
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5. Recently, English becomes the United States official language.

Task two: Are the following statements True, False, or Not Mentioned?

1. Proclaimed in the first paragraph means announced.

2. In paragraph 3, the author mentioned that ballots mean a secrete written vote.

3. The use of the word disparate in paragraph 4 is inappropriate.

4. The author used the word indispensable in paragraph 4 to indicate that English is very

important for American’s ancestors’ integration.

5. The word harmony in the last paragraph is the antonym of agreement.

Practice 17

Directions: Read the article. Then answer the questions below.

Overcoming Jet Lag

Experts give recommendations on what works and what doesn’t in trying to escape the effects

of crossing time zone

BY MONICA BROOKS

The day before a long flight you are

frantically doing last-minute chores and

errands, packing, and reading guide books.

Then, on the plane, you have several drinks

with dinner and stay up late watching the

movie. After a brief nap, it’s time for

breakfast and a morning arrival in, let’s

say, Paris or Rome. Adrenaline flowing,

you spend the entire day sightseeing and

taking pictures. By evening, exhaustion has

set in, and the next morning, you can

hardly wake up before noon. Jet lag has

taken hold.

Most people who travel by air

across multiple time zones fall victim to

this affliction of modern air travel. They

may suffer from any of a number of

unpleasant symptoms, including insomnia,

fatigue, nausea, sleepiness, and lethargy.

According to Dr. Harriet Minsky,

professor of psychology at Montreal

University, the symptoms of jet lag vary

from person to person, and also vary

according to how far a traveler has flown,

recovery from jet lag also varies, with

some sufferers feeling better gradually and

others experiencing alternative days of

feeling better or worse.

Dr. Minsky points out that there are

three primary causes of jet lag, and of

these, two are avoidable. First, people

often wear themselves out getting ready for

a trip, so they are already exhausted when

they get on the plane. Second, long-
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distance travelers often have a couple of

drinks to pass the time. The alcohol can

cause stomach distress and interfere with

getting a good night’s sleep.

The third and unavoidable cause of

jet lag is the fact that long-distance air

travel upsets your internal biological clock.

Dr. Alvin Lacy, chief of general medicine

at Northern Medical College, explains that

our inner clock controls our cycle of

sleeping and waking.

The brain takes its cues from the
amount of light and other features in the
environment. Without environmental cues,
the brain tends to set its biological clock to
a longer day. This means that, for most
travelers, the effects of jet lag are less
severe on trips toward the west, because
the travel is following the sun. In travelling
toward the east, the body must adjust by
shortening its day, going against the body’s
natural tendency. This explains why trips
from west to east often result in greater
suffering from jet lag.

Individuals are not all affected to

the same degree by jet lag. For example,

“night owls,” people who are usually most

alert and lively at night, are less likely to

feel the effects of jet lag. Younger people

suffer less than older travelers. In terms of

personality types, extroverts (people who

are sociable and like to be in groups) tend

to suffer less than introverts (people who

tend to shrink from social contacts and to

become preoccupied with their own

thoughts)

Many people believe that there

must be some quick and easy cure for jet

lag-and, in fact, all kinds of cures have

been popularized, from vitamins to special

diets, but research has shown that none of

these is very effective.

However, Dr.Minsky assures travelers

that if they follow certain common sense

strategies, they will overcome jet lag more

quickly.

 Get plenty of rest and eat healthy

meals prior to taking a long flight.

 On the plane, set your watch to

your destination’s time

immediately. Then allow that time

to guide your behavior. During the

trip, eat and sleep according to the

new time zone.

 Once you arrive, begin to follow a

normal routine for that zone. Try

not to take naps. Set an alarm clock

to wake you in the morning. Spend

time outside during the day, and

sleep at night.

 Avoiding sleeping pills, alcohol, or

other drugs that you do not

normally use.

Source: Mikulecky and  Jeffries (2001)

Task one:
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1. According to this article, what does the writer mean exactly by jet lag?

2. What can be the most sever effect of jet lag?

3. What happens exactly to people who do not sleep at night when they travel?

4. Who are the most victims to this affliction of modern air travel?

5. Do all people experience the same degree of jet lag? Why?

6. Have you ever experienced jet lag symptoms in a long flight?

Practice 18

Why so Many Children?

In many of the developing countries in Africa and Asia, the population is growing fast.

The reason for this is simple: Women in these countries have a high birth-rate from 3.0 to 7.0

children per woman. The majority of these women are poor, without the food or resources to

care for their families. Why do they have so many children? Why don’t they limit the size of

their families? The answer may be that they often have no choice. There are several reasons

for that.

One reason is economic. In a traditional agricultural economy, large families are

helpful. Having more children means having more workers in fields and someone to take care

of the parents in old age. In an industrial economy, the situation is different. Many children do

not help a family; instead, they are an expense. Thus, industrialization has generally brought

down the birth rate. This was the case in Italy, which was industrialized quite recently and

rapidly. In the early part of the twentieth century, Italy was a poor, largely agricultural

country with a high birth rate. After World War II, Italy’s economic was rapidly modernized

and industrialized. By the end of the century, the birth rate had dropped to 1.3 children per

woman, the world’s lowest.

However, the economy is not the only important factor that influences birth rate. Saudi

Arabia, for example, does not have an agriculture-based economy, and it has one of the

highest per capita incomes in the world. Nevertheless, it also has a very high birth rate (7.0).
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Mexico and Indonesia, on the other hand, are poor countries, with largely agricultural

economies, but they have recently reduced their population growth.

Clearly, other factors are involved. The most important of these is the condition of

women. A high birth rate almost always goes together with lack of education and low status

for women. This would explain the high birth rate of Saudi Arabia. There, the traditional

culture gives women little education or independence and few possibilities outside the home.

On the other hand, the improved condition of women in Mexico, Thailand, and Indonesia

explains the decline in birth rates in these countries. Their governments have taken measures

to provide more education and opportunities for women.

Another key factor in the birth rate is birth control. Women may want to limit their

families but have no way to do so. In countries where governments have made birth control

easily available and inexpensive, birth rates have gone down. This is the case in Singapore,

Sir Lanka, and India, as well as in Indonesia, Thailand, Mexico, and Brazil. In these countries,

women have also been provided with health care and help in planning their families.

These trends show that an effective program to reduce population growth does not

have to depend on better economic conditions. It can be effective if it aims to help women and

meet their needs. Only then, in fact, does it have any real chance of success.

Task one: Circle the best answer for each item.

1. This passage is about

a. women in developing countries.

b. economic influences on the birth rate.

c. birth rates in developing countries.

d. factors that influence birth rate.

2. In a traditional agricultural economy, a large family

a. can be an advantage.

b. may limit income.
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c. isn’t necessary.

d. is expensive.

3. When countries become industrialized,

a. families often become larger.

b. the birth rate generally goes down.

c. women usually decide not to have a family.

d. the population generally grows rapidly.

4. Saudi Arabia is mentioned in the passage because it shows that

a. the most important factor influencing birth rate is  the economy.

b. factors other than the economy influence birth rate.

c. women who have a high income usually have few children.

d. the birth rate depends on per capita income.

5. Governments are successful in slowing down population growth when

a. women’s opportunities are limited.

b. they focus on the needs of women.

c. the economic conditions of the country improve.

d. they limit the availability of birth control.

6. We can infer from this passage that if women have a choice, they generally prefer

a. to limit the size of their families

b. to work for the government

c. not to use any birth control

d. to have families with lots of children

Source: Mikulecky and  Jeffries (2004)
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Practice 19

Directions: Read the following article. Then answer the questions below.

Educating Girls Is a Real Lifesaver

by Victoria Brittain and Larry Elliot

Clark Short knows it.

Every development

economist knows it. The

World Bank knows it: the

education of girls is the

surest way to reduce

poverty. If there is to be a

serious effort to improve

the lot of billions of

people deprived of the

basic ingredients of a

decent life, schools in

poor countries have to be

full of girls as well as

boys.

The reason is simple.

All the evidence shows

that taking girls out of the

fields and homes, and

putting them behind

desks, raises economic

productivity, lowers

infant and maternal

mortality, reduces fertility

rates, and improves

environmental

management. Countries

that have pursued equality

over the past three to four

decades have grown faster

and become more equal.

Why, then, are

90 million primary

school-age girls around

the world not in school?

For the same reason that

when Charles Dickens

was writing David

Copperfield 150 years ago

girls were absent from the

British education system:

Men in power mostly

prefer it that way, or are

not interested enough in

changing the situation to

commit energy and

money to doing so. Or

perhaps they do not quite

believe the mountains of

studies that have

established beyond

question the link between

the eradication of poverty

and those years in a

schoolroom by ranks of

girls.

The countries

with the poorest record

for having women in

positions of power or

influence have the worst

figures for girls’

education. High-profile

intervention by

organizations such as the

World Bank has begun

successfully with several

countries, and more of the

same will probably be

needed to bring change in

conservative, make-run

states. Even if there

were no development

payoff from gender

equality in schools, the

education of girls would

still be a cause worth

fighting for. Education is
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a human right, and the

denial of it to girls, in the

systematic way it is

denied in some feudal

societies, is a scar on the

community in the twenty-

first century.

To be born a

girl in rural area in Nepal,

Pakistan, Indonesia,

Morocco, Togo, or

Sudan-half a dozen of the

most shameful

performers-means being

doomed to a life without

school, education, or

clean water, marriage and

babies coming to early

many births, children who

die of preventable

diseases, backbreaking

work in the fields,

subordination to husband

and his family, and an

early death. Sexual

exploitation is also a

danger for female

deprived of education.

The uneducated woman

transmits to her children

the same doomed life.

Every year,

almost 12 million children

under the age of five

needlessly die of

infectious diseases

associated with poverty.

But each additional year

spent by their mothers in

primary school lowers the

risk of premature child

deaths by about 8 percent.

In Pakistan, an extra year

of school for 1,000 girls

could prevent sixty infant

deaths.

There are places

that show how different

things can be. In the

southern Indian state of

Kerala-communist in

politics, Christian in

ideology-where literacy is

almost universal, the

infant mortality rate is the

lowest in the developing

world. Schooling is the

route to lowering infant

mortality.

Each extra year

of school also reduces the

birthrate and cuts

maternal deaths. In Brazil,

illiterate women have an

average of 605 children,

whereas those with

secondary education

have2.5.

With women

and girls being the main

farmers in Africa and

southern Asia, their

education offers a chance

to develop more efficient

farming practices,

improve output, and raise

awareness of the

ecological needs of the

land with tree planting

and crop rotation. With

malnutrition at the level it

is in these regions, and

environmental

degradation posing a

threat that exacerbates the

global warming affecting

us all, the world

community cannot afford

to ignore this avenue of

change.

Task one: Answer these questions.

1. Where do you think this story originally appeared?
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2. Is this passage fiction or nonfiction?

3. What is the article about?

4. What is the main idea of paragraph 6?

5. Do you agree or disagree with the title of this article? Tell why?

Photo credit: The Internet

Source: Mikulecky and Jeffries (2004)
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Appendix C

Distribution of Reading Time in Experiment 1 and 2

Distribution of Reading Time in the no-Reward Condition

Distribution of Reading Time in the Reward Condition
WE Session 1 Extra Session

Febraury 2014
Week 1 Reading practice 1

[35 minutes]
Reading practice 2

[1hour]
Week 2 Reading practice 3

[35 minutes]
Reading practice 4

[1hour]
Week 3 Reading practice 5

[35 minutes]
Reading practice 6

[1hour]
Week4 Reading practice 7

[35 minutes]
Reading practice 8

[1hour]
March 2014 Week 1 Reading practice 9

[35 minutes]
Reading practice 10

[1hour]
Week 2 Reading practice 11

[35 minutes]
Reading practice 12

[1hour]

April 2014
Week2 Reading practice 13

[35 minutes]
Reading practice 14

[1hour]
Week 3 Reading practice 15

[35 minutes]
Reading practice 16

[1hour]
Week 4 Reading practice 17

[35 minutes]
May  2014 Week 1 Reading practice 18

[35 minutes]
Week 2 Reading practice  19

[35 minutes]

WE Session 1 WE Session 2

October 2013

Week 3 Reading practice 1
[35 minutes]

Reading practice 2
[35 minutes]

Week 4 Reading practice 3
[35 minutes]

Novermber 2013

Week 1 Reading practice 4
[35 minutes]

Reading practice 5
[35 minutes]

Week2 Reading practice 6
[35 minutes]

Week 3 Reading practice 7
[35 minutes]

Week 4 Reading practice 8
[35 minutes]

December 2013
Week 1 Reading practice 9

[35 minutes]

Week 2 Reading practice 10
[35 minutes]
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Appendix D
The Pilot Motivation for Reading Questionnaire

The statements in the questionnaire intend to reflect students’ habits and motivation
for reading. There is no right or wrong answer; we are only interested in your responses for
our research purposes. To give your answer, would you please circle ONE number on each
line to indicate your level of agreement with that statement.
First, take the following example:

Statement: I like reading detective stories.

