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ABSTRACT 

 

Reading in English a foreign language is an essential skill for 21
st
-century professionals 

since this is the language in which most academic, scientific and professional texts are 

published. While many English for General and Academic Purposes (EGAP) in 

universities around the world include all communicative skills, reading continues to be 

in the core of teaching. However, educating fluent readers in a target language requires 

knowledge of students’ reading habits and their attitude towards reading as these 

influences their performance. This study was carried out with 109 participants from first 

level EGAP course in the Universidad del Valle. Following a quantitative approach, 

descriptive-correlational scope and an ex-post facto design, the study used a 26-item 

questionnaire to collect data on students’ previous English study, past access to books, 

reading for pleasure and perceived reading comprehension efficacy, frequency of 

reading in both L1 and L2, attitudes towards reading, willingness to read, reasons for 

reading or not reading in English. Results show different interactions between 

experience learning English prior to entering the university, reading habits in the L1 and 

the habits and attitudes towards reading in the L2. When considering sociodemographic 

variables such as sex, age and program of studies, these did not yield significant 

differences in reading frequency, but sex and program did influence reading attitudes. 

Based on the findings, implications and suggestions for the design of programs that 

foster and improve reading skills in the target language are proposed.  

 

Key words: Reading, L2 reading, Reading habits, Reading attitudes. 
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RESUMEN 

La lectura en inglés como lengua extranjera es una habilidad esencial para los 

profesionales del siglo XXI, ya que este es el idioma en el que se publican la mayoría de 

los textos académicos, científicos y profesionales. Si bien muchos cursos de inglés con 

propósitos generales y académicos (IPGA) en universidades de todo el mundo incluyen 

todas las habilidades comunicativas, la lectura sigue estando en el centro de la 

enseñanza. Sin embargo, educar a lectores fluidos en la lengua meta requiere del 

conocimiento sobre los hábitos de lectura de los estudiantes y su actitud hacia la lectura, 

ya que estos influyen en su rendimiento. Este estudio se realizó con 109 participantes 

del curso de primer nivel de IPGA en la Universidad del Valle. Siguiendo un enfoque 

cuantitativo, de alcance descriptivo-correlacional y un diseño ex post facto, se utilizó un 

cuestionario de 26 preguntas para recopilar datos sobre estudios anteriores en inglés de 

los estudiantes, el acceso a libros, la lectura por placer, la eficacia percibida de la 

comprensión de la lectura, la frecuencia de lectura tanto en L1 como en L2, actitudes 

hacia la lectura, disposición para leer, razones para leer o no leer en inglés. Los 

resultados muestran diferentes interacciones entre la experiencia de aprender inglés 

antes de ingresar a la universidad, los hábitos de lectura en L1 y los hábitos y actitudes 

hacia la lectura en L2. Al considerar las variables sociodemográficas como el sexo, la 

edad y el programa de estudios, estas no produjeron diferencias significativas en la 

frecuencia de lectura, pero el sexo y el programa influyeron en las actitudes hacia la 

lectura. Sobre la base de los hallazgos, se proponen implicaciones y sugerencias para el 

diseño de programas que fomenten y mejoren las habilidades de lectura en lengua meta. 

Palabras clave: Lectura, lectura en L2, hábitos de lectura, actitudes hacia la lectura.  
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INTRODUCTION 

 

This project emerged from the need to design possible strategies to make a reading club 

appealing and agreeable to the students in the context of the EGAP courses at 

Universidad del Valle. Reading clubs are a space that opened to the students with 

learning purposes and to encourage independent contact with English. Yet, the clubs 

have not reached their full potential since attendance is low. With this in mind, this 

project aimed to study students’ reading habits and their attitude towards reading in a 

small-scale study with 109 students from the aforementioned academic context from 

different careers taking the first level of EGAP.  

For guiding the theoretical construction of this project, the concept of reading, in 

terms of definitions, different types, abilities, reading in the second language and 

teaching reading approaches, was developed for understanding this skill in terms of 

language learning. Also, the term ―reading club‖ which is a modern concept used in this 

case as a learning space for practicing the language in a different context was briefly 

reviewed. In order to understand reading habits and attitudes the concepts of motivation 

to read and motivation to read in the L2 were included.  

The analysis of this study was carried through the answers of the participants to 

a 26-item questionnaire and divided in student’s reading habits in L1 and L2, student’s 

attitudes towards reading and factors that influenced these habits and attitudes. In 

addition, the students were asked what topics and genres they are more interested in 

reading with the purpose of including these reported preferences in the English reading 

club and draw suggestions for in class reading.  

Apart from the description of reading habit and attitudes based on students 

answers to the questionnaire, we also applied a number of statistical tests in order to 

identify interactions between factors that might influence and predict attitudes towards 

reading in English. These analyses show the influence Spanish reading habits have in 

the English reading habits and attitude. They also show the importance of the teacher in 

the classroom for motivating student to read more. A previous contact with the target 

language is also an influencer factor in English reading. For these reasons we made the 

suggestion of creating more spaces for reading, emphasizing the importance of reading 

either in Spanish or English, and providing more access to material in the different 

physical spaces the university has for language learning or the different language labs.   
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PROBLEM STATEMENT 

 

Due to the status of English as an international lingua franca in almost every field of 

science and technology, the ability to read texts in this language is today of paramount 

importance for professionals and scholars. Therefore, most university curricula across 

the world include a component of English as a Foreign Language (EFL) and especially 

one or more courses devoted to the development of reading skills in English from an 

English for Specific Purposes (ESP) perspective. It is often the case, though, that most 

college students struggle with these classes either because they lack competence in the 

target language or because their reading skills are poor even in their first language (L1). 

In some cases, both reasons are present.  

In the Colombian context, the situation described above is very evident. In 2006, 

The National Ministry of Education adopted the levels of the Common European 

Framework of Reference for Foreign Languages (for short CEFR, Council of Europe, 

2001) as the Basic standards of competence for English teaching in Colombian schools 

and set the goal of having 40% of high school graduates reach the B+ level (MEN, 

2006). Recent results from the National State Test for high school students (in Spanish 

called Saber 11) show that the majority of students about to finish high school in 

Colombia have basic levels of competence in English (Alonso et al, 2017). According to 

an analysis of the results of the English section of the Saber 11 test by Alonso et al. 

(2017), in 2014 90% of the 566.447 students who took the test are in the A- and A1. 

The same study reported that only 6,6% of the test-takers had a level of competence in 

the B1 or B+ levels. These results show Colombian education is still far from its goal.  

The situation does not improve in higher education. In another study by Alonso 

et al. (2018) analyzing the results of the National State Test for college students (known 

in Spanish as Saber Pro), the authors show that in 2015 only 31,8% of the 4.905 

medical students who took the test had a B+ level of competence in English. Of the 

111.450 college students from other majors only 15,6% show a B+ level of competence 

in English. More recent results from the Saber Pro Test show that, in 2016, 49% of test-

takers were placed in the A1 level, 25% in A2, 18% in B1 and only 7% was placed in 

B+. (ICFES, 2018). 

There is evidence that in Colombian schools and universities, students also have 

poor level of reading competence in Spanish, their L1. Recent results from the PISA 
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(Programme for International Student Assessment) test proved this. In 2015, the 11.795 

Colombian students who took the PISA test achieved an average score of 425 points. 

This score is below the average in performance established by the Organization for 

Economic Co-operation and Development (OCDE) of 490 points. This means that 

Colombia was classified among the low-achieving countries in reading and was ranked 

55 among 72 countries that participated (MEN, 2016). This shows that by the moment 

students reach higher education although their L1 reading skills are poor.  

These studies set the basis to affirm that reading in English at college level is an 

issue in the Colombian educational system. While the demands and expectations for 

reading fluently in English academic and professional texts is high, students reading 

skills in the L2 are low. Freshmen university students find themselves with difficulties 

in understanding complex, unmodified texts in a foreign language course. This is due to 

the lack of practice in the reading skill during school in both the L1 and the L2. Most 

Colombian monolingual schools focus their English syllabi on teaching language as 

system rather than teaching content or developing language skills in more holistic and 

communication-oriented fashion.  

Aware of this reality, and faced with the national requirements for a B2 level for 

college graduates, the Universidad del Valle has been taking actions to improve the 

competence in English of its students. One of these actions has been the reform of the 

English program offered to students of different majors, which now is known as English 

for General and Academic Purposes. These programs combines both curricular and 

extracurricular activities to increase students contact with the target language and to 

foster autonomous learning. One strategy that specifically targets reading is the so-

called reading club. The reading club is an extracurricular activity for the students that 

seeks to foster the improvement of reading skills. Students read different kind of texts 

on different topics and engage themselves in various activities to understand and 

explore the text. 

However, attendance to this club is low among the students. This represents a 

flaw for the program and the students as the opportunity to benefit from out-of-class 

reading (reported in Krashen, 2004 and Grabe, 2009) are missed. Besides, reading 

continues being one of the most required communicative skills for the student to 

succeed with academic texts. Furthermore, there are no studies to report on the success, 

or lack thereof the reading club has had since its implementation.  
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For the reading club to be effective, its design, material selection and activity 

planning should consider different variables from its target audience. How much 

reading do students do? For what purposes do they read? How familiar are they with 

reading in English? Reading habits and attitudes towards reading have been shown to 

predict development in reading abilities in a foreign or second language (Crawford, 

2001; Grabe, 2009; Mori, 2002). Although the above questions are usually addressed by 

the student teacher in charge of leading the club in a diagnostic stage, a large-scale 

diagnostic of the reading habits and attitudes of the target population is still lacking.  

Therefore, the current study seeks to fill that gap by describing the attitudes towards and 

habits reading in both L1 and L2 of a sample of college students from Universidad del 

Valle. It is hoped the results of the study will contribute to improve the design of the 

reading clubs in this university so its full potential can be achieved.   

 

Research questions  

 

Which are the attitudes and habits towards reading in English of a group of university 

students in a Colombian public university?  

 

Objectives 

 

Goal 

To describe the habits and the attitudes towards Reading in English of a group of 

university students in a Colombian public university 

 

Aims 

 

 To identify the reading habits in English and Spanish for the student population 

mentioned before 

 To identify the reading attitudes in English and Spanish for the student 

population mentioned before 

 To determine the factors that influence habits and attitudes towards reading in 

the L2 of the surveyed students.  
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Rationale 

 

Considering the Colombian context in terms of language learning, freshman students 

find themselves in a challenging reading environment in Spanish and in English. The 

main difficulty in this high demand for the reading skill is the lacks of familiarity 

students have reading long and complex texts in English as well as with academic 

literacy. The information resulting from this study might inform decision on promoting 

and planning reading instruction. Teachers might plan their reading curriculum 

according to the reading interests and purposes of the students. This might also help to 

consider the reasons of student in reading or not reading and in their willingness for 

doing it. It can also allow the students to recognize the importance of reading in the 

foreign language for their personal and professional growth.   

This project is born from the main problematic: the students’ low attendance to 

the reading club from the Universidad del Valle EGAP program. Therefore, by having a 

more complete picture of the habits, attitudes and preferences for reading, strategies to 

increase attendance and improve sessions can be designed and implemented. In turn, the 

results of this study might provide valuable information to the coordination of the 

EGAP program to encourage students to attend and value this extracurricular activity 

that helps them to increase exposure to the language they are studying and to written 

language.  

