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Chapter 1
Introduction and context
This chapter describes the origins and aims of the study and the context in which it emerged.
Furthermore, the chapter presents the research questions, research approach, intended
outcomes and relevance of the study. Finally, it describes the structure of the dissertation.

1.1

Introduction and origin of the study

The idea for this dissertation developed during an educational development project in
Ghana, entitled practical1. The project was an initiative to improve the capacity of tertiary
institutions to train more and better-qualified mathematics and science teachers in their
Bachelor of Education (B.Ed.) programmes. The project was a joint effort of staff from the
University of Cape Coast (UCC), the University of Education Winneba (UEW) in Ghana and
VU University Amsterdam, the Netherlands.
The vision and rationale underlying the curriculum innovations within the practical
project were based on a thorough context analysis by Ghanaian and Dutch educational and
content experts. Based on the outcome of the analysis, it was decided that one of the main
issues to be addressed was the teacher-centred approach. This was identified as the main
instructional method used in both Ghanaian institutions. This approach, whereby students
copy notes during lectures, is characterised by students learning mostly through rote
learning, verbal recall and through memorisation of statements. Consequently, students’
ability to apply knowledge independently outside the context of school was limited. As a
solution to this problem, active learning methodologies were introduced for use in all of
the teacher education programmes. Strategies promoting active learning can be defined
as “instructional activities involving students in doing things and thinking about what
they are doing” (Bonwell & Eison, 1991). The shift towards a student-centred approach
in teaching and learning was supported by staff training in interactive student activities
and use of ICT. The content of many courses was renewed and updated. Finally, the new
content was supported by the provision of new resources, such as lab equipment and
consumables, textbooks, reference books, and relevant ICT for the new programmes. Prior
to these innovations, very few curriculum support materials were in place at UCC and UEW.
A major part of the project was the distribution of textbooks for all undergraduate courses.
1

The project, which was sponsored by the Dutch government, was carried out from 2006 to 2012. The
full title of the project is: Programme Reform and Alignment for increasing Competencies of Teachers
and for Improving Comprehension and Application in Learning science and mathematics.
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Between November 2006 and June 2009 the project team and Ghanaian staff members
jointly selected over 300 different book titles for use as student textbooks and reference
books. More than 2300 copies in total were ordered and distributed to the libraries of UCC
and UEW (Monney & Stoffelsma, 2010, p. 161). Parallel to the introduction and use of new
textbooks, course manuals were developed by the lecturers. These manuals systematically
described the learning objectives, teaching plan, learning activities and assessment of a
course and they were linked to the new student textbooks.
During the actual process of teaching and learning, Ottevanger and Stoffelsma
(2007) identified a number of challenges that influenced the outcomes of the curriculum
innovations in the project. First of all, the conditions in which staff and students were
expected to work at UEW and UCC were not contributing to an optimal study environment.
Large class sizes, sometimes with up to 400 students in one lecture hall, made studentcentred teaching and special attention to weaker students difficult. In addition, a major lack
of adequate student facilities, such as lecture halls, study rooms, libraries, and computers
was identified as a limiting factor. Secondly, the distribution of and access to the new books
provided by the project were hampered by logistical limitations. Finally and significantly,
UCC and UEW lecturers expressed their concerns about the English reading proficiency and
reading behaviour of their students. Lecturers were under the impression that first-year
students were not used to reading texts independently and that they were very reluctant
to conduct reading assignments for their academic programmes. The lecturers perceived
the reading level of their students to be low; they indicated that students lacked English
vocabulary and critical reading skills, and that they read slowly. As a consequence reading
comprehension was considered to be a problem. Furthermore, the lecturers claimed that
students’ attitudes towards reading were not encouraging, and that students hardly read
because there was no reading culture in the institutions. Moreover, they argued that students
lacked perseverance when reading long texts and that they did not know how to use the
Exhibit 1 Perceptions of UCC and UEW lecturers concerning the use of textbooks by students. (Source:
Ottevanger & Stoffelsma, 2007)
Question: In your perception, are students using the new textbooks provided by the practical
project? Please explain.
Answers:
That seems not to be the case. They don’t know how to use the book. They don’t prepare well.
They have a lack of reading and presentation skills. (Teacher of Inorganic Chemistry 1 at UEW).
From basic school onwards students are used to be passive. It is not easy to change this. There
is no reading culture. (Teacher Inorganic Chemistry 2 at UEW)
Some are using the book, but others are not using it. The problem students encounter is that
they find it difficult to understand what they read.(Teacher Mechanics and properties of matter
I at UEW)
No, they don’t have the books and even the few who have a book only use it for one day and had
no time to prepare. (Teacher General Physics at UCC)
They are not well prepared because students seem not to find the time for independent reading.
(Teacher Nature of Science at UCC)
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textbooks. Lecturers had a slightly more positive perception of the reading attitudes and the
English language proficiency of female students than of male students. The quotes in Exhibit
1 illustrate the reading challenges expressed by UCC and UEW lecturers. In addition to the
concerns with regard to students’ reading proficiency and attitudes, some lecturers blamed
the suitability of the textbooks, the high workload of students and the lack of proper study
facilities. All these limiting factors made it difficult for students to do pre-class preparations
or independent reading activities, which are a prerequisite for active learning.
The general impression of UCC and UEW lecturers with regard to the introduction of active
learning methodologies and independent reading assignments was that students preferred
the ‘old style approach’ where they copy notes from the teacher during lectures. This
approach fits well with the teaching styles that students were already used to in primary
and secondary school. Most of the teaching in Ghana is teacher-centred at all levels. For
example, reading instruction at the primary level is often given by using the oral reading
approach. This practice, whereby teachers read passages out loud and pupils copy what
has been spoken out loud is still much more popular than students reading on their own.
As a consequence, students are not taught how to read independently and lack reading
proficiency (Abudulai, 2011). In addition, the educational model in which the teacher is
regarded as the source of knowledge and students as passive receivers of information has
been part of the Ghanaian educational context for decades. A recent study revealed that
the majority of beginning student teachers in Ghana believe that the most important thing
a teacher can do is to teach pupils facts (Stephens, 2007a). This belief is likely to be based
on the tradition of knowledge transmission found in African school systems (Akyeampong,
Pryor, & Ampiah, 1999).