Response options:

1 2 3 4                      5

Strongly disagree        disagree undecided agree strongly agree

-If you strongly disagree with the statement, circle 1.
-If you disagree with the statement, circle 2.
-If you are uncertain about the statement, circle 3.
-If you agree with the statement, circle 4.
-If you strongly agree with the statement, circle 5.
Reading self-efficacy

1. I  will do well in reading activities next year 1   2 3  4  5
2. I am the best in reading in the classroom 1   2  3  4  5
3. I learn more from reading than most students in the classroom 1   2  3  4  5

Reading challenge

4. I like to read hard, challenging passages in English 1   2  3  4  5

5. If the topic we discuss in the classroom is interesting, I am willing to read difficult
references about it in English 1   2  3  4  5

6. I like when the questions in English passages make me think 1   2  3  4  5
7. I usually learn difficult things when I read in English 1   2  3  4  5
8. If the passage I am reading in English is very difficult, I do not care how hard it is to

read it 1   2  3  4  5

Reading curiosity

9. I enjoy reading texts about living things 1   2  3  4  5
10. If the teacher discusses something interesting in the classroom, I might read more

about it in English 1   2  3  4  5
11. I have favorite topics that I like to read about in English 1   2  3  4  5
12. I read in English to learn new information about topics that interest me 1   2  3  4  5
13. I like to read in English about new things 1   2  3  4  5
14. I generally read about my hobbies in English to learn more about them 1   2  3  4  5

Reading involvement
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15. I like to read in English about fantasy and make believe 1 2  3  4  5
16. I like to read  about mysteries things in English 1   2  3  4  5
17. I sometimes feel myself immersed in something I read in English 1   2  3  4  5
18. I like to read  topics in English about  new adventure 1   2  3  4  5
19. I like to spend more time when I read in the classroom 1   2  3  4  5
20. I often prefer to read long passages in English 1   2  3  4  5

Importance of reading

21. Reading in English is very important to me 1   2  3  4  5
22. Reading in English makes me a more knowledgeable learner 1   2 3  4  5

Competition in reading

23. When we read something in the classroom, I always try to get more correct answers
than most students in the classroom 1   2  3  4  5

24. I like to be always the best in performing reading activities in the classroom
1   2  3  4 5

25. I like to finish my reading activities before other students in the classroom 1 2  3  4  5
26. I like to be the only one who knows an answer  when we read something in the

classroom 1   2  3  4  5
27. It is very important for me to be among the students who read well in the classroom

1   2  3  4  5
28. I am willing to work hard to perform better than my classmates in reading tasks

1   2  3  4  5

Recognition in reading

29. I like when the teacher says I am good at reading 1   2  3  4  5
30. My classmates sometimes tell me I am good at performing reading tasks

1   2  3  4  5
31. I like to get compliments when I read 1   2  3  4  5
32. I like when someone recognizes my reading 1   2  3  4  5
33. My teachers often tell me that I read and perform well in reading activities1  2  3  4  5

Reading for grades

34. I like when the teacher gives me marks on my reading activities
1   2  3  4  5

35. Grades are a good way to see how well you are doing in reading 1   2  3  4  5
36. I read a lot in English to improve my grades 1 2  3  4  5
37. I like to perform well in reading activities to have good grades 1   2  3  4  5

Social reasons in reading

38. When I read about a new topic in English, I often share it with my friend(s)
1   2  3  4  5

39. I often read in English to my friends 1   2  3  4  5
40. My friends and I like to trade  things to read in English 1   2  3  4  5
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41. I sometimes read to my brother or sister in English 1   2  3  4  5
42. I like to tell my friends about what I am reading in English 1   2  3  4  5
43. I often collaborate with my friends when I do home work activities in reading

1   2  3  4  5
44. I like when the teacher asks  me about what I am reading in English 1   2  3  4  5
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Appendix E

Raw Data of the Pilot Motivation for Reading Questionnaire

4 3 3 4 5 3 4 4 4 4 4 5 4 3 3 5 4 4 3 5 5 5 3 3 3 4 3 3 2 3 3 3 2 1 2 3 1 1 1 1 1 2 2 2
4 4 3 4 4 4 2 5 5 4 5 5 5 5 4 4 5 4 4 5 5 5 4 5 5 5 5 5 5 4 4 4 3 4 4 4 2 4 4 5 1 2 4 5
4 4 1 1 4 4 2 4 4 4 5 4 4 5 2 4 4 2 2 2 2 4 2 4 3 1 5 4 4 1 4 4 1 5 4 5 3 2 4 2 2 2 2 2
4 3 2 3 5 4 4 4 4 5 4 2 3 2 3 5 5 3 3 4 4 2 4 4 4 5 5 5 3 3 3 3 3 4 4 5 1 3 4 5 4 4 4 4
3 2 2 3 4 4 4 4 3 4 4 4 4 3 4 5 5 4 4 4 2 4 5 5 4 5 4 4 5 5 3 3 3 2 4 4 3 4 5 5 4 4 4 4
5 3 3 3 4 5 4 2 5 5 4 4 4 4 4 4 5 4 2 4 3 3 2 3 3 2 4 4 5 2 4 3 2 3 3 4 2 1 5 2 1 2 4 4
3 2 2 3 5 5 4 1 5 4 5 4 5 4 5 3 5 3 2 3 4 2 3 5 2 4 5 5 5 4 2 2 3 4 4 2 2 1 4 3 1 3 4 3
4 4 4 5 4 5 5 4 4 4 4 3 4 4 2 4 4 4 4 4 5 5 4 5 4 5 5 5 4 4 4 5 4 4 5 4 4 5 5 5 4 5 4 5
4 4 5 2 2 1 1 1 4 4 4 5 4 3 2 4 3 2 2 2 2 2 4 5 5 5 5 4 5 2 2 4 2 4 2 2 2 4 2 5 2 2 2 4
4 2 2 5 5 5 4 5 5 4 4 5 5 5 5 5 4 2 3 5 4 4 5 5 5 1 5 5 5 5 5 3 5 5 5 5 3 4 5 2 5 5 5 5
5 3 4 4 5 4 2 2 5 5 5 4 5 4 1 3 4 5 1 4 2 5 5 5 5 5 5 5 5 5 4 3 4 5 5 5 2 4 4 3 3 4 4 4
4 2 2 3 4 4 5 2 2 3 4 2 4 2 2 3 5 5 3 4 4 4 4 5 2 4 4 5 4 4 4 4 4 4 4 5 2 4 4 4 2 4 2 2
4 4 3 4 4 4 4 4 5 5 5 5 4 4 4 4 4 3 3 4 4 2 5 4 4 4 4 4 4 4 5 4 5 4 4 5 5 4 4 4 1 1 3 2
5 4 3 4 4 5 5 5 3 4 5 3 5 1 3 5 4 4 5 4 4 4 4 4 4 5 4 4 4 2 4 4 4 3 3 4 2 3 2 3 3 3 2 2
3 4 2 1 2 4 4 4 3 4 5 3 3 4 4 4 4 4 2 2 2 2 5 5 3 5 5 5 5 2 3 5 2 3 4 5 1 3 2 4 1 2 4 2
2 3 4 4 3 4 2 4 5 4 5 4 5 5 4 3 5 5 2 4 2 2 4 3 2 4 3 4 4 2 3 4 3 4 3 5 4 1 1 4 2 3 4 2
3 3 2 2 4 5 4 5 4 4 4 3 4 3 2 4 5 3 2 2 5 5 4 4 4 4 4 4 4 2 4 2 4 3 3 4 2 1 1 1 2 4 2 4
3 1 2 5 2 4 4 3 4 4 4 3 4 4 2 5 4 3 1 3 3 4 3 3 3 2 4 3 5 4 5 5 4 4 4 1 2 4 1 5 1 4 5 5
5 4 3 2 5 4 4 5 4 5 4 5 4 2 2 3 4 5 4 3 5 4 4 5 5 4 5 5 4 3 4 3 4 4 4 4 2 2 3 2 3 4 2 2
4 4 3 2 3 4 4 3 3 3 4 3 5 3 2 5 2 3 3 2 2 3 3 5 3 3 5 4 5 4 4 5 4 4 4 4 2 1 1 3 3 3 1 3
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Appendix F
The Pilot Intrinsic Motivation Inventory

The statement in the questionnaire asks about your feeling towards the reading
activities you performed in this session. There is no right or wrong answer; we are only
interested in your responses for our research purposes. To give your answer, would you please
circle ONE number on each line to indicate your level of agreement with that statement.
First, take the following example:

Statement: I like reading detective stories.

Response options:

0 1 2 4                      5

Strongly disagree        disagree neutral agree strongly agree

-If you strongly disagree with the statement, circle 0.

-If you disagree with the statement, circle 1.

-If you  are neutral about the statement, circle 2.

-If you agree with the statement, circle 4.

-If you strongly agree with the statement, circle 5.

1.I enjoyed the reading  activities very much 0      1      2     4     5

2.I think I am pretty good at the reading activities 0      1      2     4     5

3.I am pretty skilled in the reading activities 0      1      2     4 5

4. I put a lot of effort into the reading activities 0      1      2     4     5

5. The reading activities were fun to do 0      1      2     4     5

6.It was important to me to do well in the reading activities 0      1      2     4     5

7. I believe doing these reading activities is beneficial to me 0      1      2     4     5

8.I felt nervous while doing the reading activities 0      1      2     4     5

9.I think the reading  activities were interesting 0      1      2     4     5

10. After performing the reading activities, I felt I was pretty competent in these activities

0  1   2   4     5

11.I tried very hard while doing the reading activities 0      1      2     4     5
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12.I  think the reading  activities were boring 0      1      2     4     5

13. I think these are important reading activities 0      1      2     4     5

14.I felt pressure when doing the reading activities 0      1      2     4     5

15.I could not do  the reading activities very well 0      1      2     4     5

16. I think doing the reading activities could help me 0 1      2     4     5

17. I felt uneasy while doing the reading activities 0      1      2     4     5

18.I did not try very hard at these reading activities 0      1      2     4     5

19. I think doing the reading activities is not useful 0      1      2     4     5

20. I was very comfortable while doing the reading activities 0      1      2     4     5
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Appendix G

Raw Data of the Pilot Intrinsic Motivation Inventory

(Condition1)

4 4 5 1 5 5 5 0 4 4 4 1 4 4 4 1 1 1 1 4
4 1 4 1 2 2 1 1 5 4 4 1 5 5 5 0 1 1 1 4
4 4 4 0 4 4 4 1 4 4 4 1 4 4 4 1 1 1 2 4
4 4 4 2 4 4 4 1 2 4 2 1 5 5 5 0 2 0 1 4
4 4 5 1 2 4 2 1 2 4 1 0 4 4 5 0 0 1 1 5
4 4 4 1 2 2 2 2 4 4 4 1 5 4 4 1 1 1 1 4
1 1 2 1 2 2 2 2 1 4 2 2 4 2 4 0 2 1 1 1
1 2 2 1 2 2 2 2 1 2 1 1 4 2 4 0 1 1 2 4
4 2 4 2 2 2 1 2 0 1 0 0 4 4 4 1 1 1 1 4
5 5 4 0 2 4 4 1 4 5 0 0 5 5 5 0 0 0 0 5
4 1 5 1 2 4 4 2 4 5 2 2 4 4 5 0 1 0 2 4
5 5 5 0 5 5 2 2 0 5 1 1 5 4 4 1 1 1 1 4
4 1 4 1 4 4 2 1 2 4 1 1 4 4 4 1 1 1 1 4
4 4 4 1 4 2 4 1 4 4 2 1 5 5 5 0 0 0 2 5
1 0 4 0 2 2 1 1 4 5 2 1 4 5 5 0 1 1 2 2
4 5 4 0 4 4 2 2 1 4 0 0 4 4 5 0 0 2 0 4
4 2 4 2 4 4 2 1 2 4 1 2 4 5 4 1 1 2 2 4
4 4 4 1 4 4 2 1 1 4 1 1 4 4 4 1 1 1 1 4
4 4 4 1 4 2 4 1 1 4 2 1 5 4 4 1 1 1 1 4
4 4 5 1 4 4 4 1 2 4 1 1 4 2 4 1 2 2 2 4



65

Appendix H

Raw Data of the Pilot Intrinsic Motivation Inventory

(Condition2)

4 4 4 1 2 2 4 2 2 4 4 1 4 4 4 1 1 1 1 4
2 4 1 1 2 4 2 1 4 4 1 1 5 2 5 1 0 2 2 4
2 5 5 0 2 2 4 1 1 2 2 0 4 5 5 0 0 1 0 5
4 2 4 2 2 2 2 2 1 2 1 1 2 2 2 1 1 2 1 4
4 4 4 1 2 4 4 1 1 4 1 1 4 4 4 1 1 1 1 4
4 4 4 1 4 4 2 1 4 4 4 1 4 4 4 1 1 1 1 4
4 4 4 1 5 5 5 1 4 4 4 1 4 4 4 1 1 1 1 4
5 5 5 0 5 5 5 0 2 5 5 0 5 5 5 0 0 0 0 5
5 5 5 1 4 4 4 1 4 5 4 1 5 5 5 1 1 1 1 4
4 4 4 1 2 2 4 1 4 4 4 1 4 4 4 1 1 1 1 2
4 2 4 1 2 2 2 2 0 4 0 1 4 4 4 0 2 2 0 4
5 4 1 1 2 2 2 2 0 4 2 2 2 1 4 2 2 1 0 2
4 4 4 1 4 2 2 1 4 4 4 1 4 4 4 1 1 1 1 4
4 4 4 1 4 4 4 1 4 4 4 1 4 4 4 1 1 1 1 4
4 2 1 1 2 1 2 2 4 5 4 1 4 4 2 1 1 1 2 4
4 4 4 2 2 2 2 0 2 4 2 2 2 4 4 0 0 0 2 2
5 5 5 2 2 2 4 2 4 5 1 1 5 4 5 0 1 1 1 4
2 2 2 1 2 2 4 1 1 2 4 0 2 4 5 0 0 0 2 2
4 1 4 1 2 2 2 2 4 5 5 0 0 5 4 0 2 2 1 2
4 2 4 2 4 4 2 1 2 4 1 2 4 5 4 1 1 2 2 4
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Appendix I
The Pilot Motivation to Read Profile

This questionnaire has been developed to enable us gather important information about your
reading habits and motivation. Would you please collaborate on this research work through
providing us with honest responses. We assure you that your answers and names remain
anonymous.

Part 1: Would you please circle the ANSWER(S) that best reflect(s) you

Q.1 I go to the library

a.Always b.sometimes c.rarely d.never

Q.2Which one do you like to read about?

a.texts about sport b.texts about scientific issues c.literary texts (poetry, narrative
texts) d.texts about American and British history e. texts in politics f. articles on
general knowledge

Q.3Which one(s) do you rate as the main cause(s) for your reading problems?

a.Vocabulary b.unfamiliarity with the topic c.finding out main ideas

d. summarizing the main idea

If you still have other causes, you can mention them…………………….............................
………………………………………………………………………………………………

Q4.I read my lecture notes

a.once a day b.once a week c.twice a week d.once a month e.never

Q.5 I read English magazines on the Internet

a.once a day b.once a week c.twice a week d.once a month e.never

Q.6  I read on the Internet to prepare for my lectures

a.once a day b.once a week c.twice a week d.once a month e.never

Part 2: For each statement, would you please circle the ANSWER that best reflects you.