Academically, this research collects data on the habits and attitudes towards 

reading in L2 in a Colombian context. Studies of this nature are, to the best of my 

knowledge, nonexistent. The only source of information about reading in Colombia is 

the National survey of cultural consumption conducted by the National Administrative 

Department of Statistics (DANE by its acronym in Spanish). This report, though, 

contains information on reading amount and type of material read, but does not report 

on frequency or attitudes. Neither does it report on L2 reading. Even if this study is not 

as large, it provides a model. This study opens with a small sample a first glance into 

the perception and the attitudes of the students towards reading in English.  

This study also contributes to the field of research in L2 reading in Colombia by 

providing a Spanish translation of a questionnaire on reading attitudes and habits 

designed by Crawford (2001).  As stated earlier, this topic has not been studied in 

Colombia. Consequently, there are not available instrument to study reading habits and 

attitudes. In addition, many potential participants in studies like this one are usually 
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unable to read and understand the original instruments in English. Thus, the fact of 

having a valid and reliable instrument translated is a contribution since future 

researchers might resource to this translation and save time.  

 

Background 

 

Crawford (2001) researched the habits and attitudes towards reading in both the first 

and second language (Italian and English respectively) of 182 students in an Italian 

university. This study was inspired by some observations the author had made, noticing 

that there were some students with better linguistic skills and larger vocabulary 

repertoires than others and that these were usually frequent readers. The main data-

collection instrument was a twenty-two-item questionnaire that surveyed the 

participants’ demographic information, previous experience learning English, frequency 

and intensity of reading in both Italian and English, their views on the importance of 

reading in English and the reasons to read or not to read in the target language.  

The results showed that EFL students specializing in business studies do little 

reading in English beyond course requirements. However, even if frequency of reading 

in English is quite low, attitudes towards it are clearly favorable, that is, most 

participants acknowledge that reading in English is important and useful. The survey 

enabled the author to identify some factors that influence the reading habits and 

attitudes of the participants of her study, including: 

 

 ―Reading in Italian and experience abroad were significantly correlated with both 

reading frequency and attitude‖ (Crawford, B. 2001, p. 135). In other words, 

students who are avid readers in their L1 also read more in English and show 

favorable attitudes towards reading in the L2 

 ―The correlation between past access to English books and reading attitude 

approached the significance level‖ (Crawford, B. 2001, p. 135). That is, although 

the fact of having had access to English books prior to their current studies did not 

predict attitudes towards reading in English, there seems to be a close relationship 

between these two variables.  

 ―A negative correlation was found between the number of years of past English 

study and reading attitude‖ (Crawford, B. 2001, p.135). This implies that students 



9 
 

who had studied English for longer periods show a negative attitude towards 

reading in English.  

This study provides a guide of what can be found in my research project. It will allow 

the construction of hypothesis and strategies for applying and analyzing the survey. 

Crawford research was conducted looking for the possibility of applying an extensive 

reading program in the future in this university. Therefore, the results and the strategies 

can help build a path on the construction of the analysis in my paper.  

Belzová (2012) studied the role of the teacher as a model to encourage reading 

in the classroom and the interest of students in reading.  This study was carried out in a 

secondary school with students of third and fourth year to prepare them for a National 

test. For this study, the researcher administered two surveys, one to the students and 

another to the teachers of the school. The aims of the survey for the students was to find 

out how much students read in Czech (their L1) and in English, what they read in their 

leisure time, their preference for modality of texts (ebooks or printed) and use of 

reading media (new gadgets such as smart-phones or e-book readers).  

  The aims of the teachers’ survey were to determine teachers’ reading habits and 

reading material preference, to what extent they could be considered models of reading, 

and their actions to encourage reading and monitor an extensive reading program. Based 

on the results of the surveys, the researcher designed different lessons plans for the 

teachers to develop the extensive reading approach in the classes for three months in 

order to collect further data on the students’ reading habits and the role of the teacher.  

The results showed that students did not read literature. They preferred reading 

blogs, news, graphic novels, jokes or biographies and that they prefer reading online.  

Also, it was proven that the teachers do play the role of a model in reading and that they 

do encourage students to read.  However, this study also spotted some problems 

regarding how extensive reading is implemented in the lesson plans, for example, 

students tend to choose texts that are above their proficiency level.  

Based on this research, we can state that the teacher, in extensive reading, should 

guide students in their process. The student should see a model in the teacher and the 

teacher should encourage the students in their constant process of reading. In addition, 

the teacher, in order to encourage the student, should be conscious on the students’ 

preferences, level, time and goals.  

Hussam (2015) conducted another study focused on reading habits and interests 

in L1 and L2 (English) of 330 students in a preparatory year program in three different 
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government universities in Saudi Arabia. The main data collection instrument was a ten-

item questionnaire in two languages, Arabic and English, so the students had the liberty 

to choose the language of the questionnaire to ensure larger participation. The questions 

asked students for information regarding their reading frequency and quantity, their 

interests, their reasons for reading or not reading and the relationship between reading 

and social media. It also had attitudinal questions of their perception considering the 

importance of reading.  

The results showed there is a low tendency to read printed texts especially in the 

L2. In addition, it was found that most students spend about three hours daily in social 

media but there was not a correlation between reading habits and social media use. In 

conclusion, the students present a low motivation in academic reading in both 

languages, but a high perception and motivations in reading in social media contexts.  

This study, compared to Crawford’s, present similar items for the questionnaire, 

however, the results vary due to the audience the survey targeted. This study focuses the 

attention in reading in both languages and involves the social media as factor that 

affects the reading process. Reading habits are highly related to the students’ interests 

and motivation and the previous studies have proven so.  

Ögeyik & Akyay (2009) studied the habits and general views on reading in a 

foreign language of 187 students from the English language teaching and German 

language teaching departments in a Turkish university. Data were collected through a 

40-item survey consisting of four sections: general attitudes towards reading (10 items), 

participants’ reading preferences (13 items), effects of reading (10 items), and negative 

aspects of reading (7 items).  

The results showed that the students participating in this study highly value 

reading and can be considered conscious readers, they look for books of their interest 

and look for information before reading a book. It also states that student rely on the 

internet when they do not have access to books or material they need or look for. An 

interesting result that the study highlights is that students claimed to prefer to read 

Turkish and foreign authors in a foreign language. Students are mainly interested in 

reading academic texts, looking for information in their fields and find reading a 

resourceful activity. To conclude, the study revealed that students have good reading 

habits both in the L1 and L2.  

The studies reviewed thus far have investigated the relationship between habits 

and attitudes towards reading in the L1 and L2. One study, on the other hand, actually 
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investigated the impact of L1 literacy on L2 reading habits for beginner and 

intermediate learners of English as a foreign Language in Barcelona, Spain (Artieda, 

2017). 140 students from a large government-owned language school in Barcelona 

participated in the study; 52 were classified as beginner learners and the remaining 88 

were classified as intermediate learners. Tests of L1 reading comprehension and L1 

spelling were used to measure L1 literacy, reading frequency and enjoyment were 

measured through participants self-report, while a test of achievement in English was 

used to measure L2 competence. Results lent support to Cummings’s threshold 

hypothesis (as cited by Artieda, 2017), that is, L1 literacy skills predict L2 achievement 

for beginner learners but not for intermediate ones. This means, according to the author, 

that those students who cannot read well in their L1 will also have problems to read 

well in the L2. For intermediate learners, reading frequency in general was the best 

predictor of L2 reading achievement, so, learners with strong L1 literacy skills can 

benefit from frequent reading to enhance their L2 reading.  
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THEORETICAL FRAMEWORK 

As stated before, the aim of this study is to describe habits and attitudes towards reading 

in English of a population of Colombian college students. In this section, the main 

theoretical concepts that guide the study are reviewed. First, definitions and models of 

reading are presented. This part involves a description of reading skills and abilities and 

approaches to its teaching in L2 contexts. Then, a review of the concept of motivation to 

read is presented. This part introduces theoretical concepts of motivations and its 

perspective from L1 and L2 regarding reading.  

 

Definitions of Reading 

 

According to Hughes (2007) reading refers to a complex interaction involving the text, 

the reader and the purposes for reading. This skill is shaped by the reader’s previous 

knowledge and experience, his/her knowledge in terms of reading and writing and 

his/her language community. For Schoenbach et al., (2012) reading is not just a basic 

skill. Reading is a complex process that goes beyond decoding. Reading implies an 

interaction between the text and the reader enabling the latter to form mental 

representations, monitor understanding and develop strategies to achieve the goal. The 

authors define reading as a problem-solving process. The reader makes sense of texts 

not only from the words and sentences, but also from the memories, and knowledge 

those words represent.  

For these authors reading is a practice bounded to the situation and community. 

The reader will understand the content of a text according to their knowledge, 

background and experiences that they can mentally identify or represent. The task of 

understanding a text from, say, medical science would be easier for a doctor or medicine 

student than for an architect. Familiarity with a text, its content, structure, language and 

communicative conventions is central to reading comprehension. 

 

Types of reading 

 

Weir (1993 as cited in Feng, 2010) elaborates four types or levels of reading: 

 Reading expeditiously for global comprehension 
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 Reading expeditiously for local comprehension 

 Reading carefully for global comprehension  

 Reading carefully for local information 

As it can be noted, Weir’s classification of types of reading results from the 

combination of the level of attention (expeditious versus careful) and the kind of 

comprehension intended (local versus global). Readers will engage in one of these four 

kinds of reading depending not only on the type of text but also on the purpose for 

reading the text and the kind of information they need.  

Urquhart & Weir (1998 as cited in Feng, 2010) propose five kind of reading also 

based on the specificity of the goals readers have when faced to a text, that is, the kind 

of information they need and the use they will give to this information. Their types of 

reading are as follows: 

 Scanning: Reading selectively for specific purposes. It is used when the reader wants 

to locate specific information without understanding the main ideas of the text or 

passage.  

  Skimming: Is a type of rapid reading used when the reader wants to look for the 

general idea and the main ideas of the text.  

 Search reading: it is used when the reader wants to locate specific information or 

data, looking also for key ideas.   

  Careful reading: the reader attempts to get most of the information within the text.  

 Browsing: goals are not well defined, parts of a text may be skipped, and there is 

little intention to integrate the information to a macrostructure. 

 

From these two taxonomies, it is evident that reading can be classified according to the 

purposes or goals the reader has at the moment of approaching a text.  

 

Reading abilities  

 

Given the complexity of the reading process, it is often thought of as a combination of 

different sub-processes and sub-skills. Different authors have proposed different 

taxonomies of these reading abilities or subskills. Brause (1976) studying reading 

abilities for L1 readers categorized these abilities in four aspects: cognitive (how readers 

process concepts and relate ideas), linguistic (processing of language), perceptual 
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(processing through the eyes and processing of print conventions) and affective (how 

readers deal with their emotions and the authors’ intended emotional content). In turn, 

each aspect comprises a series of components. These abilities are recognized as reading 

skill and seem to help students become mature reader (Brause, 1976).   

COGNITIVE 

A. Knowledge  B. Comprehension C. Evaluation  

 Recall information 

presented. 

 • Translates information 

into another symbolic form 

(as paraphrases or a 

diagram) 

•  Interprets information 

noting relationships 

• Applies information to 

other situations.  

• Analyzes problems from a 

variety of perspectives and 

establishes hypotheses. 

• Synthesizes: results of 

hypothesized alternatives 

Based on established 

criteria (personal criteria or 

those enumerated by other 

people) 

 

LINGUISTIC 

A. Words and structure  B. Style 

• Word order (The car was hit by the 

truck.)   

• Elliptical statements (he asked the 

girl what to paint.)  