1.2

Problem definition

Students’ inability to read independently seemed to inhibit the goal of active learning
as introduced by the practical project. The perceptions of academic staff that students’
English reading proficiency was low correspond to research findings at primary level
(Ministry of Education Ghana, 2010) and secondary level (Akyeampong, et al., 1999). These
findings indicate that the overall performance in English language proficiency in Ghana
is weak. Naturally this bears on the English proficiency entry level at tertiary education.
Students who enter tertiary education institutions have to accustom themselves to reading
long expository texts. Students in an English as a Second Language (ESL) country such as
Ghana, where education is usually not in the students’ mother tongue, face the additional
challenge of mastering reading proficiency in a language different from the one they use at
home.
The importance of academic reading proficiency in any academic curriculum cannot
be overestimated. This is even more so for students in teacher training programmes, who
will become teachers and who will transfer their knowledge and skills to children in primary
and secondary schools. Reading research demonstrates that reading plays a decisive role in
students’ academic achievement (Lyengar, 2007; Mol & Bus, 2011; Pretorius, 2000, 2002).
With regard to the affective dimension of reading, a number of studies have been published
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that confirm a positive relationship between students’ reading motivation on the one hand
and reading comprehension and amount of reading on the other (Cox & Guthrie, 2001;
Grabe, 2009; Grabe & Stoller, 2002; Guthrie & Wigfield, 1997; Guthrie, Wigfield, Metsala, &
Cox, 1999; Mullis, Martin, Kennedy, & Foy, 2007; OECD, 2009).
UCC and UEW are the only two institutions in Ghana that offer teacher training
programmes at tertiary level. These programmes play a major role as they provide teachers
for almost all levels of the Ghanaian educational system. The language of instruction in all
of these programmes is English. Moreover, after graduation students are expected to teach
in English at the senior secondary schools. Consequently, English language proficiency is an
important issue. Unfortunately, very little is known about the English language proficiency
levels of tertiary students in Ghana. Investigating the reading challenges of students at
UCC and UEW and exploring possible solutions to improve their academic English reading
proficiency should contribute to improved academic achievement of B.Ed. students and
strengthen the academic quality of future teachers in Ghana.

1.3

Aim of the study

The aim of this study is twofold. First, the study attempts to investigate the academic English
reading proficiency of first-year students in teacher education programmes at UCC and
UEW. After their graduation B.Ed. students from UCC and UEW will become role models
in primary and secondary schools all over Ghana. Their English language skills, including
reading proficiency, will influence the quality of learning in their classrooms and have a
direct impact on the quality of education in the country. In previous research on UCC and
UEW lecturers’ perception of students the focus was on Science and Mathematics Education
students only (Ottevanger & Stoffelsma, 2007). In the current research the target group
also included students from other B.Ed. programmes, such as Arts, Home Economics and
Social Sciences. This allows for a comparison between the student groups and yields a more
complete picture of the context. In addition to measuring English reading proficiency, socioaffective factors related to academic English reading proficiency were investigated. These
include reading behaviour, attitudes and self-concept of reading, which are strongly related
to reading proficiency (Cox & Guthrie, 2001; Grabe, 2009; Grabe & Stoller, 2002; Guthrie
& Wigfield, 1997; Guthrie, et al., 1999; Mullis, et al., 2007; OECD, 2009). The findings and
recommendations from the first part of the study are used as a basis for the second part of
the study.
The second aim of the study is to develop, design and investigate teaching and
learning activities that could improve students’ academic English reading proficiency.
Ultimately, these activities should contribute to improving the academic English reading
proficiency of first-year students in tertiary institutions in Ghana. The activities were
developed in close cooperation with academic staff members at UCC and UEW and
consequently were made as context-specific as possible.
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1.4

Research approach and intended outcomes

The research described in this dissertation focuses on exploring educational interventions to
improve first-year B.Ed. students’ academic English reading proficiency at two universities in
Ghana. Accordingly, the main research question is:
What are the characteristics of teaching and learning activities that could lead
to an improvement of the academic English reading proficiency of first-year B.Ed.
students in higher education institutions in Ghana?
An educational design research approach was selected to carry out the study and to address
the research question. Educational design research is a research approach that includes the
design, development and evaluation of educational interventions as a solution to particular
educational problems. These interventions can take the form of, for example, programmes,
teaching and learning activities, or educational products and materials. In addition to seeking
solutions to educational problems, educational design research yields knowledge about the
processes to design and develop interventions and their characteristics (Plomp, 2007).
Following Plomp (2007), the research consisted of three phases. The first phase
consisted of a thorough context analysis and literature review. The main objective of the
context analysis was to investigate the following sub-question:
What are the characteristics of the academic English reading context of first-year
academic B.Ed. students at UCC and UEW?
In order to answer this research question, three separate studies were conducted using
both quantitative and qualitative research methods. These are described in Chapters 3 to
5. From the outcomes of the context analysis and the literature review a set of tentative
design guidelines was formulated for the second phase, or prototyping phase. During this
phase, two prototypes were developed, which can be considered preliminary versions of
the teaching and learning activities to improve academic English reading proficiency. The
development of prototypes consisted of a number of iterations. Each iterative cycle was
evaluated by formative evaluation, and was considered a ‘micro-cycle of research’ (Plomp,
2007, p.17). Finally, in the assessment phase a summative evaluation was used to draw
conclusions about the effectiveness of the intervention.

1.5

Relevance of the study

Sub-Sahara Africa has been the focus of major national and international interventions to
improve educational quality, access and equity, such as the Millennium Development Goals
and the Education for All initiative adopted in the year 2000 (UN, 2001; World-EducationForum, 2000). In order to succeed in improving the quality of education it is crucial that the
local context is understood thoroughly. Unfortunately, in many education and development
initiatives the local context is often a forgotten element (Stephens, 2007c). Pretorius and
Mampuru (2007) propose that the following three important macro variables need to
be taken into account when discussing literacy accomplishment in Africa: “the complex
17
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linguistic fabric of African states and communities, widespread poverty and generally low
adult literacy levels” (p.40), depending on local conditions.
The current educational study aims to investigate and understand the academic
English reading proficiency of first-year students in tertiary teacher training programmes in
Ghana and to propose context-specific educational solutions to existing reading challenges.
Because very little research has been done in the area of English reading proficiency at tertiary
level in the West African context, the purpose of this exploratory study is not primarily to add
to existing theory but to map out terra incognita. This is particularly relevant in a research
area that is characterised by a lack of empirical research. Pretorius and Mampuru (2007)
point out that Africa “offers an ideal setting for studying the language/reading questions
that preoccupy much of L2 reading research. Yet surprisingly little research has emerged
from this rich context” (p.38).
In order to make the outcomes as context-specific as possible, the research
project included both user and expert groups. Proposed interventions were developed in
cooperation with stakeholders. The outcomes of the study will not only benefit students
and staff at UCC and UEW, but also policy makers and educationalists. Not only Ghana, but
also the West-African region and ESL countries with similar educational systems, will benefit
from these findings through the development of new teaching and learning materials.