1.My best classmate thinks reading in English is………………….

a. really fun b.fun c. OK to do d. not fun at all

2.I read …………………………..

a. not as well as my classmates b. about the same as my classmates
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c. a little better than my classmates d. a lot better than my classmates

3. When I come to a word I do not know in English, I can…………….

a. always figure it out b. sometimes figure it out

c. almost never figure it out d. never figure it out

4. When I am reading in English by myself, I understand………….. …….

a. almost everything I read b. some of what I read

c. almost none of what I read d. none of what I read

5. I am…………………..

a. a poor English reader b. an OK reader English c. a good English reader
d. a  very good English reader

6. I worry about what other students think about my performance in reading………....

a. every day b. almost every day c. once in a while d. never

7. When my teacher asks me about what I read in English, I …………

a. can never think of an answer b. have trouble thinking of an answer

c. sometimes think of an answer d. always think of answer

8. Reading in English is………………….

a. very easy for me b. kind of easy for me c. kind of difficult for me d. very difficult
for me

9. When I am in a group talking about what we read in English, I……………..

a. almost never talk about my ideas b. sometimes talk about my ideas

c. almost always talk about my ideas d. always talk about my ideas

10. When I read in English out loud in the classroom, I am…………..

a. poor reader b. Ok reader c. good reader d. very good reader

11. Reading a book in English is something I like to do………………….

a. never b. not very often c. sometimes d. often

12. I tell my friends about what I read in English…………..

a. I never do this b. I almost never do this c. I do this some of the time d. I do this a
lot

13. Students who read a lot in English are…………………
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a. very interesting b. interesting c. not very interesting d. boring

14. I think a library is
………….

a. a good place to spend time b. an interesting place to spend time

c. an appropriate place to spend time d. a boring place to spend time

15. Knowing how to read well in English is ……………………..

a. not very important b. moderately important c. important d. very important

16. I think reading in English is …………………………

a. a boring way to spend time b. an acceptable way to spend time

c. an interesting way to spend time d. a great way to spend time

17. I would like for some of teachers to read texts out loud to the class………

a. Every day b. almost every day c. once in a while d. never

18. When someone gives me a book for a present, I feel……………………….

a. very happy b. sort of happy c. sort of unhappy d. unhappy

19. My best classmate thinks I am ……………………………………

a. a very good English read b. a good English reader

c. an OK English reader d. a poor English reader

20. Next year, I will spend…………………

a. none of my time reading b. very little of my time reading

c. some of my time reading d. a lot of my time reading
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Appendix J

Raw Data of the Pilot MRP

Self-Concept Subscale

4 2 1 3 3 3 1 3 3 2
2 2 2 3 3 1 4 3 2 2
4 2 3 2 3 1 1 4 1 2
3 2 2 3 1 3 3 4 4 3
2 3 2 3 3 2 1 3 2 2
2 2 3 2 4 3 1 3 3 3
4 2 4 3 4 2 4 3 3 2
3 3 3 3 4 3 2 3 3 3
2 2 2 3 3 2 1 3 3 3
3 2 2 4 3 2 1 4 3 3
3 2 2 4 3 2 2 4 4 2
2 2 2 3 3 2 1 3 3 2
2 3 2 3 3 2 3 3 3 3
4 4 3 4 3 4 1 4 4 3
3 3 4 4 4 2 1 4 4 3
2 3 1 1 4 1 2 3 1 2
2 4 3 3 4 1 4 4 2 2
4 2 2 4 3 2 2 2 3 3
1 2 3 3 3 1 2 3 3 3
3 3 2 3 3 2 2 3 2 2

Value Subscale
3 3 3 2 3 2 2 4 2 3
2 3 3 3 3 2 4 4 2 3
3 2 1 1 4 2 2 2 3 2
2 4 4 4 3 4 4 3 1 2
3 3 4 3 4 2 1 3 2 4
3 3 3 3 3 3 2 3 2 3
1 1 3 3 4 3 1 4 2 3
3 2 3 4 4 3 2 4 2 3
3 4 4 3 3 4 3 4 2 4
4 3 4 2 4 2 4 3 2 2
4 4 4 4 4 4 3 4 3 4
3 3 3 4 3 2 3 4 2 4
2 3 3 3 4 3 4 3 4 2
2 3 3 4 4 4 2 3 2 3
2 3 3 4 2 1 4 4 1 4
3 1 4 4 4 4 4 4 1 4
3 2 4 3 4 4 2 4 4 4
4 4 4 4 4 3 3 4 4 4
2 3 3 3 4 3 3 4 2 3
2 1 2 1 4 2 1 2 2 3
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Appendix K

The Motivation for Reading Questionnaire (MRQ)

The questionnaire has been designed to gather important information regarding
students’ habits and motivation for reading. There is no right or wrong answer; we are only
interested in your responses for our research purposes. To give your answer, would you please
circle ONE number on each line to indicate your level of agreement with that statement.
First, take the following example:

Statement: I like reading detective stories.

Response options:

0 1 2                          4 5

Strongly disagree disagree neutral agree strongly agree

-If you strongly disagree with the statement, circle 0.

-If you disagree with the statement, circle 1.

-If you are neutral about the statement, circle 2.

-If you agree with the statement, circle 4.

-If you strongly agree with the statement, circle 5.

Part 1:
Q.1 I go to the library
a.Always b.sometimes c.rarely d.never

Q.2Which one(s) do you rate as the main cause(s) for your reading problems?
a.Vocabulary b.unfamiliarity with the topic c.finding out main ideas
d. summarizing the main idea
Q.3Which one do you like to read about?
a.texts about sport b.texts about scientific issues c.literary texts (poetry, narrative
texts) d.texts about American and British history e. texts in politics f. articles on
general knowledge
Q4.I read my lecture notes
a.once a day b.once a week c.twice a week d.once a month e.never
Q.5 I read English magazines on the Internet
a.once a day b.once a week c.twice a week d.once a month e.never
Q.6  I read on the Internet to prepare for my lectures
a.once a day b.once a week c.twice a week d.once a month e.never
Q.7 I read on the Internet for pleasure
a.once a day b.once a week c.twice a week d.once a month e.never

Full Name :
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Part 2:
Self-efficacy subscale
1.I will perform well in reading activities next year.

0 1 2 4 5
2. I am the best at reading in the classroom.

0 1 2 4 5
3.I learn more from performing reading activities than most students in the classroom

0 1 2 4 5
4. Reading is not my weakest language skill

0 1 2 4 5
Challenge subscale
5. I like reading complicated passages in English

0 1 2 4 5
6. If the topics we discuss in the classroom are interesting, I usually read more about them in
English

0 1 2 4 5
7. I usually learn difficult things when I read in English

0 1 2 4 5
8. I like when the questions in English passages make me think

0 1 2 4 5
9. If the passage I am reading in English is very interesting, I put a lot of effort to understand
it.

0 1 2 4 5
Curiosity subscale
10.When we discuss new topics in the classroom, I usually read more about them in English

0 1 2 4 5
11. I have favorite topics that I like to read about in English 0         1 2 4
12. I read in English to learn new information about topics that interest me 0    1 2 4 5
13. I generally read about my hobbies in English to learn more about them 0   1    2 4 5
14. I like to read in English about new information 0     1      2     4 5

Involvement subscale
15. I like to read English fiction 0     1      2     4 5
16. I sometimes lose track of time when I read about topics that interest me in English

0 1 2 4 5
17. I make pictures in my mind when I read in English 0     1      2     4 5
18. I like to spend more time when I read in the classroom 0     1      2     4 5
19. I often prefer to read long passages in English 0     1      2     4 5

Importance subscale
20.Reading in English is very important to me 0     1      2     4 5
21.Reading in English makes me a more knowledgeable learner 0     1      2     4 5
22. Reading in English is very important to enhance my level 0     1      2     4 5
Competition subscale
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23. When we read something in the classroom, I always try to get more correct answers than
most students

0 1 2 4 5
24. I like to be always the best in performing reading activities in the classroom

0 1 2 4 5
25. I like to be the only one who knows an answer when we read something in the classroom

0 1 2 4 5
26. I am willing to work hard to perform better than my classmates in some reading tasks

0 1 2 4 5

27.I like to finish my reading activities before other students in the classroom2

28. It is very important for me to be among the students who read well in the classroom3

Recognition subscale
29. I like when the teacher says I read well in English 0     1      2     4 5
30. My classmates sometimes tell me I am good at performing reading tasks 0   1     2    4 5
31. I like to get compliments when I read 0     1      2     4 5
32. I like when someone appreciates my reading performance 0     1      2     4 5
33. My teachers sometimes tell me that I read and perform well in reading activities0 1 2  4 5
Reading for grades subscale
34. I like when the teacher gives me marks on my reading activities 0     1      2     4 5
35. Marks are very important to see how well you are doing in reading 0     1      2     4 5
36. I read a lot in English to improve my marks 0     1      2     4 5
37. I like to perform well in reading activities to have good marks 0     1      2     4 5
Social reasons subscale
38. When I read about a new topic in English, I often share it with my friend(s) 0 1  2  4 5
39.I often read in English to my friends 0     1      2     4 5
40. My friends and I like to buy short stories to read in English 0     1      2     4 5
41. I like to tell my friends about what I am reading in English 0     1      2     4 5
42. I often collaborate with my friends when I do home work activities in reading 0 1  2  4 5

Thank you

2 removed
3 removed
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Appendix L