• Connectives (before, for, because, 

when) 

• Meanings of words (ask/tells infer 

/imply) 

• Specialized or technical 

vocabulary'(quarks, hadrons) 

•Multiplicity of word meanings (ball, 

light) •Multiplicity of sentence 

meaning (The mayor will ask the 

police to stop drinking at midnight.) 

•Dialect  

• Figurative language (He is tied up at the 

meeting.) 

• Symbolic language (Still water runs deep.) 

•Biased presentations (fact/opinion/ 

truth/fiction/Understatement/exaggeration) 

• Mood, tone feelings. 

•   Subtleties of word choice 

(thin/skinny/emaciated) 

• Form of discourse (transactional, 

expressive, and poetic) 
 

 

 

 

Perceptual 

A. Focusing on print 

B. Interpreting conventions of print and their 

relationship to meaning 

•Forms of letters and other symbols  

•Meaning symbols correspondence 
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•Punctuation marks (" "t ?;.!) 

•Abbreviations 

C. Grouping words into phrases 

D. Interpreting illustrations 

 

AFFECTIVE 

A. Receiving 

(Attending) 
B. Responding  C. Valuing D. Organizing 

 

• Awareness of 

feelings 

• Willingness to 

receive these 

emotions 

• Controlled or 

selected attention  

 

 

• Acquiescence 

• Willingness 

• Satisfaction  

• Acceptance of 

value 

•Preference for a 

value 

•  Commitment 

 

• Conceptualization of 

value  

• Organization of a 

personal value system 

 

 

It exist certain confusion between the concepts of skills and strategies in reading. These 

concepts tent to be used as synonyms as stated by Afflerbach, Pearson and Paris (2008).  

However, these authors proposed a conceptualization clarifying the difference between 

the concepts. The term skill or ability refers to automatic processes, that is, they are 

done without awareness. Strategies, on the other hand, are chosen, the reader chooses 

them as path to help themselves understand or decode a text.  

Reading strategies are deliberate, goal-directed attempts to control and 

modify the reader’s efforts to decode text, understand words, and construct 

meanings of text. Reading skills are automatic actions that result in 

decoding and comprehension with speed, efficiency, and fluency and 

usually occur without awareness of the components or control involved. The 

reader’s deliberate control, goal-directedness, and awareness define a 

strategic action. Control and working toward a goal characterize the 

strategic reader who selects a particular path to a reading goal. (Afflerbach, 

Pearson and Paris, 2008, p.368) 

Grabe and Stoller (2011), taking into account the difference between strategies and 

skills, divided the reading skills in the second language in: lower-level processes and 

higher-level processes. The lower level processes refer to more automatic linguistic 
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processes while higher level processes refer to the comprehension processes that make 

more use to the reader’s background and their inference abilities.  

Lower-level processes  

 Lexical access (word recognition)   

 Syntactic parsing (gather grammatical information of a sentence providing meaning 

to it) 

 Semantic proposition formation (meaning units from the meanings of words) 

Higher level processes 

 Text model of comprehension (coordination of ideas from a text, main points and 

supporting ideas) 

 Situation model of reader interpretation (the reader takes his knowledge based on 

background, feeling or goals and creates a situation model) 

 Background knowledge use and inferencing  

 Executive control processes 

 

Second Language Reading (L2) 

 

There has been a long debate over the comparison of reading in L1 and L2. While some 

researchers believe that there are differences in the process for one and the other 

language, others consider that there exists a universal reading process independent of 

the language.  

 Singhal (1998) and Grabe (2009) discuss the similarities and differences in L1 

and L2 reading processes. Reading, for both languages, demands knowledge of content 

schema (i.e.  knowledge of the world), formal schema (referring to the forms or 

rhetorical structures of a written text) and linguistic schema (language).  These authors 

support the idea that the reading process in qualitatively the same, but that L2 readers 

lack linguistic schemata, which limits their lower order or decoding skills. Once they 

reach a certain level of lexical and syntactic knowledge, they would be able to read and 

understand texts the same way native speakers of the language do. However, it has been 

found that L2 readers may have lacks in content schemata and formal schemata as well. 

Readers seem to have a higher level of comprehension when the content is familiar to 

them. Therefore, L2 readers appear to be in disadvantage because they do not possess 

the same degree of content schema as L1 reader, especially, when said knowledge refers 
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to cultural elements.  Singhal (1998) cites a study by Steffensen and Joag-Dev (1984) 

which shows that readers from different L1 backgrounds and cultures recall more and 

more accurate information from texts about their own cultures.  

 L2 readers’ comprehension might be affected by differences in formal schemata 

as well (Singhal, 1998; Grabe, 2009). Different discourse and linguistic communities 

have different rhetorical conventions. While texts in English-speaking cultures in some 

genre tend to be very direct and to front the most important information, texts in Asian 

cultures tend to place the main point at the end and elaborate on reasons and 

background upfront. When asked to locate the main point in an English text, the Asian 

reader might wrongfully try to find it towards the end of the text, a strategy that might 

lead to misinterpretations (Grabe, 2009).     

 Finally, Singhal (1998) affirms that, students begin reading in the L2 with a 

different linguistic knowledge base from that they possess in their L1. By the time we 

start reading in our L1, we have been exposed to years of oral input, we have built up a 

mastery of thousands of words and most of the most frequent grammatical structures in 

the language. On the other hand, most L2 learners are expected to start reading in class 

with little or no exposure to L2 input outside the class, when they know barely a few 

hundred words and have little or no mastery of the L2 grammar.  

To sum up, most experts agree that a certain level of linguistic competence is 

necessary for effective reading to take place in the L2. Readers need to know many 

words and many grammatical structures and to process written words efficiently before 

they can apply higher order or macro skills such as inferencing, guessing meaning or 

predicting. However, L2 readers might need also to become familiar with different 

cultural aspects related to the target language texts that might affect their 

comprehension due to lacks in content and formal schemata, that is, knowledge of the 

world, and knowledge of the rhetorical conventions and usage of the language in the L2. 

Furthermore, while authors believe that linguistic knowledge can be explicitly taught, 

others (Grabe 2009, Krashen, 2003) maintain the idea that the three type of schemata 

can be enlarged by frequent and abundant reading of target language texts. Therefore, 

developing good L2 reading habits through extensive reading, reading or literature clubs 

or other similar strategies should be a core goal of L2 reading instruction.   

 

Approaches to teaching reading in an L2  
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Intensive Reading 

Intensive reading refers to the kind of reading that takes place in the classroom. This 

approach is usually used to teach L2 reading by using adapted materials according to the 

language level of the student
1
. According to Harmer (2007), intensive reading refers to 

the detailed focus on the structure of the texts which takes place in classrooms. The 

genres or types of text would be chosen by the specific studying purpose of the student. 

Intensive reading is often accompanied by study activities selected by the teacher, done, 

usually, on a three phases model: Pre-reading, reading, post-reading. Pre-reading stage 

introduces the topic, evaluates previous knowledge and states the objectives for reading. 

Reading stage involves the student reading the chosen text. Post reading proposes 

questions of the content of the text and /or activities to assure comprehension, 

Dominguez (2008). 

Intensive reading has been the dominant approach to the teaching of reading. 

However, in the last decades, some authors have raised important criticism towards this 

approach. For Ruiz (2017), intensive reading focuses on the language, that is, it is 

oriented to the linguistic aspects and in many cases, it is a language class in which texts 

are used as an excuse for the presentation and drilling of language. Williams (1986) 

proposed ―top ten principles‖ for the teaching of L2 reading. Williams’ principles are 

clearly in opposition to some of the main tenets of intensive reading.  

  In the absence of interesting texts, very little is possible.  

 The primary activity of a reading lesson should be learners reading texts—not 

listening to the teacher, not reading comprehension questions, not writing 

answers to comprehension questions, not discussing the content of the text 

 Growth in language ability is an essential part of the development of reading 

ability.  

  Classroom procedure should reflect the purposeful, task-based, interactive 

nature of real reading.  

 Teachers must learn to be quiet: all too often, teachers interfere with and so 

impede their learners' reading development by being too dominant and by 

talking too much. 

 Exercise-types should, as far as possible, approximate to cognitive reality 

                                                           
1
 This description of intensive reading applies to mostly general English courses. Courses with an 

orientation on academic or professional needs (ESP and EAP) do not necessarily develop intensive 
reading strictly as described here.  
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 A learner will not become a proficient reader simply by attending a reading 

course or working through a reading textbook 

 A reader contributes meaning to a text.  

 Progress in reading requires learners to use their ears, as well as their eyes. As 

with audible reading, silent reading involves stress and intonation or prosody.  

 Using a text does not necessarily equal teaching reading. p. 42-45 

 

Extensive Reading 

 The concept of extensive reading (ER henceforth) is presented as an approach whose 

main focus is the quantity of reading. Ellis and Mcrae (1991) express that ER 

encourages learners to read an amount of materials rapidly and well, without paying 

attention to details. The importance of ER remains in the comprehension of the content 

of the materials. Susser and Robb (1990,as cited in Miller, 2013) define ER as an 

alternate approach, sometimes described as the opposite to the traditional approach 

intensive reading. This is because of the many differences between both approaches.  

For example, in ER the priority relies on the meaning and not form. The texts are freely 

chosen by the learners and the quantity of reading primes.  

Mayora, Nieves and Ojeda (2014) produced an ER working definition that consists of 

five aspects: Quantity, comprehensibility, learner –centeredness, meaning orientation 

and accountability. These are described as follows (Mayora et al. 2014, p. 83):  

 Quantity: large amount of text 

 Comprehensibility: texts should be easy to read 

 Learner-centeredness: students should read at their pace, text of their own choice 

without the intervention of the teacher   

 Meaning-orientation: students focus on meaning, not form and text should be 

based on the students’ purposes or interests not in form.  

 Accountability: use of comprehension- oriented non-intrusive tasks or activities to 

keep track of reading and share meaning.    

 

The Intensive reading approach is more Teacher-centered. The teacher is the one who 

chooses the materials and the activities. The texts are usually modified or simplified 

according to the students’ level or the learning purpose. In ER, the student can be more 

autonomous. The choice of the text to read relies on their interests in terms of their 
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language learning and their own purposes. The basis of ER, according to Alarhish 

(2014), is that language is learned when the message is understood, which can be related 

to Krashen’s input theory, or most recent, Krashen’s comprehension theory which 

implies that three conditions are necessary in order to acquire the language or, in this 

case, to develop fluency in reading in the L2. Input should be:  

 Rich and abundant (that means learners need to have a wide range of reading 

materials). 

 Comprehensible (that is, be slightly above the learner’s current language level). 

 Relevant and interesting. 

Another characteristic frequently cited when describing ER is its emphasis on input 

over output. The main goal is the processing of a large quantity of written texts in which 

the comprehension of every word is not necessary as long as it does not affect the 

understanding of the content.  

Ellis and Mcrae (1991) affirm that while most of ER is done outside the class in 

the students own time, it is inside the classroom where the process of encouraging ER 

happens. The reading, according to these authors, should be motivated and regularly 

monitored.  

While some authors see intensive and extensive reading as mutually exclusive, 

most experts (see Grabe, 2009) agree that a balance between intensive and extensive 

reading might lead to better results and that the combination is positive. Not all 

university context classroom may afford the implementation of all the principles of 

extensive reading because they need to prepare students for reading a vast variety of 

material and academic information at disposal of the academic community. In a context 

such as the EGAP courses in Universidad del Valle, regular classes would benefit from 

intensive reading lessons in the classroom and extensive reading activities outside the 

classroom, in the reading clubs, for example.  