1.6

The context: Ghana

Ghana is a West African country of approximately 239,000 square kilometres, situated on the
Gulf of Guinea (see Figure 1). Ghana shares boarders with Ivory Coast (west), Togo (east) and
Burkina Faso (north). It has approximately 24 million inhabitants with an annual population
growth of 2.4% and a life expectancy of 63 years at birth (UIS, 2011). The World Bank Global
Economic Prospects positioned Ghana as the fastest growing economy of Sub Sahara Africa
in 2011. The recent production of oil in the country has led analysts to upgrade Ghana’s
country’s gross domestic product (GDP), with a forecast GDP growth of 13.4 percent. As a
result, Ghana moved from low-income to lower middle-income status in 2011 (WB, 2011).
In spite of these positive economic developments, Ghana still had a poverty ratio of 28.5%
in 2011, which means that almost one third of the population lives below the international
poverty line which is $ 1.25 per person per day (Bradshaw & Nichols, 2004).
1.6.1

Languages in Ghana

Ghana is a truly multilingual society. Estimates of the number of Ghanaian languages differ,
due to different classification systems and definitions of ‘language’ and ‘dialect’. Some claim
that the number of languages ranges from 45 to 50 languages (Kropp-Dakubu, 1988). A
more recent study (Obeng, 1997) confirms that at least 44 languages are used in Ghana,
whereas others say there are at least 64 (Bodomo, 1996) or even as many as 79 indigenous
languages (Ethnologue, s.a.). In addition to the existing indigenous languages, which are
ultimately all related and belong to the Niger-Congo family, other African languages are
spoken or used in Ghana that are not indigenous to the country. Typical non-indigenous
examples are languages that are imported by immigrants and foreign traders, such as Hausa
(spoken mainly in Nigeria and Niger), Swahili (East Africa) and Arabic (Muslim immigrants).
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Figure 1 Map of Ghana

European languages that are used in Ghana are English and French (Kropp-Dakubu, 1988).
According to Obeng (1997), the three major linguae francae of Ghana are Akan, Hausa and
English; that is a mix of indigenous, immigrant and European languages.
As in many post-colonial societies, the language of colonial times still plays a major
role in Ghanaian society. The British first arrived in Ghana in the 1550s, calling Ghana ‘Gold
Coast’ at the time, and they took almost full control of the territory during the second half
of the nineteenth century. Ultimately, in 1957, Osagyefo Kwame Nkrumah led Gold Coast
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into independence from Britain, and renamed the country Ghana, which became one of
the first independent countries in Africa (Gilbert & Reynolds, 2004). Since independence in
1957, the Government has continued to use English as the official language. According to
Sackey (1997), sporadic attempts have been made to challenge the official language policy.
He reports at least three institutional debates that have been held since independence to
discuss a national language for Ghana, such as Akan, but without any result. Finally in 1995
it was decided that other languages were allowed to be used in Parliament, such as Akan,
Nzema, Ga, Ewe, Hausa, Dagbani, Dagaare or other languages, if facilities for interpretation
exist in Parliament (Sackey, 1997). As a result of the imposition of English as the official
language and the language of formal education during and after colonial rule, English came
to be seen as a language of prestige. The fact that English is seen as a social status marker,
combined with the negative attitudes of many Ghanaians towards their own indigenous
languages, has contributed to the strong position of English in the academic curriculum
(Obeng, 1997).
In theoretical models of English in the world, the function of English in Ghana can
be categorised and understood in relation to the way that English is used elsewhere. An
influential model on the spread of English is Kachru’s ‘Three circle model of World Englishes’
(Kachru, 1985, 1992). Kachru divides the spread of English into three concentric circles: the
Inner circle, the Outer circle and the Expanding circle. These circles represent the “types
of spread, the patterns of acquisition and the functional domains in which English is used
across cultures and languages” (Kachru, 1985, p. 12). The inner circle refers to the regions
where English is the primary language: Britain itself, but also the other countries where
English is spoken as a Native Language (ENL), such as the USA, Canada, Australia, and New
Zealand. The outer circle represents non-native varieties of English, also called English as
Second Language (ESL), which have been institutionalized in regions that were submitted
to extended periods of colonization. Examples are Bangladesh, Ghana, and Pakistan. Finally,
the expanding circle contains regions where English is spoken as a Foreign Language (EFL)
and has no official status. The users in this circle have recognised English as an international
language. Examples are China, Egypt and Indonesia.
Another approach to categorizing English in the world is the categorization
proposed by McArthur (1998). He distinguishes eight categories of English in the world,
ranging from English as a de facto official language (UK and USA) to English as a de jure
official language. PAGINA He argues that English in Ghana belongs to the following category:
“English is a de jure official language, despite never having been indigenous or a settler
language, co-occurring with other languages and perhaps with pidgin or Creole.” (McArthur,
1998, p. 40). Following Kachru and other scholars (Ahulu, 1995; Jenkins, 2010; McArthur,
1998), Ghana is considered an ESL country in the current study.
1.6.2

The Educational System of Ghana

The educational system of Ghana consists of 12 years of pre-tertiary education: six years of
Primary school (starting at the age of six), three years of Junior Secondary School (JSS) and
three years of Senior Secondary School (SSS). The six years of primary education and the
three years of junior secondary school form nine years of free compulsory basic education.
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Figure 2 Structure of the education system in Ghana (UNESCO, 2010)

At the end pupils take the Basic Education Certificate Examination (BECE), conducted by
the West African Examinations Council (WAEC). The three years of Senior Secondary School
(SSS) for students from 15 to 18 years are not compulsory, but they are mandatory for
students who wish to proceed to university (UNESCO, 2010).
At the end of SSS students take the West Africa Senior School Certificate
Examination (WASSCE). Ghana joined this WAEC grading system in 2007 and withdrew from
the Senior Secondary School Certificate Examination (SSSCE). Students are still admitted
to tertiary institutions based on both WASSCE and SSSCE. However, the latter will phase
out eventually. In 2008, 77% of girls and boys were enrolled in primary school, and 47% in
secondary school. There is no information available for tertiary enrolment (UIS, 2010).
1.6.3

Language policy in education

Ghana has a complex history with regard to the languages of instruction in schools,
particularly in primary education. While for most students English is not their first language,
students are exposed to the use of the English language from an early stage in the educational
system. Before entering the tertiary education institutions, Ghanaian students have passed
through 12 years of pre-tertiary education. The six years of primary education and the three
years of junior secondary school form nine years of free compulsory basic education, at the
end of which pupils take the Basic Education Certificate Examination (BECE) conducted by
the West African Examinations Council (WAEC). The three years Senior Secondary School
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(SSS) for students from 15 to 18 years are not compulsory but mandatory for students who
wish to proceed to university.
Since colonial times, government legislation on the use of English or Ghanaian
languages as the medium of instruction has been adjusted over and over again. In 2002 a
law was accepted that imposed the use of English as a medium of instruction for all basic
schools (public and private) from grade one. Opoku-Amankwa (2009) stresses that similar
to previous language policies, the main weakness of this policy was that very little was done
to ensure full implementation. In practice it meant that teachers were not fully equipped
to use English as a medium of instruction and that they were likely to use local languages
in their classrooms. Another change was implemented in 2009, when the government
initiated the National Literacy Acceleration Program (NALAP) to train teachers for bilingual
education programmes at primary level (Leherr, 2009). The changing nature of these policies
is illustrated in Exhibit 2.
Exhibit 2 Experience of primary school teacher on the use of L1 or L2 as the language of instruction
“The system has been such that at the kindergarten level and from primary 1, 2, 3 local languages
were used as the language of instruction. But somewhere along the line the coming in of the
private schools where they only use English language as medium of instruction also promoted
the government schools to use English throughout. But since last year the government has come
out clearly that public schools should use L1 instruction (local languages). That means the local
language of the area where the school is situated. Primary school teachers have therefore been
trained in 2009 by the government in the use of L1 as the language of instruction.”
Interview with the assistant Headmistress at Ansarudeen Junior High School Winneba, July
2010.