Raw Data of the Main Motivation for Reading Questionnaire

4 4 2 4 4 4 4 0 4 2 4 2 0 2 4 4 2 4 2 4 2 2 2 2 2 4 2 4 2 2 2 4 2 4 0 1 0 0 0 0
4 2 1 2 4 5 5 0 4 2 4 0 4 0 5 5 0 5 5 4 0 4 0 4 5 4 4 2 5 5 4 4 4 2 0 0 4 4 2 4
4 4 4 5 5 5 5 2 2 5 4 2 4 5 2 2 2 4 1 5 5 5 2 4 4 4 5 4 5 2 4 2 2 2 2 0 2 1 0 4
4 2 2 4 4 4 4 1 4 4 4 4 4 4 4 5 4 5 0 2 2 0 0 1 4 4 1 2 1 2 1 2 2 1 2 5 1 2 1 4
2 1 0 4 4 4 1 4 4 4 5 4 1 5 5 5 4 4 0 4 4 5 5 5 4 1 4 1 1 1 1 4 4 4 1 0 1 0 0 0
4 4 2 5 5 2 4 0 4 1 2 5 1 4 2 4 0 4 0 4 5 4 2 0 1 1 1 4 1 1 4 2 5 4 1 0 0 0 0 0
4 1 1 4 5 4 2 1 2 5 4 2 4 4 5 5 4 2 5 4 4 0 1 1 2 2 2 1 1 4 1 4 4 4 4 4 1 1 0 5
4 4 1 2 5 5 5 4 2 4 1 2 4 5 4 2 5 4 4 5 4 5 2 4 4 4 5 1 2 4 1 4 2 4 1 4 1 2 0 2
4 2 5 5 4 4 5 5 5 2 4 4 5 5 2 2 1 4 1 4 4 4 1 4 5 4 4 4 2 2 4 5 2 5 4 4 1 4 1 4
5 1 1 4 4 4 5 1 4 2 4 2 1 4 4 2 2 4 2 4 5 2 4 1 5 4 4 1 1 4 0 4 1 1 4 4 0 0 0 0
2 1 2 1 4 4 1 1 1 4 4 1 2 1 2 4 4 0 4 4 5 4 2 4 5 2 4 1 4 4 1 2 2 1 1 1 1 1 1 1
1 4 1 1 5 4 5 1 1 4 1 2 4 5 5 4 0 5 5 1 1 4 2 4 5 5 5 1 1 4 5 5 4 5 1 4 4 1 1 1
2 0 1 2 4 4 2 0 0 0 0 4 1 0 1 0 0 4 4 1 4 0 1 1 1 2 2 0 4 1 0 0 0 0 4 0 0 0 0 2
2 2 4 5 5 5 5 2 4 1 4 5 2 2 2 2 4 4 4 5 5 4 4 5 5 5 4 5 5 2 5 4 5 2 0 1 1 4 4 2
4 2 2 2 4 4 4 4 2 5 2 2 4 4 4 4 2 4 2 2 2 2 2 2 4 4 4 2 2 2 2 2 2 4 4 4 2 2 2 2
2 1 1 5 5 5 4 0 2 0 4 4 2 4 0 0 0 5 1 4 2 2 1 5 5 5 5 2 2 2 1 5 2 1 0 0 0 0 0 0
4 2 1 1 1 1 1 0 5 5 4 5 4 2 2 1 5 5 5 4 4 4 2 2 2 2 2 2 2 2 2 2 2 2 2 0 2 2 2 2
5 4 2 0 1 4 4 0 5 2 5 4 4 5 4 5 1 4 1 4 4 5 4 5 5 5 5 2 0 5 2 4 2 2 2 4 1 4 4 4
2 4 2 5 4 4 4 0 4 2 4 4 0 4 0 5 5 5 5 4 5 4 5 5 5 2 4 4 4 2 2 0 4 5 0 0 0 0 0 0
5 2 1 1 1 2 1 2 4 4 2 4 1 4 1 4 1 5 5 0 5 4 2 2 4 4 4 2 2 4 0 4 2 2 5 2 4 2 1 0
5 2 1 4 4 5 4 2 2 5 5 4 4 5 4 4 5 2 4 4 4 4 4 4 5 5 5 2 4 4 4 4 5 5 5 4 0 2 0 0
4 2 4 4 4 4 4 2 4 2 4 2 4 5 4 4 4 4 4 2 4 4 5 5 5 4 5 2 5 2 4 1 2 4 1 1 0 0 0 0
5 4 2 4 5 4 4 5 4 4 5 5 5 5 4 4 1 5 5 4 4 4 2 5 5 5 5 4 2 5 2 2 5 4 0 4 2 4 1 5
4 2 2 4 4 5 4 2 4 5 5 5 4 5 5 1 1 0 4 4 4 4 5 5 5 5 5 4 4 4 2 5 5 4 4 1 1 1 4 4
4 2 1 5 5 5 5 1 1 2 4 2 4 4 4 4 2 4 4 5 2 4 4 4 4 4 4 4 4 4 2 1 1 1 4 4 1 1 1 4
4 4 2 5 5 5 5 4 4 2 4 4 4 4 4 4 4 4 1 4 4 2 4 4 4 4 4 2 4 4 2 4 4 4 1 1 2 2 1 4
4 4 2 5 5 5 5 4 4 4 4 4 4 4 4 4 1 4 2 2 4 2 4 4 4 4 2 4 4 4 4 2 5 4 4 1 1 2 2 1
4 2 2 1 4 5 5 4 4 4 2 2 4 4 4 2 2 5 4 4 4 4 2 4 2 4 5 4 4 2 4 2 4 2 4 4 2 4 1 4
4 1 1 2 5 5 2 4 2 2 4 4 5 4 4 4 2 5 2 2 2 4 1 2 4 4 2 2 2 1 1 5 2 0 2 0 1 4 5 4
4 2 2 1 2 5 4 5 2 4 4 2 4 2 2 4 5 0 2 4 2 2 2 4 4 2 2 2 4 2 4 2 4 2 4 4 2 1 4 1
5 1 4 2 4 2 2 4 5 0 2 2 4 2 2 2 2 4 2 2 2 4 4 2 4 2 2 0 1 2 4 5 2 0 2 0 1 4 5 4
5 2 1 4 5 4 5 1 2 2 1 4 4 4 4 2 0 5 0 2 2 4 1 4 4 4 2 2 1 2 2 4 4 5 5 0 0 1 1 0
5 2 2 4 5 4 4 4 4 4 4 4 2 2 4 4 2 4 4 2 1 4 5 5 5 4 4 2 4 4 2 4 4 4 2 1 2 1 4 4
5 4 2 5 1 4 2 4 5 2 5 2 4 5 5 2 0 5 0 4 2 0 0 0 5 2 5 4 5 2 2 1 2 4 1 5 0 2 0 4
5 2 4 5 5 5 5 0 4 5 0 2 4 5 5 4 4 4 4 5 4 4 2 4 5 5 5 1 4 4 4 1 5 5 5 5 1 5 1 2
5 2 4 4 5 5 5 5 4 5 5 4 5 4 4 2 2 5 2 4 4 4 4 4 5 5 5 4 4 2 0 2 4 5 2 5 5 4 2 2
2 4 2 4 5 5 5 0 1 4 4 4 2 2 5 2 2 4 1 4 5 4 2 4 5 1 2 4 4 5 5 2 5 5 5 2 4 1 2 4
5 4 4 4 4 4 4 1 4 5 4 4 2 5 4 4 1 5 4 2 4 4 4 4 4 4 4 1 4 4 4 4 4 5 5 5 5 5 5 2
4 4 2 1 5 5 4 1 5 4 5 4 2 4 2 4 4 5 4 4 4 1 1 4 4 4 4 4 2 4 0 5 4 4 1 4 1 1 1 1
5 4 2 2 5 1 5 2 5 4 5 4 2 5 1 2 4 5 4 4 4 5 1 4 5 5 5 2 2 5 4 5 4 5 4 4 4 4 2 4
5 5 4 5 5 5 5 0 2 0 4 5 5 5 1 1 5 4 5 5 4 1 1 1 1 1 5 4 5 5 1 1 0 5 0 0 1 1 1 1
4 2 1 5 4 5 5 4 2 5 5 1 4 4 5 5 4 4 4 4 5 5 4 5 5 5 5 4 4 4 2 5 5 5 4 5 5 5 4 5
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2 4 1 5 4 4 4 0 4 4 0 2 4 4 0 1 0 1 1 4 5 5 4 4 4 5 4 0 4 2 0 2 2 4 1 4 4 0 1 4
5 5 5 4 5 5 5 5 5 5 0 0 4 0 0 5 5 5 5 1 1 5 4 5 5 5 5 4 4 5 1 5 5 5 0 4 5 5 5 5
5 2 2 2 4 5 5 1 2 2 5 5 2 4 4 2 1 5 1 1 4 5 2 5 5 2 4 2 1 2 4 5 2 5 5 2 0 1 4 1
4 1 2 5 4 4 4 1 4 4 4 2 2 4 4 4 1 4 1 5 5 4 2 4 4 4 4 1 1 4 1 2 2 2 2 0 0 0 1 1
5 2 0 2 2 2 2 0 0 0 0 2 5 5 0 0 0 5 0 1 1 5 0 5 5 5 0 0 0 0 5 1 0 5 0 0 0 0 0 0
4 2 4 4 5 5 5 5 5 5 5 5 5 5 4 5 2 1 5 5 5 5 5 4 5 5 5 4 4 5 5 0 4 2 5 0 5 0 5 5
4 4 1 4 4 4 5 4 4 4 1 4 4 4 4 4 1 4 1 4 4 4 1 1 4 1 5 4 4 4 4 4 4 4 4 5 1 4 4 4
4 1 4 1 4 5 5 2 4 4 4 2 4 4 4 4 4 4 1 2 4 4 0 0 0 2 1 0 4 0 0 4 0 4 0 4 2 0 0 0
4 2 1 4 4 5 5 1 4 2 4 4 2 5 1 4 4 4 5 4 4 5 1 2 4 5 5 4 2 5 2 5 5 5 4 4 0 2 4 4
5 2 1 2 5 5 4 4 2 5 2 5 2 4 2 4 2 4 5 4 4 5 4 4 5 4 5 1 4 5 4 4 2 4 5 4 4 2 1 0
2 1 2 5 5 5 5 4 4 4 2 4 2 4 2 4 2 4 2 4 2 4 4 5 5 5 5 5 5 5 4 4 4 4 2 2 4 4 2 2
5 4 4 5 5 5 5 4 5 5 5 5 5 5 5 4 2 5 1 4 4 5 4 5 4 2 4 2 4 2 2 5 4 4 5 4 2 2 2 2
5 2 1 0 2 4 4 0 4 4 2 1 4 4 2 4 1 4 1 2 2 1 4 4 5 2 4 4 5 2 2 1 1 4 0 4 1 4 1 1
4 2 4 4 4 4 4 2 4 4 4 2 4 4 2 2 4 4 4 4 4 4 1 4 4 4 4 2 4 4 4 2 4 4 2 2 2 4 0 4
4 2 2 4 4 4 4 1 1 4 2 5 5 4 5 2 4 4 2 2 4 2 2 4 4 2 2 2 4 4 2 4 4 4 4 1 0 1 0 2
4 1 1 0 5 5 4 2 4 1 4 4 4 1 1 1 1 5 4 2 5 4 1 4 5 4 5 0 4 4 1 4 4 1 0 0 0 0 0 2
5 4 2 2 5 5 5 2 4 4 4 2 2 5 5 2 4 5 1 2 4 4 1 1 4 2 2 1 2 2 1 2 1 4 4 4 5 2 5 5
5 4 2 4 5 2 5 4 4 5 5 4 5 5 4 5 5 4 4 1 4 5 4 2 5 2 2 4 4 5 2 1 2 5 2 5 5 2 4 2
5 2 2 4 4 5 5 1 2 4 2 1 4 4 4 4 4 4 2 4 4 4 4 4 5 4 4 2 4 4 4 4 1 2 2 2 4 4 4 5
5 1 2 2 1 2 4 2 4 4 2 4 4 4 4 5 5 5 4 2 2 5 5 5 5 4 5 4 4 2 2 5 5 4 4 4 4 4 4 4
4 2 1 4 5 5 4 0 2 2 2 0 0 2 4 4 0 4 0 2 1 0 1 2 4 5 5 5 4 4 4 2 2 4 0 4 2 4 1 0
5 2 2 4 1 2 1 4 2 2 4 4 4 5 5 4 2 4 2 1 1 1 4 5 4 4 4 1 4 4 4 1 2 2 2 1 1 1 1 1
4 2 1 4 4 5 5 0 1 1 1 1 1 1 1 1 1 2 1 1 1 1 1 2 4 1 2 1 4 1 4 2 1 1 1 1 1 1 1 2
5 2 4 0 0 0 0 4 4 5 4 2 4 2 2 0 4 4 1 1 1 4 1 5 4 5 5 4 5 0 2 1 1 0 4 2 0 0 2 4
4 2 2 2 5 5 5 1 4 4 4 2 2 4 4 4 4 1 1 2 4 4 0 0 1 2 0 4 0 0 0 4 1 1 1 1 5 0 5 1
1 1 0 4 4 4 4 0 4 4 1 1 4 5 5 5 4 5 4 4 2 4 1 5 5 5 5 0 5 5 0 0 4 4 4 0 0 0 1 0
4 2 1 4 4 4 5 0 5 4 4 5 4 0 1 4 5 4 5 4 0 2 2 1 1 4 1 2 4 4 0 4 2 0 0 1 1 4 0 5
5 1 2 5 5 5 5 2 1 0 4 0 5 1 4 1 5 2 1 4 5 1 0 0 1 2 4 1 1 4 1 4 1 2 4 1 0 0 0 0
4 2 4 5 5 5 4 4 2 4 4 5 4 5 2 4 2 5 2 4 4 5 2 5 5 5 5 4 5 2 0 2 5 5 5 4 5 2 2 2
4 4 1 4 4 2 1 2 2 1 5 5 0 1 1 2 5 5 4 4 1 2 1 5 4 2 4 4 5 4 2 4 1 1 0 0 4 0 0 2
2 5 2 1 1 4 1 4 2 4 4 4 4 1 4 1 1 4 4 1 4 4 1 4 4 2 4 4 4 1 1 1 1 4 1 1 4 4 1 1
5 1 2 4 5 5 5 4 4 5 4 4 5 5 5 5 4 4 5 2 4 4 5 5 5 4 5 1 5 5 4 1 1 4 1 1 4 4 1 1
1 4 2 4 1 2 2 1 4 4 4 4 4 4 1 2 1 4 4 4 5 5 4 4 5 4 4 1 4 4 2 4 4 1 1 1 2 2 1 1
2 4 4 4 0 0 0 5 5 5 4 4 5 4 4 2 2 5 4 4 4 5 5 5 4 4 0 5 5 0 4 4 4 4 1 4 5 5 1 0
5 4 4 1 5 5 2 4 2 4 4 5 2 4 4 4 2 5 4 4 4 4 0 1 4 5 5 5 4 4 4 5 2 5 0 0 0 4 1 1
5 4 4 5 5 5 5 2 1 1 4 1 2 5 5 2 2 4 4 1 4 2 0 0 5 4 4 4 4 4 1 4 2 4 0 2 0 5 0 2
5 4 4 5 4 4 4 4 4 5 4 4 5 5 2 2 5 5 5 2 2 2 5 1 2 5 5 4 1 5 1 5 5 5 5 5 4 2 2 5
5 4 2 4 4 5 5 0 4 5 5 4 2 4 4 5 2 5 4 4 2 5 4 5 5 2 5 2 4 5 2 2 2 4 5 1 2 4 0 0
5 5 4 5 5 5 5 5 5 5 5 5 5 5 4 4 5 5 5 5 5 5 5 5 5 5 5 5 5 4 5 5 5 4 5 5 0 5 0 5
5 2 4 4 4 4 4 4 4 4 2 4 2 4 4 4 4 4 2 4 4 2 4 4 4 4 4 2 4 4 4 4 4 4 2 4 2 1 1 4
1 0 1 4 4 5 5 0 2 4 4 1 4 2 0 1 1 5 2 1 4 1 1 5 5 2 5 0 1 5 4 4 2 4 4 1 1 1 0 1
5 2 4 4 4 5 4 1 4 1 5 4 4 4 1 1 5 4 0 2 2 4 0 4 4 4 4 0 1 5 2 4 4 4 0 0 0 1 0 0
5 2 2 4 4 4 4 1 4 1 4 4 2 4 4 4 4 4 4 2 4 4 4 4 2 2 4 4 4 1 4 4 4 4 4 2 4 1 0 0
2 4 4 4 4 4 2 0 4 4 2 2 4 1 4 4 1 0 1 4 1 5 4 2 4 1 1 4 2 1 2 2 4 2 1 2 2 4 2 2
5 4 2 4 5 5 5 4 4 4 2 4 4 4 4 4 1 4 1 5 4 2 4 5 5 5 5 4 2 4 2 2 2 4 2 4 4 1 2 4
4 4 2 1 4 4 4 4 4 2 5 2 4 1 0 5 4 2 5 5 4 1 4 4 4 1 4 4 1 5 1 4 5 0 1 1 1 1 1 1
4 2 1 0 4 4 4 4 4 4 1 4 1 4 5 4 1 5 1 2 2 1 4 2 4 4 4 1 1 1 1 1 2 1 1 4 4 4 4 5
2 2 2 0 5 5 4 4 5 5 2 5 4 5 5 2 4 4 2 4 2 2 5 4 5 5 5 5 5 4 5 4 5 5 4 2 2 4 4 4
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4 4 1 2 5 5 5 2 4 4 1 4 4 5 4 4 5 4 2 4 5 4 4 4 4 4 4 1 4 4 1 4 4 4 4 1 4 4 1 1
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Appendix M

The Motivation to Read Profile (MRP)

For each statement, would you please circle the ANSWER that best reflects you.