 

Reading Club 

 

Since one of the strategies for promoting reading in the context of the EGAP courses at 

Universidad del Valle is the reading club, the next section of this review will be devoted 

to summarizing the nature and characteristics of reading clubs. A reading club, also 

known as readers club or book club, is a reunion of people in where they develop 

activities or discussions around different texts, mostly literature (Healy, 2002). This 
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practice is common in L1 contexts and is not necessarily bound to institutional 

situations. However, the usefulness of this practice has been recorded for developing 

good L1 reading habits and different authors have proposed adaptations of such clubs 

for L2 development. Reading clubs can foster the habit of reading, increase motivation, 

develop familiarity with cultural aspects of the L2 target culture, and develop speaking 

abilities (McCaughey, 2017). Malu & Smedley (2018) describe a readers club as a 

gathering of people that meet regularly to discuss written or visual texts. For Agustin & 

Morera (2016) a reading club is a practice to enhance the cultural habits from the 

community, promote the use of libraries, book commerce and the use of public spaces.  

In the readers club handbook (Malu & Smedley, 2018) appear some guidelines for 

creating and implementing a readers club. First, the goal of the Readers Club is to read 

and talk in English. The club is composed by Leaders and Members who are equal 

partners, therefore, leaders are not teachers and members are not students. The leaders 

facilitate, coach and guide the meetings but they do not teach English or reading in the 

clubs meetings. Also, during the club meetings, members practice reading and talking.  

The Club meetings have to be fun, interesting, supportive and encourage members to 

read and talk about a text or a visual in English. Club meetings give members 

opportunities to experiment with different ways of reading and talking about texts 

and/or visuals. Finally, leaders and members must be supportive, encouraging, and 

respectful as club meetings must be safe, supportive places where people read, talk, and 

practice without fear.  

 

Based on these guidelines, it can be further added that the reading club also pursues the 

goal of creating a sense of community in its members, a community that is linked by 

similar interests and the frequent and motivated practice of reading.  

 

Motivation 

 

 For reading, motivation plays a crucial role. Learners need to be motivated in order to 

obtain the desired results.  Learners that learn for personal purposes act under the 

influence of the intrinsic motivation or what Gardner and Lambert (as cited in 

Lightbown & Spada, 2006, p. 64) call Integrative Motivation. That is, the learners 

engaged in learning a L2 for their personal growth and cultural enrichment.   
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Gardner (2001) also refers to another type of motivation in language learning, 

Instrumental Motivation.  This type is boost for instrumental factors. Thus, an student 

instrumentally motivated engages in the languages activities for practical reasons as an 

opportunity to increase their salary or fulfilling a language requirement.   

Motivation, according to Dörnyei (as cited in Lightbown & Spada, 2006, p. 64), 

correspond to three phases in the learning process.  

 Choice motivation 

 Executive motivation 

 Motivation retrospection  

Choice motivation refers to the moment when the individual decides to start action 

towards a specific goal. In the reading process, this would occur when the learner 

decides what book or text to read. Executive motivation refers to the drives and mental 

processes that move the individual from decision to action. It would take place when the 

learner starts to read the selected book. Motivation retrospection refers to the reflection 

and reaction the individual has to his/her own acts. It is an evaluative phase and it might 

result in either increase motivation to take further action (keep reading) or demotivation 

(stop reading).  

In order to keep learners motivated in the classroom, Lightbown and Spada 

suggest some alternatives that can help the teacher to motivate students.  

1. Motivating students into the lesson: As Belzová (2012) proved in his research, the 

teacher plays an important role in engaging the students in the activity (in his case 

with reading).  Lightbown and Spada state that teacher remarks about the activities 

can increase the level of interest in the students.  

2. Varying the activities, tasks and materials: When students find themselves in a daily 

routine in their language classrooms, their learning interests usually decrease. This 

can be related to the second principle of Day and Bamford (2002) ―A variety of 

reading material on wide range of topics must be available‖ P.137.  

3. Using co-operative instead of competitive goals. Co-operative tasks are those in 

which students work together in order to solve a common problem or achieve a 

shared goal in a task. These types of practices help  the student to feel self-confident 

and to increase their motivation 

 

Motivation for reading  
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Grabe (2009) offers an extensive review of the research on motivation for reading. 

These studies were carried out in different groups seeking the influence of motivation 

towards reading comprehension. In these studies, the author found out that students with 

more intrinsic motivation reported more frequent use of reading strategies. Students 

with higher interest were more engaged in reading tasks. Finally, students that read the 

more had a better development in reading comprehension tests. With this Grabe 

concluded Motivation has a big influence in the reading process and the reading 

comprehension of a test. It was also proved that intrinsically motivated students: 

 Are more engaged readers 

 Learn more  

 Use more reading strategies. 

Day and Bamford (1998) make a similar statement on the relationship between reading 

and motivation. For them, reading is highly related with motivation, although they take 

into account other aspects as materials, ability and competence of the reader, 

mentioning these aspects influence motivation in reading.  

  

Motivation for reading in L2 

 

Motivation for reading in L2 generates a debate among researcher in how L1 motivation 

is related to Motivation for reading in L2. Reiko (2013) reviewed some studies in L2 

reading motivation. These studies presented results that the students were extrinsically 

motivated. Results varied according to the country and circumstances; for example in 

one study grades and competition were big motivators while in the other motivation was 

favored by the students.  For studying second language motivation for reading, L1 

constructions were used. Reiko notes that ―the concepts of intrinsic and extrinsic 

motivation appear to be a useful way to characterize L2 readers’ motivation.‖ (p. 153) 

Mori (2002) studying theories of motivation developed a questionnaire centered on 

motivation in the second language. For Mori, based on the results of this study, 

motivations has four components based on the expectancy-value theory: intrinsic value 

for Reading , extrinsic value for Reading, expectancy for success, also called  Reading 

efficacy and attainment value, called importance of reading.  The first indicates that the 

students read when finding pleasure on the activity. The second, students read aware of 

its utility for their lives. The third, when the students perceived the efficacy of the 
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activity, in other words, how effective they consider themselves at reading. Finally, the 

last involves the importance the students give to the activity.  

 

Attitude in L2 reading 

 

Attitude is a complex concept that has been studied for several authors in different fields 

and areas. In broader terms, attitudes are defined as states of predisposition subjects 

experience to have certain specific reactions towards a stimulus, that is, a person, a 

phenomenon or situation (Ortego, López y Álvarez, 2010). In terms of reading, and 

specifically in terms of reading in L2, people with positive attitudes towards the activity 

and the language would react favorably towards it and would tend to engage in reading 

willingly and eagerly. Different studies have sought a link between attitudes towards  

reading and proficiency, and the relationship between L1 reading attitudes to L2.  

Day and Bamford (1998) stated that attitude is formed through different past 

reading experiences, educational background, cultural belief and success or failure in 

reading. Reading in the second language is influenced by the background and 

knowledge the reader has in the first language reading experiences. Akbari.et al (2017) 

found strong correlations between attitudes towards reading in both the L1 and the L2. 

The readers that consider reading in the native language as beneficial or having a 

positive feeling towards the practice of reading transfer this to the L2 reading.   

Yamashita (2004) tested the same theory in a study that sought the relationship 

between L1 and L2 reading attitude in which she proved L1 reading attitudes are 

transferred to the L2 reading practice. However, Yamashita sates that L1 attitude does 

not influence L2 reading proficiency. 

For Cirocki (2016), attitude influences the engagement and the amount of 

practice the reader does in the reading process. A poor L1 reading attitude leads to a 

poor L2 reading attitude, that is, the reader reads less or avoids reading in the second 

language.   
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METHODOLOGY 

Hypothesis 

Based on the research design, the goals and research questions, different hypotheses can 

be formulated. Corresponding to the first research aim, we formulate the following 

hypotheses:  

 Students have good reading habits in Spanish 

 Students have good reading habits in English  

Corresponding to the second research aim, we formulate the following hypotheses: 

 Students have a positive attitude towards reading in Spanish 

 Students have a positive attitude towards reading in English 

To confirm or reject the hypotheses, participants’ answers to the questionnaire will be 

averaged and descriptive statistics will be estimated. The following hypotheses are 

stated according to the third research aim: 

 Habits and attitudes in L1 reading predict habits and attitudes in L2 reading, that 

is, those who are frequent and eager readers in Spanish are likely to be also 

frequent and eager readers in English. 

 Habits and attitudes towards L2 reading are predicted by demographic factors 

and previous experience learning English. 

 Students who have more personal purposes for L2 reading (i.e.: enjoyment, 

interest) have better attitudes towards reading than those who only read for 

instrumental purposes (i.e.: course requirements). 

 

Research design 

 

This project follows a quantitative approach, descriptive-correlational scope and an ex-

post facto design (Fernández, Hernández y Baptista, 2010). It is also considered a field 

study because the data are collected in an intact context with little control or 

interference by the researcher. The main data-collection instrument is a survey.   

 

Sample and participants 

 

The sample of this study were 109 students from Universidad del Valle registered in the 

first level of the EGAP course from different undergraduate programs. 29 participants 
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(26,6%) were women, and 80 (73,4%) were men. Most of the participants were between 

16 and 20 years old (see figure 1). The sampling techniques combined criterion 

sampling and convenience sampling (Duff, 2008). First, the criterion established for 

participant selection was, as stated above, that students were taking the first level of the 

EGAP program at Universidad del Valle. However, from all the level I EGAP classes, 

we contacted only those professors who had classes at schedule that was available for 

me. Authorization to contact the professors from the EGAP coordinator was obtained by 

means of a formal letter. Only those classes from professors who voluntarily granted 

permission were surveyed.  

Figure 1: Distribution of participants by age 

 

Most of the students were majoring in Economy, Electric Engineer and Sanitary and 

Environmental Engineering. Table 1 shows the variety of areas students were majoring 

in and the frequency and percentage of participants by major. 

 

Table 1: Distribution of participants by major 

Program 

 Frecuency Percentage Valid  Cumulative 

 2711 tecnología en sistemas 

de información 

1 ,9 ,9 ,9 

3340 Economía 30 27,5 27,8 28,7 
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3467 Licenciatura en 

educación básica con énfasis 

en ciencias naturales y 

educación ambiental 

 

4 3,7 3,7 32,4 

3487Licenciatura en 

matemáticas y física 

 

7 6,4 6,5 38,9 

3743 Ingeniería de sistemas 

 

2 1,8 1,9 40,7 

3744 Ingeniería electrónica  

 

9 8,3 8,3 49,1 

3746 Ingeniería eléctrica 

 

22 20,2 20,4 69,4 

3748 Ingeniería mecánica 

 

7 6,4 6,5 75,9 

3751 Ingeniería industrial 

 

3 2,8 2,8 78,7 

3752 Estadística 

 

1 ,9 ,9 79,6 

3754 Ingeniería sanitaria y 

Ambiental  

 

22 20,2 20,4 100,0 

Total 108 99,1 100,0  

 Did not answer 1 ,9   

Total 109 100,0   

 

For 2018, the university opened 54 classes of the EGAP course level I. The 

questionnaire was administered in seven classes of this course, which represents 12, 

96% of all courses. The total number of students registered in these 54 was 1035. The 

selected sample is close to statistical significance. For a population of 1035 people, with 

a confidence level of 90%, and a margin of error of 7% a sample of 122 participants 
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would have been statistically significant. Thus, results are to be considered indicative 

but not representative of the whole target population.  