At secondary school level, English is officially the language of instruction for all subjects,
apart from the lessons on Ghanaian languages. In addition, English is a core subject for all
students. The general aims of teaching English as a subject at the Senior High School level
are, amongst other aims, to “generate in students the love for reading for pleasure and the
development of creative potentials and to prepare students to function effectively on their
own in tertiary institutions” (Ministry of Education Science and Sports, 2007, p. ii). At the
tertiary education institutions in Ghana, English is used as the language of instruction, but it
can also be studied as a core subject.
In addition to English, there are eleven Government-sponsored languages that may
also be used for educational purposes at the Junior and Senior Secondary Schools, namely
Akuapem Twi, Asante Twi, Dagaare, Dagbani, Dangme, Nzema, Ewe, Ga, Gonja, Mfantse,
and Kasem (Government of Ghana, 2011). These indigenous languages can be studied at the
University of Ghana, the University of Cape Coast and the University of Education Winneba
(Obeng, 1997).
The Bureau of Ghana Languages (BGL), formerly known as the Vernacular
Literature Bureau, established in 1951, supports the development, promotion, orthographic
control and learning of these languages. As the only government institution that publishes
exclusively in Ghanaian languages it has produced 493 books in all forms of literacy genres
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and for all levels of educational institutions and the general public (Government of Ghana,
2011). In spite of the existence of the BGL, the existing literature in some of the Ghanaian
languages is insufficient to establish an adequate literacy level in its users. As a consequence,
some of these languages may disappear in the future (Obeng, 1997). In May 2006 the BGL
reported that almost all of its functions had been grounded due to insufficient budgetary
allocation. This further reduces the likelihood of survival of some of these languages.
The discussion in Ghana about language policy in education is a complex and
significant one. Arguments for and against the English-only-language policy in primary
schools are numerous and the matter exercises many minds. Also outside Ghana, the
fundamental question as to whether the use of English in African countries is beneficial
to the indigenous people has been debated by many (Kwaa Prah, 2009; Opoku-Amankwa,
2009; Owu-Ewie, 2006; Phillipson, 1996; Qorro, 2009; Vuzo, 2005).
1.6.4

Literacy and English language proficiency

According to the UNESCO Institute for Statistics, 60.4% of the female inhabitants (15 years
and older) and 72.8% of the male inhabitants (15 years and older) of Ghana are literate (UIS,
2011). However, since much literature and mass communication is in English, the effective
literacy level is expected to be much lower. According to the 2000 Population Census, this
effective literacy rate was 46.9% (Ampiah, Akyeampong, & Leliveld, 2002). Comparing the
size of the illiterate population in a country to the overall adult literacy rate provides us with
insight into the literacy situation. UNESCO (2006) identified Ghana as one of the countries
facing significant literacy challenges, because of its relatively large numbers of illiterates
(more than 5 million) and relatively low adult literacy rates (less than 63%).
In addition to the problem of illiteracy, another issue is that the overall English
proficiency of students in both primary and secondary schools is weak. In spite of the
fact that Ghanaian students are exposed to the English language from an early stage in
the educational system, English language proficiency is a serious problem in both rural and
urban primary and secondary schools:
Time and again, the English language ability of pupils as measured by national
examinations is proving to be the limiting factor in promoting effective
comprehension of knowledge and skills. This has led to a situation where many,
including parents, especially in the rural areas, voice concern that unless that
problem is seriously addressed meaningful learning of subjects cannot take place
(Ampiah, Akyeampong & Leliveld, 2002, p. 24).
The results of the 2010 National Education Assessment (NEA) in Ghana for Primary 3 (P3)
and Primary 6 (P6) pupils demonstrate that their performance in English is weak. The NEA
tested the following skills: listening, usage (grammatical structure), reading comprehension
and writing. The researchers established two cut-off scores against which pupil performance
was measured. The minimum-competency level of pupils was set at 35% and the proficiency
level at 55% of the total score on the test. The mean score percentages in English for P3 and
P6 respectively were 40.2% and 48.2%. No significant differences between boys and girls
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were found. When looking at regional differences, pupils from the Greater Accra region
outperformed all the other regions at both P3 and P6 levels. The Upper East Region showed
the lowest scores at P3 and the Northern Region at P6 (Ministry of Education Ghana, 2010).
Underachievement in English language proficiency in Ghanaian schools can be
attributed to various factors. Explanations for low performance in primary and secondary
education can be found in insufficient teaching resources, limited use of teaching and
learning materials such as books, and low teacher salaries (Akrofi, 2003; Heyneman, 2009).
It is very well possible that the limited English proficiency of teachers also contributes to the
problem. There is some evidence that teachers switch to the use of their mother tongue
rather than using English as the language of instruction. Research has shown that this is a
limiting factor in various African countries (Qorro, 2009), but also globally.
A second factor contributing to underachievement in English language proficiency
is the socio-cultural condition of economically disadvantaged communities. Case study
research into socio-cultural practice in Ghana has revealed that selective teacher treatment
of pupils, lack of parental involvement in reading and writing activities and limitations in the
home environment are restricting access to educational resources and effective classroom
participation (Akrofi, 2003; Ngwarua & Opoku-Amankwa, 2010; Opoku-Amankwa, 2009).
A third factor is the existing school language policy. Various scholars claim that this
is one of the major causes for low performance in English and academic subjects. Bodomo
(1996) states that the level of proficiency in the mother tongue language (L1) has a direct
influence on second language (L2) acquisition and development. He therefore argues that
initial literacy should be achieved through mother tongue instruction, especially in the
primary grades (Bodomo, 1996). Owu-Ewie (2006) follows this line of thought and states
that in the current model learners are prematurely accustomed to English as medium of
instruction. The case-study by Ngwarua and Opoku-Amankwa (2009) illustrates how, from
the perspective of primary school pupils, the use of English as a medium of instruction
creates anxiety and impedes effective classroom participation.
1.6.5