1.My best classmate thinks reading in English is………………….

a. really fun b.fun c. OK to do d. not fun at all

2.I read …………………………..

a. not as well as my classmates b. about the same as my classmates

c. a little better than my classmates d. a lot better than my classmates

3. When I come to a word I do not know in English, I can…………….

a. always figure it out b. sometimes figure it out

c. almost never figure it out d. never figure it out

4. When I am reading in English by myself, I understand………….. …….

a. almost everything I read b. some of what I read

c. almost none of what I read d. none of what I read

5. I am…………………..

a. a poor English reader b. an average reader English c. a good English reader
d. a  very good English reader

6. I worry about what other students think about my performance in reading………....

a. every day b. almost every day c. once in a while d. never

7. When my teacher asks me about what I read in English, I …………

a. can never think of an answer b. have trouble thinking of an answer

c. sometimes think of an answer d. always think of answer

8. Reading in English is………………….

a. very easy for me b. kind of easy for me c. kind of difficult for me d. very difficult
for me

9. When I am in a group talking about what we read in English, I……………..

Full Name :
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a. almost never talk about my ideas b. sometimes talk about my ideas

c. almost always talk about my ideas d. always talk about my ideas

10. When I read in English out loud in the classroom, I am…………..

a. a poor reader b. an average reader c. a good reader d. a very good reader

11. Reading a book in English is something I like to do………………….

a. never b. not very often c. sometimes d. often

12. I tell my friends about what I read in English…………..

a. I never do this b. I almost never do this c. I do this some of the time d. I do this a
lot

13. Students who read a lot in English are…………………

a. very interesting b. interesting c. not very interesting d. boring

14. I think a library is
………….

a. a good place to spend time b. an interesting place to spend time

c. an appropriate place to spend time d. a boring place to spend time

15. Knowing how to read well in English is ……………………..

a. not very important b. moderately important c. important d. very important

16. I think reading in English is …………………………

a. a boring way to spend time b. an acceptable way to spend time

c. an interesting way to spend time d. a great way to spend time

17. I would like for some teachers to read texts out loud to the class………

a. Every day b. almost every day c. once in a while d. never

18. When someone gives me a book for a present, I feel……………………….

a. very happy b. sort of happy c. sort of unhappy d. unhappy

19. My best classmate thinks I am ……………………………………

a. a very good English read b. a good reader

c. an average reader d. a poor reader

20. Next year, I will spend…………………

a. none of my time reading b. very little of my time reading
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c. some of my time reading d. a lot of my time reading

Thank you

Recoding scale
1=4
2=3
3=2
4=1

Self-concept subscale19,2,3,4,5,6,7,8,9,10 Value subscale:11,12,13,14,15,16,17,18,1,20
Scoring: recode*19: a:4,b:3,c:2,d:1 Scoring:11: a:1,b:2,c:3,d:4

2:a:1,b:2,c:3,d:4 12: a:1,b:2,c:3,d:4
recode *3:a:4,b:3,c:2,d:1 recode *13: a:4,b:3,c:2,d:1
recode *4: a:4,b:3,c:2,d:1
5:a:1,b:2,c:3,d:4 14: a:4,b:3,c:2,d:1
recode *6: a:1,b:2,c:3,d:4 15: a:1,b:2,c:3,d:4
7: a:1,b:2,c:3,d:4 recode *16: a:1,b:2,c:3,d:4
recode *8: a:4,b:3,c:2,d:1 recode *17: a:4,b:3,c:2,d:1
9: a:1,b:2,c:3,d:4 recode *18: a:4,b:3,c:2,d:1
10: a:1,b:2,c:3,d:4 recode *1: a:4,b:3,c:2,d:1

20: a:1,b:2,c:3,d:4

Self-concept raw score: /40 value raw score:  /40

Percentage scores: Self-concept:……
Value subscale:….

Full profile:…….



79

Appendix N
Raw data of the Pre-Reward MRP

c c a d b b b a b c d d b b c a d b c c
b c b d a d a a c a d c d d b a b b b b
d c a d a c a c d d c d d d a d d a c a
c b a c b c b b b d c d c c b c c c c c
c c b c b b a a b d c d c c b b c c b b
c c b a b a b a a b d d a c a a d b b b
c c c c b c c a b a a c c b b b c c b a
c c b a b d b a b b b d d b b b d d b a
b d c c b b b a b d d d d c c b c c c b
b c b a b c a b c a c d d c b d d a b b
c c b b b a b b b b d c c c c d d c b a
c b b b a b a b b c d b c b b b b b b b
b c b b d c a b c d d c d b b b d c b a
c b c b b c b a b b c d b d c c d b b a
c c d d b c a b b c c d c d c b c b b b
c a c b b a b b b c d c c b b d c c b b
b c b b b c b a b b b c d c a c c c b b
c a b c b a b b b d c d b b b a c c b c
c c b c a c c a b b d d c c c d c a b a
c c c d b d a a b c a d d d a d d a c a
b d b d b d a a c b d d c c b b d c b a
b c b a b d a b c c d d d c a c d d c a
d c a a a c b a d c a d d b b d d a b a
d a a c d b b b a d d c b a c a c c b b
c c b a a d a a b b b d d b b d c a b b
c c b c b c b a b b b d b c b b d c b b
c c c b b c b a b a d d c d a d d c b a
b a a a a a a a c d d d a b a d c d c d
b c b b b c a a b b c d c c c b b c c c
c c d d b c b b b c c c c b b b c c b d
b d d d b b a a b c d d c b b a b c b c
b b a d a a a c b d d c c b b a b c b c
b d c b b c b b c a d d d c a c c b c a
c c d b b c c a b a b b c c b d d b b b
d a a a a a a d a d d b b a b c d c c d
c c c b b c b a a b d d c c b b d c b b
c c d d b d a a b b d d d b b d d b d b
c c a a a c b a b b b c c c c b d a b a
c c b a a d a a b a d c c c d c c a b a
c c c c a c a b b a d c b b b b d c b b
b c a c a c b a b b c c d d b b d a c a
a c c c b c a b b a b d d b c d d a b a
d b a d b c b d a d d d c a a a b a c d
a a d a a a d b d d d b a a b d a a b d
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b d b b a b a a c a d d d d b a d b b a
c c b b b c b b c b b c d c b b d b c a
a c c d a c b a a a c d b c b d b b c b
c c c a b c a a b a c d a c b b d b c b
b c c d c c a b b c c c d b b c c c b b
c c d c b d b a c a d c d c b d d a b a
d a a c b b b a d c c d b c c b d b c a
d b b b b b b a b a c d b b c a c a b b
c c c a a c b a b b c c d b c c d b b b
c d c c b c a a c b d d b c b b d c b a
c c b c b c b a b a d c c b c b d b b a
c d c c a c b a b b d d d d b b d a b a
b c b c a c a a c a d c c c a d c a c a
d a a d b a a a a d d c a a b b c d d d
d b a a a a b a a c d d a a b b c c c b
d c b c b b a a b a c d c b c b c a b c
b b c b a b b a b d c d c b b c d c c a
c c a a a c b a b a d d d d b a d b b a
b c b a b b a a c c c d b d a a d a b b
d a b a a a a c b a c c d b a b c a b b
b c b c b c a a b c d c c c b c c c b b
b b b a b d b b b b d d b d b b d c b a
d b b b b b a b a a c d d c b d d b b b
d b b b b b a b d d d c d a b b a c b b
c a a c a a c a a d b c d c c a d c b a
d c b c b b b b a a d b c b c b d a b a
c c a c c a b b a a a d b b c d c a a b
c c c b b c b a b b c c c d c a d b c b
d b b b c b b a a b d d c c d a c b b a
d c b c b c b a d c b c d b a b d b b a
b c b b b a a b c d d d b c b b d b b a
b c a d b a b b a d d c d b b b c a b b
c c a b a c b a b a d d c b b b c a b b
c c b c a b a b b a d b c b b b c c b b
b c a a b c b c b a b c b b a b b b b a
d c b d b c a a a d d d b b c b d c a b
c c b b b c b a b b c c c b c b c c b b
c d b a a d a a b a d d d c b d d c b a
c c b c b c c a b a c d b b b b c c b b
c b a c b b b b b c c c c b b c c b b b
c c d c b c a a b d c d d d a d d c b a
d b b b a a b b d b c a c c b c c c c b
b c c d a b a a c a d d d c a c c a c a
b c a a b b b b d b c c b d c b d b b a
b d c b a a a a b a c d a d b b d c d a
c a a d b a d a b b c b c a b b c b b b
c c b c b d b a b b c c d c a c c a b a
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Appendix O
Raw Data of the Post-Reward MRP

a b b a b c b b b b b c a c d b c b c d
d d b b b b a b c b c b a a d d b a a d
d c b a b a b a b b d c b d d c c a b d
a c b a c d d a d c c a b d d b c b b b
d a b b b d c c a a c a b a d b d a d c
c a b a b d a a a c c a a c d b d c c c
c b b a b c c a d b c a a d c b d a c d
d b a a c d a a c c a a c d d a d b b a
c b b a b c c b b b c c b b d b b a c c
c b b a b c c b b b c c b d d c c b c c
c c b a b c d b b b c c a b c b a a c d
c b b b a d a d b b b a b d d a b b d a
c a b b b b c b b b c a a c d b a b c c
d a b a b d d a a c c a a a d d d d d d
d c b a c d d b b c d a b d c c d b b c
c b b b b c b b d b c c a a d d b a c c
d c b a c d a b c c d c a c d d a b b d
d c b a b c c b b b d c a c d c c a c d
c b b b a c b c a b b a a d d a a c c d
d c b a b d c a b b b a b b d b c a b c
c b b b b c b b a b c c b a d d a c c c
c c b a b a c b d b c d a d d d a a c d
b c b b b d d b d b a a d d a b a b b a
c b b a b c a b b b c b b c c b b c d c
b c b a b c c a a b c a b c d b a a a d
b c b a c d b b b c b a b d c b c b b d
a b b b b d b b b b b c b a d b b b c c
b b b b c c d b d c d d a c d d a a b d
c b a b b c c b b b c c a b d c b a b d
b a b c a b a a b b b b c a c d a c d c
c b b b b b c b b b a b c c a b c c c c
b c b b b d d c d b c c c a d c b b c d
c c a a b d d a d b b b a d d c d b b d
d b b b b d c c b b c c a a c b c c c c
c b b b b c b b b b c c a b d c b b c c
c b a b b d d c b b c a a a d d c a c d
c b d b b b c c d b c c a b a d c b c d
c b b a b d d a d b b a a c c b c b c c
c a b b b b c c b b c c a a c c a a c d
c a b b a c b c a b b a b c c b c a c c
c a b b b d a c b c b c b b d b c b b c
a b c b b d b a b b a a a d c a a d b b
c b a b b d d b b b b c b a d d a a b c
b b a a b c d b d c b c a c d b c b c c
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b a b b b c b c a b c c b b d c b a b d
b a b b b c b c a b c c b b d c b a b d
c b b b b d d b b d c c a b d b a b c c
b a a a a a d a b a c c a d d c d a b d
b b a a b b d c d a c d a b d c a a c c
c b a b b d b b d b d c a b d c c a c d
b c b a b c b a b c c a b c c c c b b c
c b b a b d d b b b c c a b d b c a b d
c b d b a c c c a b b b b c c c c b c b
b b b a b d c b b b b b b b c b c b c c
b b b b b d c b b b c a a a c b c a c c
b c a a d d d a c d c b a a d d a a a c
b b b a c d c b c b c c b c b c c b b c
c b b b b a b c b a b c a b d a a a c c
a a a b b c d b b b c c a b c d a a d c
c c b a c d c a b c d c b a d c d a b d
b d a a b c b b b b c c a a d d c a c d
a c a a b d a c b c d b a b c c a b c c
b b b b b c c b b b b b b c c c b b c c
b b b a b c c b b b c c a b d c c a c c
b a d a a d d b d b a a c d d a d c d c
c a b b b b b b b c b c a b d b a a c d
c c b a c d c a b c d b b c c c c a b d
c b c c b c b c d c a a b d c b c c b d
c b b a a d c b b c c a a c d d c b b d
d c b a b c c b c b c c b c c b a b c c
c b b a c d b b b b c c b b c b c a c d
c c a a b c c b c b c c c b c c c b c c
c b b a b d d b d b a a d d c b c c a d
a a b b a c a c d b d a a b b b b b a c
a b b a c c c b b b d c a b d c c b b c
c b a a b b a b b b d a a a d d b a b d
d b b a b d a a d b a a c c a b d b a a
b b b a b d d b b b d c a a d d b a b d
c a b a c b b b a c b c c d c b d c b c
d b b b b d b c b b c a a c c b a b c d
b a a b a d c c b a b c b b c c d b d d
c c b a c c d a c c c c a c d c c a b d
b b b b b c c b b c b b b b c c d b c d
c c d c c c c b c c c c a b d b c a b d
b a a b a a d c b b c c a c c b a a b d
b a b b b c c c b b c a b a c b b b c d
b a b b a c c c b b b a b c b c c b c d
b c b a b c c b c b c c b c c b c b c d
b c b a c c c b b d c c b b c b b a c c
c a a a b d d a b b d a a a c c c a c d
c c b a c d c a b b d b b c c c c a c d
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Appendix P
Pre-and Post-Reward MRP Full Survey Scores

Participants Pre-
RMRP

Full
Survey
Scores

Post-
RMRP

Full
Survey
Scores

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43

42,00
47,00
51,00
53,00
50,00
63,00
54,00
54,00
53,00
46,00
59,00
47,00
52,00
56,00
34,00
43,00
55,00
56,00
42,00
61,00
49,00
56,00
54,00
52,00
52,00
65,00
52,00
64,00
45,00
43,00
55,00
64,00
62,00
56,00
54,00
54,00
59,00
60,00
62,00
60,00
58,00
50,00
62,00

48,00
54,00
44,00
53,00
44,00
46,00
54,00
64,00
47,00
58,00
57,00
45,00
60,00
50,00
49,00
51,00
46,00
52,00
51,00
53,00
48,00
57,00
58,00
53,00
51,00
52,00
55,00
55,00
44,00
45,00
44,00
59,00
57,00
64,00
53,00
58,00
60,00
55,00
59,00
55,00
58,00
47,00
60,00
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44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88
89
90
91

40,00
67,00
59,00
49,00
58,00
64,00
55,00
60,00
54,00
48,00
51,00
59,00
63,00
61,00
61,00
53,00
59,00
36,00
41,00
51,00
64,00
63,00
55,00
59,00
52,00
62,00
59,00
53,00
64,00
60,00
57,00
48,00
57,00
63,00
58,00
47,00
44,00
49,00
55,00
62,00
56,00
57,00
58,00
65,00
59,00
59,00
59,00
47,00

47,00
64,00
60,00
52,00
54,00
70,00
65,00
48,00
56,00
52,00
53,00
57,00
58,00
59,00
63,00
53,00
52,00
51,00
42,00
58,00
58,00
57,00
62,00
54,00
47,00
61,00
52,00
54,00
54,00
56,00
55,00
52,00
54,00
61,00
69,00
56,00
53,00
54,00
45,00
59,00
57,00
56,00
55,00
54,00
52,00
59,00
59,00
47,00
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Appendix Q
Pre-test

Directions: Read the passage. Then answer the questions below.