 

 Context  

The Universidad del Valle is a public university in the city of Cali, Colombia, created in 

1945 (73 years old). The university is positioned in the 59 place from over 300 

universities in Latin America according to the QS world ranking (see 

https://www.topuniversities.com/universities/universidad-del-valle/undergrad). This 

university has two branches in Cali (San Fernando and Melendez) and nine branches in 

different cities of the department. 

             The university offers 53 undergraduate programs distributed in the faculties of: 

Engineering, Natural Sciences, Social Sciences, Humanities, Integrated Arts, Health and 

Administration Sciences.   

 

English for general and academic purposes (EGAP)
2
 

English for general and academic purposes is an English course included into the 

academic curricula of all undergraduate programs in the university. This course 

appeared in 2015 as a reform of a previous set of courses called ―Reading academic 

texts in English‖. 

This course seeks to integrate the four skills (listening, speaking, reading and 

writing). This course has two to four mandatory levels, each with an intensity of four 

hours weekly and extracurricular activities in charge of the Network of centers 

supporting the learning of languages known as REDCAAL by its acronym in Spanish. 

The extracurricular activities include: 

 Independent work in online platforms for English practice (Dexway 

available https://www.dexway.com/: clarity English available 

https://www.clarityenglish.com/) 

 Conversation clubs 

 Reading club 

 Song club 

 Personalized tutorships 

                                                           
2
 This acronym is used in this paper to refer to the name of the program as implemented at Universidad 

del Valle, and not to be confused with the acronym for English for General Academic Purposes, a branch 
of ESP with different characteristics. See Jordan (1997) for more details.  

https://www.topuniversities.com/universities/universidad-del-valle/undergrad
https://www.dexway.com/
https://www.clarityenglish.com/
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 Cinema forum 

 Cultural activities programmed by native assistants  

The platforms are online programs that help the students to practice the lessons they 

have been studying during class. These platforms involves different exercises for the 

students involving the four skills. Work on the platforms is done in the different 

language laboratories that the university has or any other place with internet access 

(Clarity).  

The clubs are a possibility for the students to practice the language with different 

activities outside the classroom. The clubs are led by last-year students from the major 

in foreign language teaching completing their practicum or foreign language teaching 

assistants (i.e. the Fullbright Program). These clubs are available in different schedules 

every day for different levels each day. It opens a space for the student to interact with 

the language through different activities and different materials with a variety of topics.   

The tutorships are available for the students every day. These were created to offer 

EGAP students personalized assistance on the contents or assignments from their 

classes.  

The cinema forum is a space that provides the student a contact with the media 

(movies, series, documentaries, TV programs) that are related to a certain topic. This 

space allows the student to critically think according to the topic and generates a space 

for discussion.  

Finally, the cultural activities organized by the foreign language teaching 

assistants provide an intercultural environment allowing the student to interact with the 

language through the culture.  It is an activity for learning and getting to know about 

different countries and parts of their culture.  

 

Survey 

 

For the collection of data the survey of reading habit and attitudes (Crowford, 2001) 

was used. The original 22-item questionnaire was translated from English into Spanish 

and adapted for this study (see annex 1). The questionnaire for this study has 26 items 

(four questions added for clarifying questions and student information).  

The questionnaire is divided in three parts:  

 Part 1: general data, previous English study, past access to books, reading for 

pleasure and perceived reading comprehension efficacy  
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 Part 2: frequency on reading in both L1 and l2. 

 Part 3: attitude towards reading, willingness to read, reasons for reading or not 

reading.  

The last question provides information on the interest of students. 

         The translated and adapted version of the questionnaire was piloted with a group 

of 25 freshman from the Bachelor of education in foreign language teaching, English-

French. The goal of the pilot study was to determine the clarity of instructions, 

administration time, reliability of the instrument and coherence with the goals of the 

study. After piloting, changes were made in providing more details in the guidelines. 

The pilot was carried following the instruction of Dörnyei (2003).  

After final administration of the questionnaire reliability of the instrument was 

calculated using the Alpha Cronbach index in SPSS version 24. The Alpha Cronback 

index for the instrument is 0,64 which, according to Dörnyei (2003) is an acceptable 

level of reliability.  

 

Administration procedures 

 

The questionnaire was administered during 20 minutes of class time in seven groups of 

the EGAP I. Prior to the administration, permission was requested to the coordinator of 

the EGAP courses and to those professors whose class schedule was convenient for the 

researcher. Dates and timing were arranged by mutual agreement with those professors 

who voluntarily granted their group and class time. Students were given an oral 

explanation of the goal of the study and the instructions of the survey. No students 

refused to participate. The students were informed that the data collected is classified, 

and that surveys would be destroyed within a year after the study was completed.  
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RESULTS 

Previously, it has been proved the lack of reading in the Colombian context in the 

mother tongue (Spanish) however; little research has been done in matters of English. 

For this reason, this study wants to show the attitude and habits of the students towards 

reading in English and the existent correlation of different variables between the 

reasons, attitudes and habits.  

The results for this study are organized in four parts: 

 Previous contact with the target language before the university.  

 The reading habits of the students in both languages, Spanish and English  

 The attitudes of the students towards reading  

 The factors that influence the reading habits and attitudes in the target language.  

 

Previous contact with English 

Some of the first questions from the survey sought to establish previous contact or 

experience studying English in the participants of the study. In response to the first 

question, ―apart from classes at school, have you studied English before this course‖ 

(the EGAP course level I) forty-one of the students claimed having studied English 

before being admitted to the university in other academic context aside from school. 

The sixty-one remaining students stated that, apart from their schools, they had not 

studied English before. This shows that for the majority of the participants in the study, 

their experience learning English is limited to compulsory classes in primary, 

elementary and high school.  

The forty-one students that had studied English before indicated the duration of 

their studies. Thirty-three students, the majority, studied English for a year or less than a 

year. Five students for 2 or 4 years and three students for 5 years or more. To sum up, it 

can be seen that length of previous study of English has been short for the majority of 

the students. This information can be seen in figure 2.  
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Figure 2: length of previous English study 

 

Apart from reporting the length of previous study of English, participants were also 

inquired about the type of institution or the nature of such studies. In this question of the 

survey, students were free to choose more than one option. Figure 3 below shows that 

the majority of the participants (27) studied English in a Language institute. It is 

interesting to note that nine students reported having taken online courses of English, an 

option that has been growing in recent years.  

Figure 3: Institutions where previous English study was completed 

 

The next question inquired about access students had had to books in English in their 

school. Most public schools in Colombia have libraries for the students. As English is 

one of the mandatory subjects in the school curriculum, libraries are supposed to have 

also books in this language and these should be available for students. However, as 
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shown in figure 4, most students reported not having access to books in English, or 

having occasional access to them in their schools. This does not only imply 

unavailability of books in the school library. This could also be due to the fact that, for 

many years in Colombia, schools did not require students to buy a textbook for English 

classes since these were too expensive. Neither were there officially produced textbooks 

for this subject. This situation has recently changed since the Ministry of Education 

launched official textbooks for all levels in secondary education. However, the 

distribution of these has been slow and still many students in public schools have not 

had access to the official textbooks. Lastly, only 17, 4 % reported having had access to 

books in their schools 

  

Figure 4: Access to books in English at school 

 

 

According to Belzova (2012) and Day and Bamford (1998), the teacher plays an 

important role motivating the student to read. However, in the sample of this study the 

participants rarely found a teacher that motivated them to read in the foreign language. 

Fifty-six of the students gave a negative answer to this question, that is, in their school 

life, they did not find a teacher that encouraged them to read in English. On the other 

hand, fifty-two of the students reported having had an English teacher who encouraged 

them to read in the L2 even though half these students claimed such encouragement was 

occasional. This seems to suggest that some English teachers at schools do not consider 

reading an important skill in language learning, and, consequently, do not encourage 

their students to do it.  

Figure 5: Motivation from a teacher to read in English 
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Another frequent form of experience with English outside class is having had the 

opportunity to travel to an English-speaking country. Thus, an item in the questionnaire 

inquire about the participants’ experiences traveling abroad. From one hundred nine 

students of a public university, ninety have never been in a foreign country, while only 

seventeen students have. These stays seem to have been short and for different reasons, 

tourism being the most frequently reported (15 out of 17). This adds to show that most 

students have had limited contact or experience with English.  

Figure 6: traveling abroad 

 

In short, this first part of the results shows that few participants from the sample have 

had, apart from schools, previous contact with English education and less than a half 

have been in a foreign country. It also seemed that most students did not have constant 

access to books in English nor were they constantly encouraged to read in the language. 
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The Reading habits in Spanish and English of the participants 

Many experts in reading claim that one learns to read by reading (Day & Bamford, 

1998; Grabe, 2009; and Krashen, 2004). Studies do show that frequent and avid readers 

usually perform better in reading comprehension measures. Therefore, it is relevant to 

determine what are the reading habits of the sample of participants. Let us examine the 

results.   

Figure 7: Frequency of reading in Spanish 

 

 

Figure 7 shows the participants reported frequency of reading books in Spanish. It can 

be seen that most students can be considered frequent or habitual readers since most 

answers indicate participants read at least once a week or sometimes. Over sixty 

students, out of one hundred nine surveyed, dedicate time weekly to reading in Spanish. 

They invest their free time in this skill for different purposes. Out of one hundred nine 

students, twelve reported that they never read books in Spanish on their free time.  

In different studies of reading habits in L1 and L2, the number of books read 

over a year is considered an indicator of reading habits and even attitudes. The next 

question of the survey inquired about this information. Results can be seen in figure 8.  

Figure 8: Amount of books in Spanish read in a 12-month period 
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Most respondents to the questionnaire report having read 1 or 2 books in Spanish in the 

last 12 months (42 students), twenty-six participants have read more than 6 books, while 

the remaining thirty-nine students reported having read between 3 to 5 books. Two 

participants did not answer this question. These results resemble data on reading habits 

of the Colombian population reported by DANE (2015) which show that, in average, 

most Colombian over the age of 12 read one or two books in a year
3
.  

When asked about their reading habits in English, frequency is comparatively 

lower as shown in figure 9. Although the quantity of students that reported occasionally 

doing some reading in English is high, many reported never reading any kind of texts in 

the target language. In other words, thirty-nine students, nearly a 36% avoid reading in 

English in their free time. The English reading habit is not common among them and is 

not a frequent practice. According to the graphic, students read in English from time to 

time and not with a high frequency. This question provided information on frequency of 

reading only. We were interested in knowing the type of texts that students more 

frequently read based on their responses.  

Figure 9: Frequency of reading in English 

                                                           
3
 While book-reading of the sample studied is similar to national average it is considerably lower to 

average reported in other countries. A recent study in the US reported that US citizens read in average 
12 books a year (Perrin, 2018) 
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Figure 10: Kind of text students read  

The graphic presents the kind of text in English students read, when they do it, and the 

ranking of frequency and importance they attribute to each text in a 1-to-5 scale in 

which 1 marks the most frequently read or the one considered more important. 

 

 

Students manifested reading Lyrics of songs more frequently with sixty-six of the 

students placing this option as number one. Blogs or web sites ranked the second place 

followed by videogames. Newspapers, magazines, and fiction books were chosen by a 

small quantity of students which indicates that these kinds of text are not often read.  

Figure 11: Amount of books read in English in 12 months 
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This question aimed to look for the students English reading habits in terms of the 

quantity of books read in the past 12 months. The graphic displays that the majority of 

the students has read between one and two books. Few students have read between 3 

and five and others have not read any. This statistic does not vary from Spanish.   

In short, the reading habits in Spanish and English were measured using 

indicators of reading frequency such as time spent reading in Spanish and English, 

number of books in Spanish and English read in a year, and type of texts in English 

students read. It was found that although students frequently engaging in reading in 

Spanish, in English the frequency of this practice is comparatively lower.  