Tertiary education in Ghana

In Ghana higher education is provided by universities, university colleges and polytechnics.
Entrance to these institutions is highly competitive and granted on the basis of a student’s
WAEC results. At present there are six public universities in Ghana, which are administered
by the Government, and a number of private universities. The Master programmes on offer
commonly consist of four years and MPhil and PhD programmes are also offered. Teacher
training is provided at several colleges of education throughout the country and at two
universities: University of Education Winneba (UEW) and the University of Cape Coast (UCC)
(Antwi, 2013).
The University of Cape Coast was established in October, 1962 as a University
College. At the time it was liaised with the University of Ghana-Legon. In 1971, the
College attained the status of a full and independent University. Currently, it has four
faculties (Arts, Education, Law and Social Sciences) and six schools (Agriculture, Biological
sciences, Business, Graduate studies and research, Medical sciences and Physical sciences).
Approximately 50 percent of UCC students are enrolled in the Faculty of Education to pursue
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Bachelor of Education programmes, qualifying as professional teachers. The remainder are
enrolled into non-education programmes in the other faculties. Currently, UCC has a total
student population of over 35,922, out of which over 18,000 students are distant learning
students (UCC, 2013). The geographic location of Cape Coast is indicated in Figure 1.
The University of Education Winneba (UEW) was established in 1992. Its status
as University College was upgraded to the status of a full University in 2004. UEW brought
together seven diploma awarding colleges, located in different towns, under one umbrella
institution. These Colleges were the Advanced Teacher Training College, the Specialist
Training College and the National Academy of Music, all at Winneba; the School of Ghana
Languages, Ajumako; College of Special Education, Akwapim-Mampong; the Advanced
Technical Training College, Kumasi; and the St. Andrews Agricultural Training College,
Mampong-Ashanti. The three sites in Winneba, now referred to as the Winneba campus,
form the seat of the Vice-Chancellor with satellite campuses at Kumasi, Mampong and
Ajumako. A total of 1,911 staff members work at UEW, while the student population is over
45,000. Since its establishment, the University has developed academic programmes that
are offered depending on national needs. Currently there are nine Faculties, two Schools
and one Institute. The academic departments are now 50 in number and together offer
92 undergraduate programmes and 77 postgraduate programmes. All nine faculties run
doctoral programmes in various departments (Antwi, 2014). The geographic location of
Winneba is located in Figure 1.

1.7

Structure of the dissertation

This dissertation is structured into eight chapters. Chapter 2 presents the theoretical
framework in which the study is situated. The chapter introduces the research area of
academic reading and describes theoretical perspectives on reading. Secondly, the chapter
presents the research methods used to carry out the study, including the research questions
and research design. Furthermore, the chapter explains the process of data collection and
analysis, including the sampling and strategies used. Chapter 3 presents the outcomes of
the first study (study I) that was conducted as part of the context analysis. This includes the
investigation of reading behaviours, attitudes and self-concept of B.Ed. students in Ghana.
In addition, study I investigates whether the negative perceptions of lecturers from UCC and
UEW about their students’ reading attitudes and behaviour correspond to the students’ selfperceptions. Chapter 4 presents the results of the second study (study II) that was conducted
as part of the context analysis. Study II investigated the academic English reading proficiency
of first-year B.Ed. students, as well as their self-reported reading attitudes and behaviour.
The third and final study of the context analysis (study III) is presented in Chapter 5. This
study is a follow-up to the findings from Chapter 4, and has as its main objective to research
the broader reading and learning context of the students by using a qualitative research
approach. Chapter 6 describes the process of design and development of teaching and
learning activities that were thought could improve the academic English reading proficiency
of first-year B.Ed. students in Ghana. The chapter provides a detailed description of the
intervention and formative evaluation outcomes. In Chapter 7 the summative evaluation
results of the overall intervention are presented, in which both qualitative and quantitative
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evaluation methods are applied. Chapter 8 provides an overview of the answers to the
questions formulated in this dissertation and presents the overall conclusion and discussion
of the study.
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Chapter 2
Towards a conceptual framework
In Chapter 1 the origins, context and aim of the study were described. This chapter places the
study in a theoretical framework. The chapter contains two parts. Firstly, the research area
of academic reading will be introduced and theoretical perspectives regarding reading will
be described. Secondly, the research methods used to carry out the study will be presented,
including the research questions and research design. Furthermore, the chapter outlines the
process of data collection and analysis, including the sampling and strategies used.

2.1

Introduction

This chapter describes the theories that form the framework of the current study. The
overarching research question of the study (as presented in Chapter 1) is the following:
What are the characteristics of teaching and learning activities that could lead
to an improvement of the academic English reading proficiency of first-year B.Ed.
students in higher education institutions in Ghana?
To answer this research question, the literature was reviewed with an eye to the following
six questions:
1. Why is academic English reading proficiency important?
2. What are the characteristics of academic English reading proficiency?
3. Which theories have been advanced in the literature to describe and explain the
phenomenon of reading?
4. How can these theories be applied to the non-western L2 context of the current study?
5. What is the rationale of educational design research?
6. Is educational design research a suitable method for investigating teaching and learning
characteristics in the current study?
The answers to these questions are presented in the following order. First, the relevance of
reading proficiency in society and its significance for academic achievement are explained.
Secondly, definitions of reading are discussed and underlying processes of reading are
explained. Thirdly, cognitive views on reading and affective factors in reading are presented.
Fourthly, the relationship between L1 and L2 reading is described. Fifthly, key concepts in
teaching reading in L2 settings are presented. The second part of the chapter describes the
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origin and rationale of educational design research and explains its suitability as research
method for the current study.
As much as possible, literature has been reviewed that deals with the particular
characteristics of academic reading in English as a second language (L2), in non-western
contexts. Unfortunately, research within the African context into English language
proficiency at tertiary level is rather scarce, with the exception of South Africa (cf. Boughey,
2005; Dowse & Howie, 2013; Inglis, Kirkwood, Downs, & Parkinson, 2007; Pretorius, 2000,
2002, 2005, 2006; Pretorius & Bohlmann, 2003; Prins & Ulijn, 1998; Van Wyk & Greyling,
2008). The majority of the scientific research in the area of academic reading published in
international journals originates from North America and Europe. For example, out of the
99 studies that Mol and Bus (2011) used to examine the association between print exposure
and reading (including tertiary level), 75 were conducted in North America, 11 in Europe, 8
in Australia, 5 in Asia and none in Africa. Following Paran and Williams (2007) it is “indeed
ironic – although quite comprehensible – that in developing countries, where it might have
had most to contribute, fundamental research into reading is relatively scarce” (Paran &
Williams, 2007, p. 2). The lack of contributions from the West-African and African context is
a limitation of this review, which must be kept in consideration while reading this chapter.
A second limitation of the existing literature is that the reading research field is
dominated by L1 research. Although research on reading in L2 settings can draw on general
implications from L1 findings, it is important to cater for the specific L2 needs as well (Grabe,
2004). Therefore, whenever possible, research findings from L2 settings will be reported.
2.1.1