Long before they can actually speak, babies pay special attention to the speech they

hear around them. Within the first month of their lives, babies' responses to the sound of

the human voice will be different from their responses to other sorts of auditory stimuli.

Line They will stop crying when they hear a person talking, but not if they hear a bell or the

(5) sound of a rattle. At first, the sounds that an infant notices might be only those words that

receive the heaviest emphasis and that often occur at the ends of utterances. By the time

they are six or seven weeks old, babies can detect the difference between syllables

pronounced with rising and falling inflections. Very soon, these differences in adult stress

and intonation can influence babies' emotional states and behavior. Long before they

(10) develop actual language comprehension, babies can sense when an adult is playful or

angry, attempting to initiate or terminate new behavior, and so on, merely on the basis of

cues such as the rate, volume, and melody of adult speech.

Adults make it as easy as they can for babies to pick up a language by exaggerating

such cues. One researcher observed babies and their mothers in six diverse cultures and

(15) found that, in all six languages, the mothers used simplified syntax, short utterances and

nonsense sounds, and transformed certain sounds into baby talk. Other investigators have

noted that when mothers talk to babies who are only a few months old, they exaggerate

the pitch, loudness, and intensity of their words. They also exaggerate their facial

expressions, hold vowels longer, and emphasize certain words.

(20) More significant for language development than their response to general intonation is

observation that tiny babies can make relatively fine distinctions between speech sounds. In

other words, babies enter the world with the ability to make precisely those perceptual

discriminations that are necessary if they are to acquire aural language.

Babies obviously derive pleasure from sound input, too: even as young as nine months

(25) they will listen to songs or stories, although the words themselves are beyond their

Full Name :
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understanding. For babies, language is a sensory-motor delight rather than the route to

prosaic meaning that it often is for adults.

Task one: Circle the best answer for each item
1. What does the passage mainly discuss?

A. How babies differentiate between the sound of the human voice and other sounds
B. The differences between a baby's and an adult's ability to comprehend language
C. How babies perceive and respond to the human voice in their earliest stages of language

development
D. The response of babies to sounds other than the human voice

2. Why does the author mention a bell and a rattle in lines 4-5?
A. To contrast the reactions of babies to human and nonhuman sounds
B. To give examples of sounds that will cause a baby to cry
C. To explain how babies distinguish between different nonhuman sounds
D. To give examples of typical toys that babies do not like

3. Why does the author mention syllables pronounced with rising and falling inflections in lines 7-8?
A. To demonstrate how difficult it is for babies to interpret emotions
B. To illustrate that a six-week-old baby can already distinguish some language differences
C. To provide an example of ways adults speak to babies
D. To give a reason for babies' difficulty in distinguishing one adult from another

4. The passage mentions all of the following as ways adults modify their speech when talking to babies
EXCEPT

A. giving all words equal emphasis B. speaking with shorter sentences
C. speaking more loudly than normal D. using meaningless sounds

5. What point does the author make to illustrate that babies are born with the ability to acquire
language?

A. Babies begin to understand words in songs.
B. Babies exaggerate their own sounds and expressions.
C. Babies are more sensitive to sounds than are adults.
D. Babies notice even minor differences between speech sounds.

6. According to the author, why do babies listen to songs and stories, even though they cannot
understand them?
A. They understand the rhythm.                                    B. They enjoy the sound.
C. They can remember them easily. D. They focus on the meaning of their parents' words.

Source: TOEFL Reading Comprehension (May 2002), retrieved from:

<http://wenku.baidu.com/view/865e5c124431b90d6c85c74d<

Task two: The following words from the text above have their synonyms down in the square.
Try for each word to cross its synonym, then write it in the space provided.

1. The word “emphasis” in line 6 is closest in meaning to…………………………

2. The word “exaggerate” in line 13 is closest in meaning to………………………
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3. The word "diverse" in line 14 is closest in meaning to ………………………….

4. The word "noted" in line 17 is closest in meaning to ……………………………

5. The word “response” in line 20 is closest in meaning to…………………………..

6. The word "delight" in line 26 is synonymous with……………………………….

O V E R S T A T E

B T E T K

S Q D N N L P

E B V C O W Q A G

R D F R I Q A M

V G X V T C B P

E D Y W N F N K
D I F F E R E N T

S T J S H

R E A C T I O N

L M X A W Z Y
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Appendix R
Pre-test Scores

Participants Scores 6 10

1 12 10 10

2 10 6 6

3 20 8 4

4 22 10 10

5 12 10 10

6 12 4 8

7 16 4 10

8 20 6 6

9 8 6 6

10 14 8 6

11 16 4 8

12 6 4 10

13 16 10 10

14 14 10 8

15 12 6 6

16 12 2 8

17 20 6 6

18 18 4 12

19 12 0 0

20 12 6 4

21 16 4 8

22 20 4 8

23 20 8 10

24 16 10 10

25 14 6 10

26 18 8 12

27 16 6 10

28 14 6 8

29 6 4 10

30 16 4 6

31 22 6 6

32 12 8 8

33 18 4 6

34 18 6 12

35 14 8 4



90

36 10 6 6

37 14 8 10

38 14 8 8

39 20 2 4

40 16 12 10

41 0 4 4

42 12 6 10

43 12 4 0

44 16 10 8

45 14 8 4

46 16 8 10

47 10 10 4

48 12 6 8

49 16 4 10

50 18 0 2

51 10 8 8

52 12 8 10

53 4 12 10

54 16 6 8

55 12 6 10

56 12 8 10

57 20 4 6

58 18 4 10

59 12 2 4

60 18 8 8

61 18 4 8

62 10 6 10

63 12 2 8

64 16 4 2

65 6 10 4

66 12 6 4

67 10 4 10

68 6 10 10

69 14 10 6

70 22 4 6

71 16 4 8

72 16 8 12

73 18 6 10

74 18 10 8

75 12 6 6

76 10 6 10
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77 18 10 8

78 10 6 8

79 12 0 8

80 20 8 10

81 8 2 8

82 18 4 8

83 22 4 8

84 14 6 10

85 16 8 8

86 14 6 6

87 12 10 10

88 14 4 12

89 12 6 10

90 16 8 8

Exercise 1 Exercise 2

91 10
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Appendix S
Post-test

The World is Warming

The evidence is clear. Wherever there is permanent ice-Greenland, Antarctica, the
Alps, the Himalayas-that ice is melting. Anybody who has been to high mountains will have
noticed this fact. Scientists agree that the cause for this melting is very simple: The earth’s
atmosphere is warming up.

The melting ice, in turn, is causing sea levels to rise as the extra water from the
melting ice pours into the oceans. Already, sea levels have risen about 8 inches (20cm) in
recent years, and scientists believe they could rise at least another 20 inches (50cm) by the
year 2100. This could put many heavily populated coastal areas at risk. Coastal Florida, the
Nile Delta, Bangladesh, and many other areas would end up under water.

Along with rising air temperatures, the ocean temperatures are also rising. This has
brought changes in weather patterns, with more frequent and more severe storms. Rising
ocean temperatures are also one of the factors in the death of coral reefs in the southern
oceans. These reefs are natural homes to 65 percent of the world’s fish. When the reefs die, so
do the fish.

The warmer air temperatures are also causing changes in the world’s climate zones. In
Europe, the southern countries along the Mediterranean are already becoming drier and more
desert-like. On the other hand, countries in northern Europe, such as Germany and England,
have experienced terrible floods from too much rain. Worldwide, agriculture will soon be
negatively affected in many placed. Life will become more difficult in the poorer countries of
Asia and Africa, which already suffer from poor soil and lack of water. Millions of people
could be forced to leave their homes and countries in search of food and a better life.

The climate changes are affecting wildlife as well. Scientists have noted that some
animals have moved to new areas where temperatures are cooler. The monarch butterfly, for
example, can now be found farther north in California than in the past. Other animals, such
frogs and toads, are disappearing because they are unable to move to a new area or adapt to
the changes.

Why are the temperatures rising? Scientists no longer have any doubts about the cause.
The burning of fossil fuels like coal and petroleum releases dioxide (CO2) into the
atmosphere. CO2 has always been a part of the atmosphere. However, over the past 150 years,
the amount of CO2 released into the atmosphere has increased enormously. At the same time,
the forests that once absorbed CO2 are being cut down. The result is a thick blanket of CO2
that covers the earth, making it warmer.

There is only one way to slow down this warming of the earth and that is by reducing
the amount of CO2 released into the atmosphere. This can be done by replacing fossil fuels
with new energy sources-such as wind power, solar power, or hydrogen fuel cells-that do not
release CO2.

Full Name :

Group :
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Task one: Circle the best answer for each item.

1.What does the passage mainly discuss?

A. solutions to prevent the rising temperatures on earth

B. the increasing temperatures on earth

C. the warmer ocean temperatures

D. how natural changes in the atmosphere are threatening human life

2. By the year 2100, coastal Florida

A. may have cooler water.

B. will be heavily populated.

C. will have coral reefs.

D. could be beneath the surface of water.

3. The passage mentions all the following as impacts of rising ocean temperatures EXCEPT

A. many kinds of marine life will be killed.

B. severe storms.

C. people will be without food and jobs if the coral reefs all die

D. a rapid rise in sea levels.

4. We can infer from this passage that climate change will result in

A. more people moving from developing countries to industrialized countries.

B. fewer people moving from developing countries to industrialized countries.

C. more people becoming farmers in the developing countries.

D. a better life for more people in the developing countries.

5. Why does the author mention a monarchy butterfly in paragraph 5?

A. to demonstrate that it prefers warmer temperatures.

B. it is not affected by climate change.

C. to give a reason that it does not like warmer temperature.

D. to indicate that it cannot adapt to climate change.
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6. According to the passage, what can be done to diminish the warming up of the earth’s

atmosphere?

A. to increase the amount of CO2 in the atmosphere.

B. to use nonpolluting kinds of fuel.

C. to burn more fossil fuels such as coal and petroleum.

D. to emit other kinds of chemicals into the atmosphere.

Source: Beatrice and Mikulecky (2004)

Task two: The following words from the text above have their synonyms down in the square.
Try for each word to cross its synonym, then write it in the space provided.

1. The word permanent in the first paragraph means……………………………………….

2. The word pours in paragraph 2 is synonymous with……………………………………..

3. Affected in the fourth paragraph means………………………………………

4.The word wildlife in the fifth paragraph is closest in meaning to …………………………..

5.The word enormously in paragraph 6 is synonymous with………………………………

6.The word released in paragraph 7 is closet in meaning to…………………………………

A D S F L O O D S I O P
G N Z M W X W E A D A P
L J I U N C W S
K P G M L N S S
W Y E A A I C E M G
Q I S L X U J H
A Z T K S L K K

V B N I O M F P A R T
C W Q N N H N Q G
S G E M I T T E D
E X T R E M E L Y O R
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Appendix T
Post-test Scores

Participants Scores 12 8

1 18 4 8

2 12 10 8

3 22 12 8

4 22 12 8

5 16 10 8

6 20 10 6

7 22 10 8

8 20 6 8

9 18 6 8

10 20 12 8

11 14 12 8

12 16 12 6

13 18 12 8

14 16 12 8

15 20 12 8

16 20 10 10

17 24 10 10

18 24 10 10

19 16 12 10

20 20 12 8

21 12 12 8

22 20 12 10

23 22 12 10

24 20 12 10

25 20 12 10

26 22 8 6

27 22 12 4

28 20 12 8

29 16 8 4

30 20 12 8

31 22 12 10

32 18 4 8

33 22 4 6

34 18 8 6

35 20 12 12
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36 22 12 10

37 18 12 10

38 24 8 12

39 24 12 6

40 14 12 12

41 10 12 10

42 12 6 8

43 22 6 8

44 22 12 8

45 20 12 6

46 12 12 10

47 8 12 10

48 22 12 10

49 22 8 8

50 22 12 8

51 22 12 6

52 14 10 6

53 14 12 12

54 20 12 6

55 24 10 10

56 20 12 4

57 12 10 10

58 18 12 6

59 20 12 12

60 20 12 6

61 18 12 8

62 16 10 8

63 18 8 8

64 14 10 10

65 14 10 10

66 20 12 8

67 20 12 8

68 18 8 8

69 20 12 10

70 20 12 8

71 20 10 8

72 20 10 8

73 20 8 8

74 20 12 10

75 22 10 10

76 18 12 10
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77 24 10 12

78 16 10 2

79 20 12 8

80 18 12 4

81 16 12 6

82 20 12 8

83 20 12 6

84 20 10 12

85 20 12 10

86 16 10 10

87 22 12 12

88 20 12 8

89 18 12 8

90 20 10 12

Exercise1 Exercise2

91 16
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Appendix U

Students’ Gain Scores
Participants Pre-Test Scores Post-test scores Gain scores

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47

12,00
10,00
20,00
22,00
12,00
12,00
16,00
20,00
8,00
14,00
16,00
6,00
16,00
14,00
12,00
12,00
20,00
18,00
12,00
12,00
16,00
20,00
20,00
16,00
14,00
18,00
16,00
14,00
6,00
16,00
22,00
12,00
18,00
18,00
14,00
10,00
14,00
14,00
20,00
16,00
0,00
12,00
12,00
16,00
14,00
16,00
10,00