 

The attitudes towards reading 

 

To measure the attitude of the students, questions referring to reading for pleasure in L2 

were asked. Data was also collected on the reasons for not reading in the L2, and the 

importance and value participants attribute to reading in the target language.  

Figure 12: reading in English for pleasure 
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Reading any kind of material in a foreign language for pleasure represents a positive 

attitude towards the skill as the students are willing to invest their time in this practice. 

However, the participants’ responses indicate a negative attitude towards this skill as 

Fifty-two of the students, that is the 47,7%, rarely read in English on their own choice 

and 22% of the students never read in English for pleasure. They are not willing to 

invest much time in this activity. 28,4% of the students  presented a positive attitude as 

they choose to read by choice, although not frequently.  

Figure 13: Willingness to read more in English 

 

Students were asked if, having access to books tailored at their level and interest, they 

would read more in English. In this case, answers leaned towards a more positive 

attitude for reading since participants stated that definitely or probably they would 

invest more time in reading in English given that they had more access to books. Only 

five, though, stated they would not read more in English even if they had more books. 

These answers indicate that for the development of good reading habits in English a 
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complete and accessible provision of reading materials in essential as claimed by 

authors who propose the ER approach (See Day & Bamford, 2002; Krashen 2004). 

The reasons why the students do not engage in reading in English for pleasure at 

present were also asked. For this question, students were given some common reasons 

that justify not reading and were asked to rank them from 1 to 7, one representing the 

strongest reason for them not to read. The result of the ranking are shown in figure 14, 

while the main reasons more frequently ranked as reason number 1 are shown in figure 

15: 

Figure 14: Reasons for not reading in English 

The graphic presents some reasons given to the students for not reading in English, 

ranking these reasons in a 1-to-5 scale in which 1 marks the most strong or important 

reason for not reading in the L2. 

 

 

 

Figure 15: Reasons for not reading placed as number one 
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The majority of the students consider reading in English a difficult activity. This option 

was chosen by 37% of the students as the main reason why they don’t read, followed by 

28% that states not having time due to university assignments. Ranked as reason 

number two, 34% of the participants selected that they do not know what books to read 

followed by the 31%  that selected they do not have time to read due to the university. 

In short, difficulty and lack of time are the most frequently reported reasons that hinder 

students’ reading habits in English.  

Figure 16: Time they would devote to reading in English 

 

As one of the reasons for students not reading was not having access to books, they 

were asked, if they had that access, how many hours a week would they invest in 

reading. The majority chose from one to three or more hours which represents a positive 

attitude and a willingness to practice this skill if they had better conditions, namely, 

more access to books. However there was one student who refused investing time on 

reading.  
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Figure 17: Importance of reading books in English 

  

Reading in English is considered very important by the participants in this study. 

According to the graph, 86 of the students consider that reading books in English is 

important for their life. This represents a positive attitude among students towards 

reading. Seventeen consider reading in English more or less important and five of the 

students are not sure if reading in English is important or not. Out of one hundred nine 

students, one of the participants does not consider reading in English in his or her free 

time important.  This question refers just to their perception; thus, it was important to 

know more and learn the reasons why they consider reading in English important. Once 

again, this was a ranking question. These results are shown in figure 18. 

 

Figure 18: Reasons why reading in English is important 
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Among the reasons why the participants consider reading in English useful for their 

lives ―acquiring a wide vocabulary‖ takes the first place with Fifty students ranking it as 

their number 1 reason. This reason is followed by ―to increase my knowledge and 

literacy‖ and ―useful for the academic field‖. Interestingly, students seem to 

acknowledge that reading might not only help them learn content, but could also help 

them improve their English, at least their lexical knowledge.   

Figure 19: Reading in English as a rewarding activity 

 

In order to know the students’ perception regarding reading in English, the question ―do 

you consider reading in English as a rewarding activity‖ was included. Sixty-five 

students replied that for them reading is, indeed, a rewarding activity. They consider 

reading as a positive activity to gain knowledge in the target language. In total, 80% 
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considers reading in English for pleasure a rewarding activity. Only one of the 

participants considers that it is not rewarding at all. This negative attitude by one 

particular student appeared repeatedly in other questions.  

Although Reading in English, as have been said before, is not a common 

practice, the students present a positive attitude towards it. The students rarely read in 

English for pleasure, but they consider the possibility of increasing this practice. This 

lack of reading is determined by some reasons the students mention. 

1. Students find reading in English difficult.  

2. They consider that they lack time 

3. They do not have access to books in English  

These reasons for not reading, although valid, have solutions. Therefore, having proper 

reading materials for their level and interest might potentially increase the practice of 

this skill.  

However, the existence of reading material alone does not guarantee better 

reading habits. It is also important that such materials should be interesting for the 

learners (Krashen, 2004). For this reason, students were asked to rank from one to nine 

different reading genres as an indicator of the type of texts and topics they would be 

more likely to be interested in reading.   
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Figure 20: Topics of their interest 

 

Answers to this question were very heterogeneous considering the different 

backgrounds of the participants. Yet, a trend seems to emerge in which fiction genres 

such as mystery, adventure and science fiction are more frequently ranked as 1, 2 or 3 in 

preference. Among the non-fiction category, current news seems the most popular with 

Fifty-one students who ranked this genre among their three best choices. Classics, 

poetry, nonfiction (essays, editorial, etc.) and romance had a low percentage of choice. 

This implies that students are not interested in these genres; therefore, trying to include 

this kind of text in the classroom or reading club may not be a successful strategy to 

encourage students to read.  

 

Factors that influence reading habits and attitudes 

Apart from learning about students’ reading habits and attitudes in reading in a foreign 

language, an aim of the current study is to try to explain such habits and attitudes. Such 

explanation might be a source of valid recommendations to design and implement 

programs to promote and foster the habit of reading in English.   

There are some factors that can affect or influence reading habits and the 

attitudes. One of them is self-efficacy, one’s own assessment of how good one performs 
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certain tasks (Williams & Burden, 1997) according to studies in reading motivation 

(Grabe, 2009; Mori, 2002). A common measure of self-efficacy in reading is the 

student’s self-rating of reading comprehension. Students tend to feel frustrated when 

they do not understand what they are reading. Also, students who rate their own 

comprehension as poor are often unmotivated towards reading.   

Figure 21: comprehension when reading 

 

 

In this question, Fifty-one of the students score their comprehension when reading as 

low. They consider that when they read in English they understand very little from the 

text. One of the students considers his or her comprehension very good, having no 

problem when reading in English. The rest of the students find themselves between an 

acceptable level of comprehension and a good level. The level of comprehension can 

influence the frequency of their reading in English, affecting their emotional state. 

Students might choose the quantity, frequency and the texts to read according on how 

much they understand from the text.  

One common detriment to reading is the lack of vocabulary knowledge (Schmitt, 

Jiang & Grabe, 2011). The percentage of unknown words in a text can impair reading 

comprehension, thus leading to frustration and demotivation. Considering this, 

participants were asked about their perceive ability to understand a text even if they 

encounter unknown words.  
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Figure 22: capability to decode a text without understanding one or more words 

 

Students were asked to rate their comprehension when reading in English from always 

understanding although facing unknown vocabulary to never understanding. Most 

participants in the survey understand the general idea of the text even if they do not 

understand all the words within the text. Most students claim they sometimes manage to 

understand a text despite unknown vocabulary. The number of students reporting they 

always manage to understand a text despite not knowing all the word in it is 

considerably low. On the other hand, three participants claimed that they never 

understand the general idea of a text when they find unknown words. This result 

suggests that students are already familiar with reading strategies that might help them 

understand a text.   

In order to understand the relationship among variables, Pearson correlations 

were calculated. Pearson correlations show the co-occurrence of high or low values in 

the measurements of two variables. Table 23 and 24 shows the correlations among the 

variables pleasure for reading in English, frequency of reading in Spanish, amount of 

books read in Spanish, frequency of reading text in English, comprehension when 

reading English, amount of books read in English, willingness to read more in English, 

years of English learning before the university, frequency in English
4
, time they would 

devote to reading in English, if they consider reading in English important, if they 

consider reading in English rewarding, the attitude towards reading,  previous access to 

English books, if they were motivated on reading by a teacher before, and if they 

traveled abroad before.  

                                                           
4
 This variable was extemporaneously estimated by quantifying the variables frequency of books in 

English and frequency of texts in English.  
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Figure 23: Correlations among variables of the study 
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Figure 24: Correlations 
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The variable ―pleasure to read in English‖ correlates with the variables frequency of 

reading texts in English, amount of books read in English, frequency in English, 

comprehension when reading in English, willingness to devote time to read in English, 

and experience in an English-speaking country. Correlations between ―pleasure to read 

in English‖ and the other variables are weak, positive and statistically significant at the 

0,01. This means that most students who report enjoying reading in English read more 

text and books in English weekly, they understand more when they read in English, they 

are willing to invest more time to read and that having visited an English-speaking 

country had certain influence on them. Pleasure to read in English also correlated with 

the variable previous motivation from teachers. This correlation is also weak, positive 

and statistically significant at the 0,05. This shows the important role teachers can play 

in motivating students to read and fostering good reading habits, a role that is usually 

highlighted by authors that promote the extensive reading approach. 

The variable ―frequency of reading in Spanish‖ correlates with the variables 

amount of books read in Spanish, frequency of reading texts in English and frequency in 

English. Correlations between ―frequency of reading in Spanish‖ and the other variables 

are weak, positive and statistically significant at the 0,01. This means that most of the 

students that reported enjoying and spend more time reading books and text in Spanish 

have read more books in Spanish and spend more time reading texts in English (books 

or other texts). In addition, ―frequency of reading in Spanish‖ correlated with 

―willingness to read more in English‖ as well in a positive and statistically significant at 

the 0,05 relationship. This means that students that spend more time reading in Spanish 

also reported an inclination to read more in English if they had better conditions (more 

time and access to books). 

The variables ―Amount of books read in Spanish‖ correlates with the variable 

Frecuency in English. The correlation between ―Amount of books read in Spanish‖ and 

the variable is week, positive and statistically significant at the 0,01. This means that 

good reading habits in Spanish predict good reading habits in English.  

The variable ―frequency of reading text in English‖ correlates with the variable 

frequency in English and ―willingness to read more in English‖. The correlation 

between ―frequency of reading text in English and Frequency of reading in English is 

moderated, positive, and statistically significant at 0,01 while its correlation to 

―willingness to read more in English‖ is   weak, positive and statistically at 0,05. 
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Therefore more frequent readers of texts in English also report being more willing to 

invest more time in reading in English if they had better conditions.  

Students who claim that they would like to read more texts in English are 

usually those who consider reading in English a rewarding activity. The correlation 

between these two variables is weak, positive and statistically significant at 0, 01. The 

implication of this is that students need to see the intrinsic reward of reading in English 

in order to express a likelihood of reading more. Importance attributed to reading in 

English is also a statistically significant predictor of willingness to read more as shown 

by the correlation by these two variables which is weak, positive and statistically 

significant at 0,05. In other words, the students that would like to read more in English 

consider reading an important practice for their lives. Likewise, the intention of 

devoting more time to read in English also correlates with the importance attributed to 

reading in English and to the perception of reading in English being a rewarding 

activity. This means that students that are willing to invest more time in reading in 

English consider English an important activity for their lives and a rewarding activity. 