Significance of reading

Why is it important to be able to read? A person who is functionally literate “can engage
in all those activities in which literacy is required for effective functioning of his group and
community and also for enabling him to continue to use reading, writing and calculation for
his own and the community’s development” 2 (UNESCO, 2005, p. 30). In the world of today
the adult literacy rate is 82% and it is expected to be around 86% in 2015. This means that
more than 80% of adults in the world can read and write to some degree. However, it also
means that 18% of the adults in the world are illiterate (UNESCO, 2005).
The importance that is attributed to literacy can be illustrated by the international
programmes initiated over the past 40 years to eradicate illiteracy. As early as 1967 UNESCO
set up the five year Experimental World Literacy programme to generate development in 11
countries (cf. UNESCO, 1974). A more recent initiative includes the Education for All initiative
(2000-2015) in which Goal 4 is aimed at “Achieving a 50 per cent improvement in levels of
adult literacy by 2015, especially for women, and equitable access to basic and continuing
education for all adults” (UNESCO, 2000, p. 16). A final example is the United Nations Literacy
Decade: Education for All (2003-2012), which was proclaimed at the UN General Assembly
on 19 December 2001. Amongst other things, the programme was based on the assumption
that “creating literate environments and societies is essential for achieving the goals of
2
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eradicating poverty, reducing child mortality, curbing population growth, achieving gender
equality and ensuring sustainable development, peace and democracy” (UN, 2002, p. 3).
In line with this assumption, it is generally accepted that literacy has political, social and
economic benefits (Mullis, et al., 2007; UNESCO, 2005). An example of a political benefit of
literacy is increased political participation, and social benefits of literacy include, for example,
maintaining good health, longer life expectancies, and controlling reproductive behaviour
(UNESCO, 2005). Although literacy alone cannot be the single cause of development, it
should be regarded as a necessary condition for economic growth (Paran & Williams, 2007).
This is confirmed by a study by Azariadis and Drazen (1990), who studied the development
history of 32 countries from 1940 to 1980 from an economic perspective. They concluded
that rapid economic growth in a country was not achieved unless the threshold level of at
least a 40% literacy rate was met (Azariadis & Drazen, 1990). Naudé (2004) identified the
determinants of Africa’s per capita GDP for the period 1970-1990. His study, which included
forty-four African countries, found that literacy is among the most relevant factors that have
a significant positive effect on GDP per capita growth (Naudé, 2004). In addition, the EFA
Global Monitoring report 2006 reports a significant negative correlation between measures
of poverty and the adult literacy rate in a country (UNESCO, 2005).
It is not the purpose of this section to discuss the concept of literacy in detail,
but merely to illustrate the importance of literacy for 21st century societies. The research
described shows that acquiring literacy, and thus reading skills, is of central importance to
participation in the world of today. If we look solely at the concept of ‘reading’, a growing
body of research in western and non-western contexts demonstrates the positive effect that
reading for school and for enjoyment has on the academic achievement of students. This
can be illustrated by the following three examples.
Mol and Bus (2011) found that reading for pleasure correlates positively with
reading comprehension, technical reading and spelling abilities. They also found that for
college and university students, print exposure explains 34% of the variance in oral language
skills, and that frequent readers are more successful students. Another example is the study
carried out by Pretorius (2000), who compared reading proficiency and final course marks of
1113 Psychology and Sociology students at the University of South Africa (Unisa). She found
that the better students are at making inferences while they read (e.g. linking different ideas
in a text), the better they perform academically. In two related studies, Pretorius (2002)
investigated the relationship between reading proficiency and academic performance for
medical and mathematics students at undergraduate level. In both studies she found a strong
relationship between students’ reading ability and their academic performance. Finally,
the U.S. National Endowment of the Arts presents strong positive correlations between
the habit of daily reading with better reading skills and higher academic achievement and
concludes that reading plays a decisive factor in academic achievement (Lyengar, 2007).
2.1.2

Defining reading

How can we define reading? Some scholars argue that the concept of reading is far too
broad to capture within one single definition. They claim that there are too many processes,
knowledge bases and skills involved in the act of reading to include in one definition. In
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addition, they claim that defining reading is complicated by matters such as L1 and L2
differences, the social context in which reading takes place, different goals of reading and
the type of texts that are used (Grabe, 2009; Grabe & Stoller, 2010). Rather, they propose a
set of necessary processes that, together, provide an overview of the processes required for
fluent reading. Grabe and Stoller (2010), for example, state that “fluent reading is a rapid,
efficient, interactive, strategic, flexible, evaluating, purposeful, comprehending, learning
and linguistic process” (p.11).
Although scholars such as Grabe and Stoller (2010) claim that the concept of reading
is too broad to capture within one definition, a variety of definitions have been suggested
in the literature. Some scholars emphasize that reading has to do with the extraction of
meaning from text. Anderson (1999) for example states that “Reading is an active, fluent
process which involves the reader and the reading material in building meaning” (p.1).
Similarly, Koda (2007) argues that “The ultimate goal of reading is to construct text meaning
based on visually encoded information” (p.1). In similar wording, Nuttall (2005) states
that “the overriding purpose of reading is to get meaning from a text” (p.4). A number
of scholars do not define the phenomenon ‘reading’ as a stand-alone concept, but rather
combine it with other notions, e.g. ‘reading literacy’ or ‘effective reading’. For example,
‘reading literacy’ is defined as “the ability to understand and use those written language
forms required by society and/or valued by the individual” (Mullis, Martin, Kennedy, Trong,
& Sainsbury, 2009, p. 11). Furthermore, ‘effective reading’ is defined as “being able to read
accurately and efficiently, and to understand as much of the passage as you need in order
to achieve your purpose” (Greenall & Swan, 2007, p. 2). The Programme for International
Student Assessment (PISA), which is administered by the Organisation for Economic Cooperation and Development (OECD), assesses key competencies in reading, mathematics
and science of 15-year-old students on a global scale. PISA includes in its definition of reading
literacy not only students’ abilities to understand and use written text, but also students’
capacity to reflect on a text, by drawing on their own thoughts, experiences and knowledge
of the world. For all practical purposes the PISA definition of reading will be used in the
current study. Reading literacy in PISA is defined as “an individual’s capacity to understand,
use and reflect on and engage with written texts, in order to achieve one’s goals, to develop
one’s knowledge and potential and to participate in society” (OECD, 2009, p.14).
The way people read is very much influenced by factors such as personal goals,
motivation and social context. Because people read for different purposes, they engage in
different types of reading (Grabe, 2009). An example of a framework in which this principle
of different reading purposes is applied is the Common European Framework of Languages
(CEFR). The CEFR uses the notion of “domains” in which social life is organized: personal,
public, occupational and educational (Council of Europe, 2001, p. 45). Within each domain
language acts are context-specific and involve particular language use. For example, reading
for enjoyment within the personal domain (e.g. a novel) requires different skills than reading
to search for information in the occupational domain (e.g. a research report). The current
study is concerned with reading in the educational domain, also referred to as reading for
academic purposes. Six major academic purposes of reading can be distinguished: reading
to search for information (scanning and skimming); reading for quick understanding
(skimming); reading to learn; reading to integrate information; reading to evaluate, critique,
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and use information and reading for general comprehension (in many cases, reading for
interest or reading to entertain) (Grabe, 2009, p.8).