18,00
12,00
22,00
22,00
16,00
20,00
22,00
20,00
18,00
20,00
14,00
16,00
18,00
16,00
20,00
20,00
24,00
24,00
16,00
20,00
12,00
20,00
22,00
20,00
20,00
22,00
22,00
20,00
16,00
20,00
22,00
18,00
22,00
18,00
20,00
22,00
18,00
24,00
24,00
14,00
10,00
12,00
22,00
22,00
20,00
12,00
8,00

6
2
2
0
4
8
6
0
10
6
-2
10
2
2
8
8
4
6
4
8
-4
0
2
4
6
4
6
6
10
4
0
6
4
0
6
12
4
10
4
-2
10
0
10
6
6
-4
-2
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48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88
89
90
91

12,00
16,00
18,00
10,00
12,00
4,00
16,00
12,00
12,00
20,00
18,00
12,00
18,00
18,00
10,00
12,00
16,00
6,00
12,00
10,00
6,00
14,00
22,00
16,00
16,00
18,00
18,00
12,00
10,00
18,00
10,00
12,00
20,00
8,00
18,00
22,00
14,00
16,00
14,00
12,00
14,00
12,00
16,00
10,00

22,00
22,00
22,00
22,00
14,00
14,00
20,00
24,00
20,00
12,00
18,00
20,00
20,00
18,00
16,00
18,00
14,00
14,00
20,00
20,00
18,00
20,00
20,00
20,00
20,00
20,00
20,00
22,00
18,00
24,00
16,00
20,00
18,00
16,00
20,00
20,00
20,00
20,00
16,00
22,00
20,00
18,00
20,00
16,00

10
6
4
12
2
10
4
12
8
-8
0
8
2
0
6
6
-2
8
8
10
12
6
-2
4
4
2
2
10
8
6
6
8
-2
8
2
-2
6
4
2
10
8
6
4
6
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Appendix V

The Intrinsic Motivation Inventory

This questionnaire has been developed to gather feedback regarding your motivation
towards the different reading activities you performed with your Written Expression teacher,
during this semester. There is no right or wrong answer, and we assure you that your names
and responses remain anonymous. For each statement, please circle the number from 0 to 5
which indicates your level of agreement with that statement.

0                         1                        2                               4                             5

Strongly disagree      Disagree Neutral Agree              Strongly agree

Interest enjoyment subscale

1.I enjoyed the reading activities in the Written Expression sessions very much 0 1 2 4 5

2.The reading activities in the Written Expression sessions were fun to do 0 1 2 4 5

3.I think the reading activities in the Written Expression sessions were interesting 0 1  2  4 5

4.I think the reading activities in the Written Expression sessions were not interesting

0 1 2 4 5

Competence subscale

5.I think I am good at the reading activities we performed in the Written Expression sessions

0 1 2 4 5

6.I am skilled in the reading activities we did in the Written Expression sessions 0 1  2  4
5

7.After performing the reading activities in the Written Expression sessions, I felt I was
competent in these activities.

0 1 2 4 5

8.I did not do well in the reading activities in the Written Expression sessions 0 1  2  4 5

Effort subscale

9. I put a lot of effort into the reading activities we performed in the Written Expression
sessions 0 1  2  4  5

Full Name :
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10. It was very important to me to do well in the reading activities we performed in the
Written Expression sessions

0 1 2 4 5

11. I tried very hard while performing the reading activities in the Written Expression sessions

0 1 2 4 5

12. I did not do my best in the reading activities in the Written Expression sessions

0 1 2 4 5

Value/importance subscale

13. I believe doing the reading activities in the Written Expression sessions is beneficial to me

0 1 2 4 5

14. I think these are important reading activities 0 1 2 4 5

15. I think doing these reading activities is helpful 0 1 2 4 5

16. I think doing these reading activities in the Written Expression sessions was not important
0 1 2 4 5

Pressure/tension subscale

17.I felt worried while doing the reading activities in the Written Expression sessions
0 1 2 4 5

18.I felt stressed when doing the reading activities in the Written Expression sessions

0 1 2 4 5

19. I was very anxious while doing the reading activities in the Written Expression sessions

0 1 2 4 5

20. I was very relaxed while doing the reading comprehension activities 0 1  2  4  5
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Appendix W

Raw Data of the IMI in the No-Reward Condition

2 4 2 1 2 1 1 2 4 4 4 1 5 4 4 1 1 2 2 1
5 5 5 5 4 4 4 1 4 5 4 1 5 5 5 5 5 1 1 2
2 4 4 5 2 4 4 2 2 4 0 2 4 2 4 5 5 2 1 2
2 4 2 2 4 2 4 5 0 2 0 5 2 2 2 1 5 5 2 5
2 4 5 1 2 4 2 2 4 4 4 1 4 4 5 1 2 2 1 2
4 4 4 5 4 4 4 2 4 4 4 5 4 4 4 5 5 2 5 0
4 4 5 1 2 4 2 1 2 2 2 1 4 4 4 1 1 2 1 4
5 5 5 1 4 4 2 2 4 4 1 1 5 4 5 1 2 1 2 4
2 0 5 5 4 2 1 2 1 4 4 1 5 5 5 5 2 2 2 0
0 0 0 5 1 5 0 0 0 0 0 0 0 0 0 0 5 1 2 2
5 5 5 1 4 4 2 1 2 4 2 2 5 4 4 2 2 2 2 4
2 2 4 2 2 2 2 2 4 4 4 5 2 4 4 1 1 2 1 2
2 1 2 1 1 4 4 2 4 4 1 5 5 4 5 5 5 2 5 4
4 4 5 1 2 1 2 2 4 5 4 1 2 2 4 1 1 2 2 4
1 2 5 5 2 1 0 2 5 5 5 5 5 2 5 5 2 2 2 4
2 4 2 0 1 1 2 2 1 4 1 2 5 4 4 5 1 2 2 1
5 5 5 5 5 4 4 1 5 5 2 2 5 5 5 1 2 2 2 2
4 4 4 5 4 4 4 2 5 5 4 1 4 4 4 1 5 1 1 4
4 5 5 5 2 2 2 1 4 5 5 5 4 4 4 2 1 1 1 4
0 0 1 0 1 2 5 0 0 1 1 0 0 0 5 0 2 2 2 2
4 4 4 2 2 2 2 2 2 4 2 2 4 2 2 2 1 2 2 1
1 4 4 5 4 2 2 2 4 4 4 5 4 4 4 5 2 2 5 2
2 4 5 5 4 2 2 2 4 4 5 1 5 4 4 5 5 1 5 4
5 5 5 5 5 5 4 0 5 5 4 5 5 4 5 5 5 2 0 5
4 5 4 2 4 4 4 2 4 5 5 2 5 5 5 2 2 1 2 4
4 4 4 1 2 2 4 1 4 4 2 2 4 4 4 1 2 1 2 1
2 2 5 5 4 2 2 5 4 4 5 5 5 4 5 5 1 2 1 5
4 2 4 1 2 2 4 2 1 4 5 1 5 4 4 1 1 2 2 4
1 2 4 2 2 2 0 2 0 1 0 0 2 1 2 2 0 5 5 4
5 4 4 1 2 4 4 2 4 4 2 2 5 5 4 2 5 5 1 4
4 4 4 1 4 2 4 2 4 4 2 2 2 4 5 5 5 2 5 4
0 0 1 0 4 4 4 2 1 1 1 1 2 1 0 2 2 2 2 2
5 1 2 2 1 1 1 2 4 4 4 2 2 2 2 2 2 2 0 1
0 0 0 5 0 1 0 5 0 0 0 1 0 0 0 1 5 5 1 1
5 4 4 1 4 4 1 2 1 4 1 1 5 4 5 1 1 1 2 5
1 1 1 2 0 1 2 1 1 2 2 0 2 5 5 1 1 1 2 4
2 2 2 2 2 2 2 2 2 2 4 1 2 4 2 1 2 2 2 0
5 4 4 5 4 2 4 1 1 4 1 1 4 4 4 1 1 2 2 1
2 2 4 1 4 2 5 5 4 5 1 1 5 5 5 5 5 2 2 1
2 2 4 2 4 2 1 1 1 4 1 2 4 2 4 1 1 1 1 4
4 5 5 5 4 4 4 1 1 4 1 2 5 4 5 5 1 2 1 0
4 4 4 5 4 2 2 2 1 0 2 2 2 4 2 1 2 5 5 4
2 1 2 5 1 1 1 2 4 5 4 5 5 2 4 1 2 1 2 0
4 4 4 1 1 4 1 1 1 2 1 2 4 4 4 1 1 1 2 4
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5 5 5 5 2 2 2 2 0 4 2 2 4 4 4 2 5 2 2 4
5 2 4 5 2 4 1 2 4 5 4 1 2 4 5 1 2 2 1 5
4 4 4 0 4 4 4 2 2 4 4 1 4 4 4 1 2 2 2 1
5 4 5 5 2 2 1 2 2 5 5 5 5 5 5 5 1 2 2 4
2 2 4 1 4 4 2 0 1 5 1 0 0 2 5 0 5 5 2 2
2 2 4 1 2 2 2 2 4 2 1 1 1 1 1 1 1 1 1 1
4 4 1 1 2 2 2 1 1 4 5 1 5 5 5 1 0 0 1 1
4 4 4 1 4 4 2 1 4 4 4 1 2 2 2 1 2 2 2 2
5 5 4 1 2 2 4 1 4 4 5 5 4 4 4 1 1 1 1 4
2 1 5 5 4 2 4 1 4 5 5 5 5 4 4 1 1 2 2 5
4 4 5 5 2 4 4 2 4 4 4 1 4 4 4 5 5 5 0 4
2 2 2 2 2 2 2 2 4 4 4 2 4 4 4 1 1 1 1 4
2 2 2 1 2 2 2 2 4 4 2 5 2 4 4 1 1 1 1 2
5 2 2 1 4 2 1 1 2 1 2 1 2 2 2 2 2 2 2 0
4 4 5 1 2 2 2 1 4 4 5 5 5 5 5 5 1 2 1 4
2 2 2 5 2 2 2 1 4 4 4 5 2 2 2 5 2 2 2 2
4 4 4 5 2 4 2 2 1 2 1 5 4 5 5 5 1 5 2 4
2 4 5 2 4 2 2 1 4 4 4 2 4 2 5 2 1 2 2 2
4 4 4 1 4 2 4 1 2 4 2 2 4 4 4 5 5 5 5 4
2 1 4 5 1 1 2 0 5 4 5 5 4 4 4 5 5 2 2 0
4 5 4 1 4 2 4 2 4 4 2 2 4 4 4 5 2 2 2 4
2 1 2 2 2 2 2 0 5 4 5 5 2 4 5 1 2 0 2 1
5 5 5 5 4 5 4 1 5 4 4 1 4 4 4 5 5 5 1 4
4 5 4 5 1 1 2 0 0 4 2 1 5 5 4 5 1 1 1 4
4 4 4 1 4 4 2 4 2 5 4 2 4 4 4 2 2 2 2 1
1 0 4 0 2 2 2 2 5 4 5 5 5 5 5 5 2 2 1 1
4 4 4 1 2 2 2 1 4 4 4 1 4 4 4 1 2 2 2 1
2 4 1 5 2 2 2 2 2 5 5 5 5 4 4 1 2 2 1 0
5 4 4 5 4 4 4 5 5 5 4 5 5 5 5 5 5 5 1 5
2 4 0 2 2 4 4 2 1 1 1 2 2 0 1 2 2 5 0 1
4 4 4 1 4 4 2 2 1 4 1 2 4 2 4 1 2 2 2 2
2 1 2 5 5 4 4 5 2 1 1 2 2 1 2 2 1 5 5 4
5 5 5 0 2 2 4 2 2 2 2 2 5 4 5 5 5 5 1 4
4 4 4 1 2 2 2 1 1 1 4 1 4 2 2 2 1 1 1 4
4 4 5 2 5 4 2 2 4 5 4 2 4 5 5 2 1 1 1 4
4 2 4 1 2 2 2 2 2 4 4 1 4 2 4 1 1 2 2 1
5 5 5 5 4 4 4 1 5 5 5 5 4 4 5 5 1 1 1 2
2 1 4 1 4 2 2 1 2 4 2 1 4 2 4 2 1 1 2 4
4 4 4 5 2 4 4 0 0 4 0 0 4 2 4 1 1 1 2 2
4 4 4 1 4 4 2 1 2 2 1 2 5 4 5 1 1 1 1 4
4 4 5 5 4 1 2 1 1 4 1 2 5 5 5 2 5 2 5 4
5 5 5 5 2 2 2 1 4 4 4 5 5 5 4 5 2 2 2 1
5 4 4 5 2 2 2 2 4 2 4 5 4 2 4 5 2 2 2 0
2 5 1 5 1 5 5 1 2 5 2 2 2 2 5 0 5 5 5 0
1 4 1 2 5 5 5 2 0 4 2 2 2 4 5 0 2 1 2 1
4 4 5 5 2 2 4 2 1 4 0 0 4 4 2 1 5 5 5 5
2 4 4 5 4 4 2 5 5 4 5 5 5 4 5 5 5 0 2 2
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Appendix X