The variable ―reading in English is important‖ correlates with the variable 

reading in English is rewarding. The correlation between reading in English is important 

and the variable reading in English is rewarding is weak, positive and statistically 

significant at 0,01. This means that students that consider reading in English important, 

think that the can gain something when reading in English.  

The variable ―attitude towards reading
5
‖ correlates with the variables pleasure 

for reading in English, Amount of books read in English, Frequency in English, 

willingness to read more in English, willingness to devote time to reading in English, 

reading in English is important, reading in English is rewarding. Correlations between 

the variable ―attitude towards reading‖ and the variables amount of books read, and 

frequency in English is weak, positive and statistically at 0, 01. Correlations between 

―attitude towards reading‖ and the variables pleasure for reading in English, willingness 

to read more, willingness to devote time, reading in English is important and reading in 

English is rewarding is moderate, positive and statistically at 0.01. this means that 

students that read constantly in English, are willing to read more, are interested to invest 

                                                           
5
 This variable was estimated extemporaneously by adding the total from other variables that might be 

indicative of a positive attitude towards reading. Higher values indicate better attitudes towards 
reading.  
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time to reading, consider English important and rewarding and find pleasure when 

reading in English have a highly positive attitude to this practice in the target language.  

The variable ―attitude towards reading‖ correlates with the variables previous 

motivation from a teacher, experience in an English-speaking country and frequency of 

reading text in English. Correlations between the variable ―attitude towards reading‖ 

and the other variables are weak, positive and statistically significant at 0,05. This 

means that’s students that read more frequently text in English, have been in a foreign 

country and have been motivated by previous teachers have a better attitude towards the 

practice in the target language. Again, this highlights the importance of teachers who 

foster the reading habit and experiences abroad as predictors of a positive attitude 

towards reading.   

The variable ―Access to Books before‖ correlates with the variables study 

English before and previous motivation from a teacher. Correlations between the 

variable Access to books and both variables are weak, positive and statistically at 0, 01. 

This means that most of the students that had a previous contact with the target 

language before getting to the university also had access to reading books in English in 

those previous experiences.  

The variable ―previous motivation from a teacher‖ correlates with the variable 

study English before. The correlation is weak, positive and statistically at 0, 05. A logic 

correlation that indicates that in their previous studies aside from school, their teachers 

motivate them to read while also suggesting that teachers in schools do not often 

promote the reading habit. 

The variable ―having been in an English-speaking country‖ correlates with the 

variables Amount of books read in Spanish, would like to read more in English and 

attitude towards reading. correlations between these variables are weak, positive and 

statistically at 0, 05. This means that’s students that have been abroad have a positive 

attitude towards reading and a high willingness to read in English. 

One last analysis considered important was to determine whether demographic 

information had any impact on both reading habits and attitudes. In this case, the 

variables sex, age and program of studies. Table 25 below shows the mean in both 

habits (using the variable ―frequency in English‖ the addition of all questions that 

measure how often and how much students read texts in English) and reading attitudes 

(also a variable estimated by adding all questions that measure students willingness, 
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importance or enjoyment of reading) discriminated by age groups, sex and academic 

programs. 

 

Table 25: Means of reading habits and reading attitudes by age, sex and academic 

program 

 

 

freq_read_en actitud_read_en 

Mean Mean 

Age 16-20 10,45 14,56 

21-25 9,90 14,38 

26-30 7,50 15,67 

30 o mas 7,00 15,00 

Sex Female 10,00 15,31 

Male 10,34 14,30 

Program Tecnología en sistemas de la 

información (2711) 

10,00 15,00 

Economía (3340) 10,11 14,57 

Licenciatura en educación 

básica con énfasis en ciencias 

naturales (3467) 

12,00 16,00 

Licenciatura en literatura 

(3487) 

11,00 13,57 

Ingeniería de sistemas (3743) 13,00 17,00 

Ingeniería electrónica (3744) 9,89 14,11 

Ingeniería eléctrica (3746) 10,18 14,36 

Ingeniería mecánica (3748) 8,50 13,67 

Ingeniería industrial 

(3751) 

9,50 9,67 

Estadística (3752) 16,00 15,00 

Ingeniería sanitaria y 

Ambiental (3754) 

9,88 15,64 

 

 

By age group, it can be seen from the table that those with ages between 16 and 20 

years old reported reading in English more frequently, while those who are 30 or older 

reported reading less frequently. Although it might seem a contradiction, it is precisely 

this group age the one that reported a higher mean for reading attitudes. That is to say, 

those students who are 30 or older read less frequently in English, but have more 

positive attitudes towards this activity, they would spend more time if they have certain 
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favorable conditions, consider reading in English very important and see it also as a 

rewarding activity. This apparent contradiction might be due to the fact that students 

who are 30 or older usually have more responsibilities (jobs, family, studies) than their 

teenage counterparts thereby reducing their time available to read, yet, because of their 

age and maturity they are more aware of the importance of this skill in their academic 

and professional lives and ergo have more positive attitude. This speculation remains 

unconfirmed since the questionnaire did not include questions on other social factors 

such as employment, marital status and of sorts.   

A one-way ANOVA using reading frequency as the dependent variable and age 

as the controlling factor revealed that the difference in means between age groups is not 

statistically significant (F=1,42; p=0,240). This means that the differences of means in 

reading frequency is random and age is not a determining factor in such differences. 

Similarly, the one-way ANOVA for reading attitude considering age as a factor was not 

statistically significant either (F=0,293; p=0,831). In short, age does not influence 

reported frequency in English nor attitudes towards reading in this language. 

When compared by sex, table 25 suggests that males read slightly more 

frequently in English than females. However, females averaged a higher score in 

reading attitudes, suggesting that while female get to read in English slightly less often, 

they do value reading in English because of its importance and enjoyment. The one-way 

ANOVA for reading frequency considering sex as the controlling factor showed no 

statistical significance (F=0,222; p=0,639) which indicates that there is no real 

difference in reading habits between male and females despite the differences in means. 

On the other hand, the one-way ANOVA for reading attitudes did reach statistical 

significance (F=4,47; p=0,037) which means that sex does have influence in reading 

attitudes. 

Finally, when compared by academic programs, it could be seen that students of 

3467, 3742 and 3752 report higher reading frequencies compared to the rest of the 

programs. The programs that report lower means in reading frequency are 3744, 3748, 

3751 and 3754. It might be the case that the characteristics of the programs and the 

presence of English in the specialized literature of each area might reflect on these 

indexes of reading frequency. The comparison of means through the one-way ANOVA 

disclaimed this possibility since this comparison did not reach statistical significance 

(F=0,828; p=0,603). That is studying any particular program does not impact the 

reported reading frequency. As for reading attitudes, students from 3467, 3743 and 3754 
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reported more positive attitudes towards reading in English while the program with the 

lowest index for reading attitudes is 3751. Students in both 3467and 3743 reported high 

means for frequency and attitude. In this case, the one-way ANOVA did show that the 

difference among means of the groups is statistically significant (F=3,20; p=0,001) 

which means that the fact of being a student in one program or another does influence 

the reported attitudes towards reading in English. Future studies might look at the 

personal characteristics of these students or the curricular elements of the programs in 

which more positive attitudes are reported to establish a more fine-grained explanation 

of the causes of this relationship. 

In short, while different means were identified by age groups, sex and academic 

programs in reading frequency, none of these were statistically significant, meaning that 

these variables do not have a significant effect on reported reading frequencies. On the 

other hand, differences in means of reading attitudes were statistically significant when 

sex and academic program were considered which means that female do have better 

attitudes towards reading in English as do students from 3467and 3743. Age did not 

have a significant influence on reading attitudes.  
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CONCLUSION 

In this section, we offer an overview of the results, discuss some of their implications 

and offer some suggestions for programs that aimed at improving EFL students’ 

competence in the language through the promotion of reading.  

In this particular sample of students, it was found that not many students had 

contact with the English language apart from their classes at schools before entering 

college. For those who did, it appears that such contact influenced positively their 

readings habits and attitudes. Also, this previous contact is highly correlated with the 

motivation students received from teachers and the access they had to books. In other 

words, it was outside school that students found the encouragement and the material for 

reading, building their habits and generating a positive attitude towards reading. On the 

other hand, students who did not have previous contact with the target language besides 

the one they received in elementary and high school had little possibility of having a 

different contact with the language that could open the opportunity of developing 

reading habits and a positive attitude towards reading in English. Being abroad is an 

aspect believed to influence the language proficiency in students. In this case being 

abroad influenced reading habits and attitude in the students. Students that have been 

abroad reported also reading more books in Spanish, reading in English by choice more 

often and being willing to read more in English than they already do.  

Another finding that stands out is the importance of the role of the teachers in 

the classroom for encouraging students to read. Different authors highlight that teachers 

should encourage reading and be a model (Day & Bamford, 2002; Renandya, 2007). 

Our data lends support to these claims by showing that those students who felt 

encouraged by a teacher to read also show positive attitudes towards reading as they 

read in English by choice finding pleasure in doing it. 

As for students’ reading habits, it was found that students are frequent readers in 

Spanish as they devote time to read weekly in their L1. However, when comparing this 

habit to reading in English, we found that the frequency is lower and there are more 

students admitting not reading any kind of text in English at all. Yet, the amount of 

books read in the last 12 months for the majority is almost the same in both languages, 

that is 1 or 2 books. This highlights the need to strengthening the habit of reading books 

for pleasure as a booster for reading abilities. This applies for both the L1 and the L2. 

Data also points at a relationship between reading habits in Spanish and in 

English. The reported frequency for reading texts in English is influenced by the 

enjoyment they find on reading in English, their Spanish reading frequency, and the 

amount of books they read in Spanish. That is, their reading habits in Spanish influence 

their frequency and habits in reading in English. Students that have high reading habits 

in Spanish have a positive attitude towards reading in English and their reading 

frequency is slightly higher. Thus, by motivating and encouraging good reading habits 

in Spanish is possible to foster reading in the foreign language as well.  
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Although students don’t read much in English, for different reasons, they 

manifest a disposition to invest more time and to read more in the target language as 

they consider reading in English an important and rewarding activity. Students 

acknowledge that they can benefit from reading in English. Students are conscious of 

the linguistic benefits reading can provide and the discovering of the world that 

surrounds them, despite of the reasons they choose not to read: lack of time and the 

difficulty of reading in another language. The implication of this finding is two-fold. On 

the one hand, programs need to provide the time for students to read both in and outside 

class. A strategy such as the reading clubs the EGAP program has created is a positive 

initiative in this sense. On the other, the difficulty students have to read needs to be 

targeted also in and outside class through clear and intentional pedagogic interventions 

such as more emphasis on vocabulary teaching, more hours devoted for reading in class 

and a complemenmtary extensive reading program that is well articulated with the 

syllabi of the different levels and courses offered.  

Based on these findings, we propose some suggestions for designing strategies 

and intervention aimed at the fostering of reading in the L2 for college students. For 

working with reading in an English reading club, it would be advisable to, first, work on 

texts that students are familiar with or that are from their interest. The majority of the 

students replied that the text they most frequently read in English by choice is song’s 

lyrics; therefore, it would be a good idea to plan lessons involving songs and working 

on them through reading. Among the other kind texts students reported being interested 

in are mystery and science fiction genres. Yet, these texts are seldom used in reading 

programs with an academic goal. Working with texts of this kind of genres would 

engage students in active reading and is likely to motivate more reading habits. Some of 

these suggestions might be partially included in the classroom as well, especially in 

early levels.  