2.2

Cognitive views on reading

How does reading work? So far we have seen that reading is a complex phenomenon to
define, and that the type of reading that people engage in very much depends on their
reading goal, motivation, and the social context in which the reading takes place. Much
research in the past 40 years has been devoted to understanding the reading process,
typically within the research areas of cognitive, experimental and educational psychology,
and linguistics. This research has resulted in the development of many theories that are
used to explain and predict the phenomenon of reading. Theory can be defined as “a set of
interrelated constructs (concepts), definitions, and propositions that present a systematic
view of phenomena by specifying relations among variables, with the purpose of explaining
and predicting the phenomena” (Kerlinger, 2000, p. 11). The following quote by Alderson
(2000) very well captures the state of affairs in reading research:
The number of different theories of reading is simply overwhelming: what it is, how
it is acquired and taught, how reading in a second language differs from reading
in a first language, how reading relates to other cognitive and perceptual abilities,
how it interfaces with memory. All these aspects of reading are important, but will
probably never be brought together into a coherent and comprehensive account of
what it is we do when we read (p.1).
In line with this statement, Sadoski and Paivio (2007) point out that the research field of
reading is fragmented and has so far achieved little advancement towards unification. They
argue that the reason for this lack of theoretical development lies in the fact that there is
an emphasis on putting existing theory into practice and that reading is a relatively young
field of research, compared to for example the natural sciences (Sadoski & Paivio, 2007). In
spite of this fragmentation, some common agreement has been established about the type
of cognitive processes that are a prerequisite for skilled reading.
It is generally accepted that decoding and linguistic comprehension are the basis
of reading comprehension abilities (Droop & Verhoeven, 2003; Perfetti, Landi, & Oakhill,
2005; Pretorius, 2002). Sadoski and Paivio (2007) claim that decoding involves translating
printed language (e.g. written signs and symbols) into spoken language (either oral or
inner language), whether it is understood or not. Comprehension refers to “the overall
understanding process whereby meaning is assigned to the whole text” (Pretorius, 2002,
p. 170). Besides decoding and comprehension, Sadoski and Paivio (2007) add a third aspect
of reading to the list: response. Although it overlaps with comprehension at the level of
interpretation, additionally it involves “affect, appreciation, and/or application” and “may
occur during reading as well as afterwards” (p.341).
The idea that both decoding and comprehension are necessary for skilled reading
was explicitly presented in the Simple View of Reading model by Hoover and Gough (1990).
Based on their longitudinal study of English-Spanish bilingual children from first through
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fourth grade, they found support for the view that reading skills can be characterised as the
product of decoding skill measure and linguistic comprehension skill measure. Processes
that underlie the decoding process are referred to as lower level processes. Processes that
bring about comprehension are referred to as higher-level processes (Grabe, 2009). Both
processes will be further elaborated upon in the following subsections.
2.2.1

Models of reading

Reading models can be divided into two categories, general models of reading and
specific models of reading. General models of reading, which are also called metaphorical
models, describe the various processes involved in reading comprehension and provide
an interpretation of these processes (Grabe, 2009). There is general agreement that
the metaphorical models of reading contain bottom-up models, top-down models and
interactive models (Alderson, 2000; Anderson, 1999; Stanovich, 2000).
Bottom-up models depend solely on the linguistic signals presented by the text,
such as words, phrases, grammatical cues, etc. and emphasize lower level reading processes
(Anderson, 1999). Within these models, reading is considered a mechanical process in which
the reader decodes the text piece-by-piece without using much background knowledge for
interpretation (Grabe, 2009). Because bottom-up models have failed to account for many
important results that have emerged from reading research, it is now generally accepted
that they are inadequate to explain and predict reading processes (Stanovich, 2000).
In contrast, top-down models “assume that the reader actively controls the
comprehension process, directed by reader goals, expectations, and strategic processing”
(Grabe, 2009, p.89). Top-down models have in common “a view of a fluent reader as being
actively engaged in hypothesis testing as he proceeds through text” (Stanovich, 2000, p.
22). In other words, readers who use a top-down approach use experience and common
sense to interpret a text. Schema theory is used as a model to describe the knowledge
that a reader brings to a text. When reading a text, schemata are activated which are
“networks of information stored in the brain which act as filters for incoming information”
(Alderson, 2000, p. 17). An example of a model that emphasizes the function of schemata
is the Psycholinguistic Guessing Game Model of reading by Goodman (1967). Following
this model, which is primarily top-down, readers predict the meaning of a text based on
little textual information and mainly use their own knowledge and experience to predict
(Goodman, 1967).
An interesting metaphor to describe top-down and bottom-up processes comes
from Nuttall (2005), who compares the top-down approach with an “eagle’s eye view of
the landscape”, understanding the patterns and relationships in the land below and relating
it to prior knowledge and experience. This way, the top-down approach helps the reader
to “get a sense of perspective”. In contrast, the bottom-up processing is compared to the
image of a scientist studying the landscape with a magnifying glass, developing a detailed
understanding of a particular area. (Nuttall, 2005, pp. 16-17).
One of the major points of critique of the top-down or hypothesis-testing models
is that fluent readers do not necessarily use hypothesis generation to facilitate word
recognition. It simply takes less time for a fluent reader to recognise words on the basis of
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visual information than it would if the reader had to build an hypothesis about a following
word based on complex semantic and syntactic analysis (Stanovich, 2000). In addition, the
top-down models and use of schemata have not been able to explicitly explain or predict
how readers call upon and use prior knowledge in understanding text (Alderson, 2000).
Most top-down models appear to have deficiencies in explaining results from reading
research, especially in the area of fluent reading, and an alternative to these models are
the interactive models. These models find themselves in between bottom-up and top-down
processing, in the sense that they assume that information processing during reading is
established through interaction between components at a lower or higher level (Alderson,
2000; Stanovich, 2000).
Specific models of reading comprehension aim to describe, explain and predict the function
of different component skills in reading. These models are numerous and are mostly based
on reading in L1 settings. Examples are the Psycholinguistic Guessing Game Model by
Goodman (1967) and the Simple View of Reading model by Hoover and Gough (1990).
There is only one reading comprehension assessment model that has been
proposed specifically for L2 settings and that is the model of L2 text reconstruction by
Bernhardt (1991). It was developed out of the belief that product-oriented assessment
methods (multiple choice and cloze tests) were not suitable to describe the complex
processes that take place between L2 readers and a text. As a solution Bernhardt (1991)
proposes the immediate free recall protocol as part of a multiple measures approach. In
other words, the proposed free recall protocols are to be used in conjunction with more
traditional instruments such as the multiple choice and cloze examinations. The focus of the
model is on recall of literary texts. The outcomes of a recall procedure provide understanding
of students’ grammatical skills in relation to text comprehension, and students are required
to form an understanding of the text without guessing (Heinz, 2004). Grabe (2009) argues
that the model is “somewhat vague in its specifications of component abilities and in its
implications for reading development” (p.104). He concludes that the lack of specific L2
models of reading comprehension is caused by the high variety of L2 contexts which are
difficult to capture within one single model; the difficulty of tracking L2 students over a
longer period of time and the limited possibilities for research grants in this area.
2.2.2