Raw Data of the IMI in the Reward Condition

2 1 1 1 1 1 2 1 4 4 4 2 5 5 5 5 1 1 2 1
5 5 5 5 4 4 5 4 2 5 1 5 5 5 5 5 5 5 5 5
1 1 1 1 2 2 2 1 1 1 1 1 5 5 5 4 2 2 2 2
2 2 2 4 4 4 4 4 0 2 0 1 2 4 4 4 5 5 4 5
4 2 5 5 2 2 4 2 4 4 2 2 4 4 5 2 2 4 2 5
4 4 4 5 5 5 4 4 2 4 4 1 4 4 4 4 1 1 4 1
2 2 2 4 4 4 2 4 4 4 4 4 4 4 4 4 4 2 4 4
1 1 4 5 2 2 2 4 2 2 4 5 2 4 5 5 5 5 5 4
5 0 5 5 4 2 2 2 5 5 5 4 5 5 5 5 4 4 1 1
5 5 5 5 2 4 4 4 5 5 4 5 5 5 5 5 4 4 4 4
2 2 5 5 4 2 2 4 0 5 0 2 5 5 4 2 5 5 5 5
4 4 2 4 4 2 2 4 4 4 4 2 4 4 4 4 2 2 2 2
2 2 4 4 2 4 2 1 4 4 4 2 4 5 4 4 2 2 1 5
4 4 5 5 2 2 2 2 4 2 4 4 4 5 5 5 1 1 1 2
1 2 2 4 2 1 2 1 2 2 4 2 4 2 4 2 4 4 2 4
4 4 4 4 4 4 4 4 1 1 1 4 2 4 2 4 2 4 4 1
5 4 5 4 4 4 4 4 4 5 5 4 5 5 5 4 2 4 4 4
4 4 4 4 2 2 2 2 4 4 2 4 4 4 5 4 2 4 2 4
5 5 2 5 4 4 2 4 5 4 5 5 5 5 5 4 2 0 2 1
2 0 0 2 5 4 0 0 1 5 2 0 5 2 5 0 0 0 5 2
2 2 4 4 2 2 2 4 1 4 2 2 5 4 4 4 2 4 4 2
0 2 1 1 1 0 4 1 5 1 4 0 4 4 4 4 5 1 1 0
4 2 4 4 4 2 2 2 5 4 2 4 5 4 2 4 2 4 2 4
5 5 5 2 5 4 2 2 2 5 2 2 5 5 5 2 2 2 4 5
4 4 4 4 4 4 4 4 2 5 4 4 5 5 5 5 4 4 4 4
4 4 4 5 4 4 4 4 4 4 4 4 4 4 4 5 5 4 5 4
2 4 4 4 2 2 1 4 2 4 2 4 4 4 4 4 4 4 4 4
4 4 4 4 4 2 4 4 2 4 2 2 4 4 4 4 2 2 1 2
4 2 4 4 1 1 2 2 2 1 4 4 4 4 4 4 1 1 4 2
5 4 4 4 4 2 1 4 2 2 2 1 4 4 4 2 2 4 4 2
4 4 4 4 2 2 2 2 2 4 2 2 4 4 4 5 2 2 2 4
4 4 5 5 4 2 4 4 2 5 2 1 4 4 4 5 4 4 4 4
2 4 4 4 1 1 4 2 4 4 4 4 4 5 5 5 2 2 2 2
2 1 4 5 2 2 0 4 0 0 0 0 4 4 4 5 5 5 5 5
4 4 2 4 2 2 4 4 4 4 1 5 5 4 4 1 1 5 1 1
4 4 4 5 4 4 2 4 2 4 2 1 4 4 4 2 4 4 4 2
2 2 4 4 2 4 4 4 4 4 4 4 4 2 4 4 1 4 4 4
2 4 4 5 1 1 2 4 2 5 5 5 5 5 5 5 5 2 5 2
0 1 2 2 4 4 2 4 1 4 2 0 4 2 2 2 4 4 4 2
2 2 2 4 2 2 2 1 1 4 0 0 4 4 4 2 4 4 4 4
5 5 5 5 4 2 2 2 4 5 4 4 4 4 4 5 1 4 4 4
5 5 5 1 2 2 2 2 4 4 4 4 5 5 5 5 4 4 4 2
2 1 4 4 4 2 2 1 2 4 1 1 4 4 4 4 2 2 4 4
4 2 4 4 4 4 4 2 4 4 4 4 4 4 4 4 4 4 4 2



106

4 4 5 4 4 4 2 4 4 5 4 2 5 5 5 4 2 2 4 5
4 4 5 4 2 2 4 2 4 5 4 2 4 4 5 4 4 4 4 2
4 4 4 5 2 2 2 4 1 4 1 4 5 5 5 5 2 4 4 2
5 5 5 5 2 2 4 4 1 5 1 5 5 5 5 5 4 4 4 5
0 0 0 0 2 4 0 5 0 0 0 0 0 0 0 2 5 5 5 5
1 2 1 1 4 4 4 4 1 2 0 4 4 1 4 4 4 4 4 1
2 2 2 2 4 2 4 4 2 2 2 1 2 4 2 1 2 2 1 2
2 2 4 4 2 2 2 2 2 2 2 1 4 5 5 4 4 4 2 4
2 2 2 1 4 4 2 2 2 2 2 2 2 2 2 2 2 2 2 4
4 4 5 5 2 2 2 4 4 5 5 5 1 5 5 4 5 5 2 4
2 2 1 4 4 2 1 4 2 1 4 4 5 5 5 4 2 2 2 4
4 4 4 5 2 2 2 5 4 4 4 2 4 4 1 2 1 2 2 2
2 2 2 4 2 4 2 4 2 4 2 4 4 4 4 2 4 2 1 4
2 4 2 1 2 4 2 4 2 4 2 1 1 2 2 2 4 2 5 4
5 5 5 5 2 2 4 2 4 5 4 4 4 5 5 5 4 4 4 4
1 1 2 4 1 1 1 2 1 2 1 1 4 4 4 5 4 4 4 4
4 4 5 4 2 2 4 4 4 5 4 5 4 4 5 5 4 4 2 4
2 4 4 5 4 4 5 4 0 5 4 0 0 5 5 4 5 4 4 5
5 5 4 5 4 4 4 4 4 4 1 4 4 4 4 5 4 4 4 4
2 2 4 5 2 2 4 4 4 4 4 4 2 4 4 5 1 1 1 1
2 2 4 5 4 4 2 4 2 4 2 2 5 5 5 5 2 2 2 2
2 2 1 1 2 4 0 2 0 0 0 4 1 0 0 0 2 2 4 4
4 4 4 4 4 4 4 4 1 1 1 4 1 1 4 4 4 4 5 5
4 4 4 4 2 2 4 4 1 4 1 4 5 5 5 4 1 4 2 1
2 4 5 4 2 2 4 4 4 4 4 4 4 4 4 4 4 4 4 2
5 5 4 5 2 2 2 1 5 5 4 5 5 5 5 5 4 4 4 2
4 4 4 5 4 4 4 5 2 4 1 4 4 4 4 4 4 4 4 4
2 1 4 4 2 4 4 4 4 5 4 4 5 4 5 4 4 2 4 4
4 4 5 5 4 2 2 5 4 5 5 5 4 5 4 5 2 1 5 2
0 2 0 0 0 4 2 2 2 4 2 2 4 2 5 2 1 1 1 4
4 2 4 4 4 4 4 4 2 4 2 2 4 2 4 4 4 4 4 4
4 2 5 5 2 2 2 1 4 4 4 1 2 5 4 0 5 5 2 0
2 2 4 5 2 4 4 2 2 5 5 5 4 5 5 5 5 2 4 4
5 4 5 5 4 4 4 4 5 5 1 4 5 4 5 5 5 5 5 2
4 4 4 4 4 2 4 4 4 4 4 4 4 4 4 4 2 2 2 2
4 4 5 5 4 4 4 4 4 4 1 4 5 4 4 4 4 4 4 4
2 4 4 2 2 2 2 1 4 4 2 2 5 5 4 5 4 1 4 1
2 2 1 1 4 4 2 4 1 4 2 5 2 2 2 4 2 4 5 4
4 4 4 4 5 5 4 4 1 4 0 4 4 4 4 5 4 4 4 4
4 4 4 4 4 2 2 4 2 2 2 2 5 2 4 5 4 4 4 4
2 1 2 2 4 2 2 4 4 4 4 5 4 4 4 4 5 5 5 4
2 2 4 5 2 1 2 4 2 4 4 4 4 4 4 4 2 2 5 0
5 5 5 5 4 4 4 4 5 5 4 4 5 4 5 4 2 1 2 2
4 2 4 4 2 2 4 4 4 4 2 4 4 4 5 5 2 5 5 4
5 5 5 5 4 2 4 5 5 5 5 5 5 5 5 5 1 5 5 1
5 5 5 1 4 4 4 5 4 4 4 1 4 4 4 1 5 5 5 5
4 4 4 5 4 4 4 5 0 2 1 1 4 4 4 4 5 5 5 5
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Appendix Y

Checklist

Topic :

Group:

Alloted time for reading
Observed time for reading
Students who are reading
Students who are talking
Students interacting with each other
Students who use dictionary
Students who are writing their answers
Students who participate
Students who hesitate to participate
Students who answered correctly
Is the topic interesting? Yes Partly No
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Appendix Z

Short Stories



Résumé

Cette thèse a pour but d’examiner l'impact à long terme d’un type de récompenses

extrinsèques, liées à des activités de lecture intensive sur la motivation intrinsèque, la

motivation à lire et la performance des étudiants en activité de lecture. Le présent travail

s’appuie ainsi sur trois hypothèses exploratoires qui sont: Une récompense contingente

(utilisant des histoires courtes) offerte pour récompenser les performances des apprenants

dans les activités de compréhension de lecture, augmenterait la motivation intrinsèque des

élèves. Une récompense extrinsèque octroyée aux apprenants ayant réalisé une performance

réussie dans les activités de compréhension de lecture, pourrait  améliorer cette

performance.Une récompense extrinsèque (des histoires courtes) offerte pour une

performance réussie en lecture comprehensive pourrait stimuler la motivation des apprenants

pour la lecture. Afin de valider les hypothèses précédentes, un échantillon de 91 étudiants de

deuxième année, choisis auprès d’une population de 671 étudiants LMD, en licence d’anglais,

au Département de Lettres et Langue Anglaise-Université des Fréres Mentouri a été affecté à

deux conditions expérimentales. La première concerne la condition de non-récompense, dans

laquelle les apprenants ont été impliqués dans la lecture et l'exécution des activités de lecture

intensive. La seconde concerne la condition de récompense, dans laquelle les apprenants ont

effectué des activités de lecture intensive. La réussite de leur performance a été ainsi

récompensée concrètement par l’octroi d’une courte histoire imprimée. L’évaluation de  leur

niveau de motivation intrinsèque en ce qui concerne les tâches ciblées a été effectuée à la fin

des deux conditions expérimentales. De cette manière, la motivation de lecture a été évaluée

en conséquence pour déterminer statistiquement le degré de la motivation à lire dans les

situations de pré et post réponses, et, de comparer, de cette manière, leurs performanes dans la

compréhension de la lecture pré-et post-récompense. Les principales conclusions corroborent

le fait qu'il y a une différence statistiquement significative entre les deux conditions

expérimentales, ce qui indique que des histoires courtes peuvent être de bonnes incitations



pour améliorer la motivation intrinsèque et la performance des étudiants de premier cycle

EFL.Cependant, l’usage des histoires courtes n’a pu reinforcer leur motivation pour la lecture.

Mots-clés: Récompense extrinsèque, des activités de lecture intensive, la motivation

intrinsèque, la motivation à lire, la performance



ملخص

ذات صلة بالقراءة في بیئة مكثفة في القراءة على كل من  ةلمكافأتأثیر المدى الطویلاألطروحة إلى تحلیل ھده تھدف

إذا تم تسلیم مكافأة.ھدا العمل ادن  مبني على  تالت فرضیات استكشافیة.و أداءھمللطلبة رغبتھم القرائیةالدافع الذاتي 

إذا تم منح مكافأة .كمعیار لتمیز في أنشطة القراءة و الفھم، إذن الرغبة الذاتیة لطلبة ستعزز) قصص قصیرة(خارجیة 

إذا تم عرض .بسبب  أداء الطلیة الناجح  في أنشطة القراءة و الفم، إذن أداء الطلبة  سیتحسن) قصص قصیرة(خارجیة  

لتحقق من صحة . ،إذن الرغبة القرائیة لطلبة ستعززجیدوفھميقرائيأداءألجل ) قصص قصیرة(مكافأة خارجیة 

في السنة التانیة بقسم اللغة االنجلیزیة و االداب كلغة اجنییة طلبة مسجلون . د.م.ل91عینة تتكون من ،الفرضیات التالتة

شارك الطلبة في القراءة و أنشطة ظرف الالمكافأةفي.وري قسنطینة خضعت لظرفین تجریبیي  بجامعة االخوة منت

أدو أنشطة القراءة المكتفة أداؤھم ظرف المكافأةفي .القراءة المكتفة حیت أن المكافأة   كانت داخل األنشطة التجریبیة

مخزون الدافع الذاتي تم إعطا ؤه عند نھایة الظرفین التجریبیین من . الناجح كوفئ بشكل ملموس عن طریق قصص قصیرة

وعلى نفس المنوال ملف التحفیز على القراءة .مستویاتھا الظرفیة من الدوافع الذاتیة فیما یتعلق بالمھام المستھدفةقیاساجل 

تم منحھ متشابھا لكي نحدد إحصائیا رغبتھم القرائیة قبل وبعد الحافز و لنفس الھدف اختبارات قبلیة و بعدیة للمقارنة بین 

انبتت النتائج الرئیسیة انھ كان ھناك فارق  ذا إحصاءي داللي  بین  الظرفین التجریبیین. زأداؤھم القرائي قبل و بعد الحاف

لطلبة اللغة االنجلیزیة كلغة انجلیزیةمشیرا إلى أن القصص القصیرة یمكن أن تكون حوافز جیدة لتعزیز الدافع  الذاتي 

.     ؛لكن ، لم یكن ھناك مجال للقصص القصیرة لزیادة رغبتھم القرائیة;واألداء

األداء , رغبة القراءة, الدافع الذاتي , قراءة مكثفة , مكافأة متعلقة بالقراءة :الكلمات المفتاحیة 
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