Apparently, students seem to ignore the resources that the university offers for 

reading in English such as the language resource center and the English books found in 

the Mario Carvajal Library. For this reason, there should be a more noticeable 

promotion of these resources. Through different campaigns (on social networks and in 

institutional media), students should be aware of the existence and availability of books 

and other reading materials in institutional spaces at Universidad del Valle. 

Furthermore, other spaces available for language practice (such as the foreign languages 

labs at San Fernando campus) should also be provided with books and reading material 

for the students to have easy access to them.  

As students consider vocabulary an important part of reading, and for them is 

one the reasons why reading is important, the English courses and clubs should 

reinforce vocabulary during the activities. Students consider reading difficult because of 

their poor comprehension when reading, which in turn is due to the amount of unknown 

vocabulary they encounter. Different proposals for how to teach vocabulary more 

effectively are available in the works of Nation (2005) and Schmitt (2007). 
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As it has been said before, reading habits in Spanish have an influence on the 

amount and frequency of reading students do in English. Thus, reading in Spanish 

should be encouraged as well. Promoting reading in the L1 can provide an opening for 

the students to seize the opportunity to read in the target language as they seem to be 

aware of the benefits reading can provide to their lives.  

An extensive reading program could also be added to the reading club or even in 

the context of English courses.  ER promotes reading by choice. With this kind of 

program, students could be engaged in reading as they chose what to read according to 

their interest and focusing on content and comprehension of the general text. The ER 

program could involve a mixture of in-class reading time and out-of-class reading for 

which students have to show some accountability.  

Reading could also be encouraged in classrooms through an intercultural 

approach. Presenting culture through reading materials can provide the student with an 

overview of the language and a real context of the language use. This approach can be 

more interesting and motivating than other language-focus model of reading. Moreover, 

as students read with a focus on cultural differences and similarities, they expand their 

knowledge of the culture of English-speaking countries. Knowledge of the world and 

cultural knowledge are important basis for the development of schemata and, thus, aid 

reading comprehension.  

Although in the current questionnaire there were not questions specifically 

addressing the preferred medium of reading (i.e. print vs. electronic), it is well-know 

that most reading is currently done in technological support. Therefore, it seems only 

reasonable to incorporate computer-based reading and internet-supported media in any 

program or strategy that targets the promotion of reading. The program, teachers and the 

reading club should exploit the computer and multimedia labs devoted for language 

study for promoting reading as well. Through the university moodle, different materials 

for free voluntary reading might be available for students. Platforms such as Clarity 

English help students practice reading and keep track of their own progress. The reading 

component of these platforms should be compulsory at all levels.  

In closing, further studies are necessary to complement these results. Given the 

fact that the current study shows the important role of the teacher in motivating reading 

in the L2, it would be important to know the reading habits and attitudes of college 

professors teaching ESP and EAP courses. Furthermore, while a picture of the reading 

habits of the students has been drawn, more detailed results are needed. First, the 

current study could be replicated with a larger sample of students. Second, more 

qualitative data could be collected to expand understanding on what and why students 

read. Finally, implement different pedagogical alternatives considering these results 

(such as the integration of both intensive and extensive reading and other strategies in 

the reading clubs) and research on the effectiveness and limitations of such innovations.  
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APPENDIXES 

UNIVRESIDAD DEL VALLE 

FACULTAD DE HUMANIDADES 

PROGRAMA DE LICENCIATURA EN LENGUAS EXTRANJERAS INGLÉS- FRANCÉS 

 

Cuestionario sobre hábitos y preferencias de lectura en inglés 

El propósito de este cuestionario es conocer los hábitos y preferencias de los estudiantes del 

programa de Inglés con Fines Académicos y Generales de la Universidad del Valle con respecto 

a la lectura en inglés y en español. Nos interesa particularmente la lectura por gusto o 

entretenimiento, es decir, aquella que no es asignada como parte del trabajo de los cursos en la 

universidad.  

La información recopilada a través de este cuestionario será usada con fines académicos y de 

investigación y nunca con fines comerciales. Al encuestado se le garantiza el derecho a la 

confidencialidad y respeto a la privacidad según la ley 1266 de 2008. Se le solicita dar su 

nombre para fines de identificación y rastreo de sus respuestas, pero esa información no será 

divulgada ni difundida en ningún medio impreso o electrónico. Su participación en voluntaria y 

las respuestas al cuestionario no tendrán ninguna incidencia en ninguna de las asignaturas que 

usted cursa en la actualidad. Un año después de terminado el trabajo de investigación 

relacionado con sus datos, los cuestionarios y las respuestas serán destruidas. Al aceptar 

completar el cuestionario, usted reconoce que fue informado de los propósitos del cuestionario, 

del uso que se daría a la información, de las implicaciones de su participación y que es libre de 

solicitar que sus datos no sean usados en la investigación en cuestión. Si tiene dudas o 

inquietudes, puede contactarme a mi o al director del trabajo de grado a los correos 

andrea.bernal@correounivalle.edu.co o carlos.mayora@correounivalle.edu.co respectivamente. 

De antemano, le agradecemos su participación. 

Andrea Bernal, código de estudiante 1429813 

Estudiante de la licenciatura en lenguas extranjeras inglés-francés 

Carlos Mayora, cédula de extranjería 495.632 

 Profesor asociado del departamento de lenguas y culturas extranjeras.  

PRIMERA PARTE: INFORMACIÓN GENERAL 

1. Nombre completo: ___________________________________________________________ 

2. Programa académico: _________________________________________________________  

3. Sexo:     F__  M__  

4. Edad:        16 -20 _____  21-25_____ 26-30_____  30 en adelante _____   

5. ¿Ha tomado clases o cursos de inglés además de las clases en el bachillerato? 

Si ____   No ____ 

Si respondió afirmativamente a la pregunta anterior responda las preguntas 6 y 7, sino, pase 

directamente a la pregunta 8.  

6.  indique dónde curso esos estudios en inglés 

Universidad pública o privada_____   

Instituto de idiomas_____ 

Cursos extracurriculares en el colegio_____    

Programa de intercambio estudiantil_____    

Cursos en línea ______ 

Otro:__________________________________________________________________ 

mailto:andrea.bernal@correounivalle.edu.co
mailto:carlos.mayora@correounivalle.edu.co


66 
 

7. ¿Por cuánto tiempo estudió  inglés antes de entrar a la universidad? 

1 año o menos____ 2 a 4 años____      5 a 7 años____  8 años o más ____ 

8. ¿En sus clases de inglés anteriores, tuvo acceso a libros en ese idioma para leer por gusto? 

Si_____   En algunas ocasiones______    No_____   

9. ¿Alguna vez lo motivó algún profesor a leer libros en inglés?  

Si_____  En algunas ocasiones______ No______   

10. ¿Ha visitado y pasado algún tiempo en un país de habla inglesa? 

Nunca _____ (pase a la pregunta 12)      Sí, por unos días. ______ 

Sí, por algunas semanas _____    Sí, por varios meses _____ 

11. Si respondió afirmativamente a la pregunta anterior ¿cuál fue el motivo de su visita? 

Turismo/ vacaciones _____  estudios _______ Empleo _____  Negocios 

______ 

Otra: _________________________________________________________________ 

12. ¿Acostumbra a leer por gusto en inglés? 

Siempre_____   A veces_____ Rara vez____ Nunca_____ 

13. ¿Al leer por gusto en inglés, como evaluaría su comprensión de lo que lee? 

Baja (uso frecuente del diccionario) _____     Aceptable______    Bueno_______  

  Muy bueno (casi sin usar el diccionario)______ 

14. ¿Si no sabe el significado de todas las palabras de un texto cuando lee en inglés, es capaz de 

comprender el texto en general?  

Si,  siempre_____  A veces_____  rara vez______     Nunca______ 

 

SEGUNDA PARTE: GUSTOS Y FRECUENCIA DE LECTURA 

15. En su tiempo libre ¿Qué tan seguido lee libros en español?  

Al menos una vez a la semana ______  Cada mes____    

Algunas veces (ej:  solo cuando estoy de vacaciones)  _____          Nunca _____ 

16. ¿En los últimos 12 meses, cuántos libros en español ha leído por gusto?  

Entre 1 y 2 _____       entre 3 y 5 _____  entre  6 y 8 _____     9 o más _____ 

17. ¿Qué tan seguido lee algún texto en inglés por gusto? 

Al menos una vez a la semana ______  Cada mes____ 

Algunas veces (ej:  solo cuando estoy de vacaciones) _____          Nunca _____ 

18. ¿Qué tipos de textos lee en inglés en su tiempo libre? (Marqué al menos 3 y enumérelos en 

orden de frecuencia del 1 al 3, siendo 1 el más frecuente)  

Letras de canciones _____ periódicos _____  Revistas _____ Libros de 

ficción (novelas, cuentos) _____   Blogs o páginas web _____       Video juegos _____ 

Otros: ____________________________________________________________________ 

  

19. ¿En los últimos doce meses, cuántos libros en inglés ha leído? 

Entre 1 y 2 _____ entre 3 y 5 _____  entre  6 y 8 _____     9 o más _____ 
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TERCERA PARTE: INTERÉS Y OPINIÓN SOBRE LA LECTURA EN INGLÉS 

20. ¿Le gustaría leer más libros, de los que ya lee,  en ingles por gusto?   

Si. definitivamente____   Probablemente______ 

No estoy seguro______    No_____ 

21. ¿Por qué no lee más libros en inglés? Marqué las razones que apliquen (mínimo 3) en orden 

importancia. Marque 1 para indicar la razón de más importancia  y las demás en ese orden.  

a. _____ Me es muy difícil leer en inglés por que no entiendo 

b. _____ No tengo tiempo para leer debido a los deberes en la universidad 

c. _____ No sé qué libros leer 

d. _____ No tengo tiempo debido a mi trabajo, familia, etc. 

e. _____ No tengo acceso a libros en inglés 

f. _____ No quiero leer en inglés en mi tiempo libre  

g. _____ otro _____________________________________________________ 

22. ¿Si tuviera acceso a libros interesantes, apropiados para su nivel, cuántas horas por semana 

estaría dispuesto a dedicar a la lectura en inglés?  

_____0  _____1  _____ entre 2 y 3     _____ más de 3  

 

23. ¿Cree usted que leer libros en inglés por gusto es importante?  

____ Si, muy importante                                           ____ Más o menos importante 

____ no estoy seguro                                                 ____ No 

 

24. ¿Por qué cree que leer libros en inglés es importante? 

De la siguiente lista marque al menos 3 razones en orden de importancia, siendo 1 la más 

importante. 

____ Puede ser útil para el ámbito académico 

____ Para adquirir un vocabulario amplio  

____ Puede ser útil para el curso de inglés que tomo actualmente. 

____ Para aprender más de otras culturas 

____ puede ser útil para mi carrera 

____ Para aumentar mi conocimiento y literacidad (habilidad lectora) en general. 

____ Otra _________________________________ 

 

25. Sin considerar la poca comprensión o la falta de tiempo, ¿considera que leer libros en inglés 

por gusto es una experiencia gratificante? 

____ Si, Muy gratificante    ____ Si, más o menos gratificante  

____ No estoy seguro   ____ No 

26. ¿Qué clase de textos en inglés le gustaría leer?  

De la siguiente lista marque tres, siendo el 1 para la primera opción. 

____ Misterio 

____ Aventura 

____ Ciencia ficción 

____ Romance 

____ Hobbies, viajes 

____ No ficción (ensayo, textos de opinión, biografías, análisis histórico, etc.) 

____ Poesía y teatro 

____ Noticias y actualidad 

____ Clásico 

____ Otro: __________________________________________________________ 

 