Lower-level processes

Lower-level processes are concerned with the more automatic linguistic processes and
include word recognition, syntactic parsing and semantic-proposition encoding (Grabe,
2009). Perfetti (2007) argues that “in reading, the singular recurring cognitive activity is the
identification of words” (p.357). Therefore, reading comprehension depends on successful
word reading and as a consequence, skill differences in word reading can cause skill
differences in comprehension. The importance of rapid and automatic processing of words
in a text has been shown by many studies and is considered the most essential prerequisite
for fluent reading comprehension. Therefore, the automaticity of word recognition is what
distinguishes fluent readers from poor readers (Alderson, 2000; Stanovich, 2000). For
word recognition a range of knowledge and skills are important. These include, amongst
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other things, phonological processing skills (i.e. the ability to identify how words consist
of separable sounds and the ability to manipulate phonemes); morphological processing
skills (i.e. the ability to recognise suffixes and affixes in more complex word forms), and
orthographic processing skills (i.e. the ability to visually identify meaningful occurring parts
in written words) (Grabe, 2009). It goes beyond the scope of this chapter to discuss these
skills in detail. For more literature on word recognition processes, the reader is referred to
the work of Perfetti (2007) and Stanovich (2000) on word recognition skills; Cunningham,
Perry and Stanovich (2001) on orthographic processing skills; and the work of Hulme,
Snowling, Caravolas, and Carroll (2005) on phonological skills.
In addition to word recognition, syntactic parsing is another important lower-level
process. This entails the capacity to recognise word ordering information on the basis of
which basic grammatical information can be extracted, and how the meaning of clauses
can be determined. It clarifies how words are to be interpreted. Syntactic abilities play an
important role in the development of functional language skills and are essential to reading
(Grabe, 2009; Perfetti, Landi & Oakhill, 2005). Finally, the third lower-level process is the
extraction of information from words and syntactic parsing to build semantic propositions.
Research findings confirm that these “building blocks” of text comprehension are important
for reading comprehension (Grabe, 2009, p.31).
2.2.3

Higher level processes

Higher-level processes of comprehension make use of readers’ background knowledge and
inference abilities (Grabe & Stoller, 2010). One of the main research outcomes in discourse
studies over the past twenty years has been the understanding that there are different
interpretation levels involved in the process of text comprehension. These levels include
comprehension (text model), and understanding (situation model). The influential model of
text comprehension developed by Kintsch and van Dijk (1978), lies at the basis of this notion.
The model provides an answer to the question which mental operations a reader has to go
through in order to come to the understanding of a text and how a reader constructs a text
base. From the early seventies, a rapidly growing interest developed amongst linguists to
elaborate a theory of texts. In discourse analysis a shift was made from describing discourses
or texts as a collection of sentences towards describing the text as the abstract basic unit or
text base (Van Dijk, 1971).
The model by Kintsch and van Dijk (1978) is based on the assumptions that the
surface structure of a text is interpreted as a set of propositions that are ordered and
connected by semantic relations. It further assumes that the semantic structure of a text has
two levels: the microstructure (structure of the individual propositions and their relations)
and the macrostructure, which characterises the text as a whole. The authors propose a
processing model that includes three sets of mental operations. First, propositions in the
text are constructed and organized into a coherent whole. Some of the semantic relations
among the propositions are clearly expressed in the surface structure of the text; others
are inferred by the reader through interpretation, and use of context-specific or general
knowledge. A second set of mental operations reduces the full meaning of the text into
its essence through the application of macro-operations during several cycles. Kintsch and

34

Towards a conceptual framework

Van Dijk (1978) argue that “macro-operators transform the propositions of a text base into
a set of macro propositions that represent the gist of the text. They do so by deleting or
generalizing all propositions that are either irrelevant or redundant and by constructing
new inferred propositions” (p.372). The model further assumes that the application of the
macro-operators is controlled by the reader’s goals in reading and/or the schema the reader
has activated. The schema determines which propositions in the microstructure are relevant
and represent the key issues of the text. Finally, a third set of mental operations generates
new texts that are produced based on recall and summarization protocols. These are new
texts and “not simply a replica of a memory representation of the original discourse.”
Furthermore, the authors state that “the operations involved in discourse production are so
complex that the subject will be unable to retrieve at any one time all the information that is
in principle accessible to memory” (Kintsch & Van Dijk, 1978, p. 374). Finally, they argue that
readers do not necessarily use information from the original text, but that reconstruction
takes place by adding details and explanations (Kintsch & Van Dijk, 1978).
Kintsch and van Dijk’s model is limited to the processes involved in referential
coherence of texts and does not include the role that fact relationships play in comprehension.
Therefore, they argue that their model needs to be extended by including the notion of
“facts” and especially “how the propositions of a text-base are organized into higher-order
fact units”(Kintsch & Van Dijk, 1978, p. 390). The authors note that “most of the inferences
that occur during comprehension probably derive from the organisation of the text base into
facts that are matched up with knowledge frames stored in long-term memory” (Kintsch &
Van Dijk, 1978, p. 391). In their later work, van Dijk and Kintsch (1983) further elaborate on
the idea that a text representation involves both text elements and knowledge elements.
Based on this assumption, they propose a distinction between a situational representation
and a text representation. They argue that “to understand the text we have to represent
what it is about. If we are unable to imagine a situation in which certain individuals have the
properties or relations indicated by the text, we fail to understand the text itself” (Van Dijk
& Kintsch, 1983, p. 337). The situational model is further elaborated by Kintsch and Rawson
(2005), who argue that for deeper understanding of a text, the reader needs to construct a
situational model which is a “mental model of the situation described by the text” (Kintsch
& Rawson, 2005, para. Levels of processing - Textbase Formation). For this, the content
of the text must be used and integrated with relevant prior knowledge and the goals of
the reader. They state that during the process of constructing situation models, emotions,
imagery and personal experiences are often involved. They go on to note that inferencing
plays an important role in forming a coherent situation model, stating that “texts are almost
never fully explicit, so there are always gaps left to be filled in by the reader.”(Kintsch &
Rawson, 2005, para. Inferences - Knowledge representation).
Research into variables that affect reading comprehension can be divided into two
main groups: factors related to the text and factors within the reader (Alderson, 2000; De
Corte, Verschaffel, & Van De Ven, 2001). There are a number of different variables within
readers that affect the reading process. Following Alderson (2000), the subsequent variables
have been identified and investigated: reader’s knowledge (of language, of the world, of
genre, cultural knowledge), reader’s motivation and the reasons why a reader is reading a
text, the strategies that readers use, their stable characteristics (e.g. gender, age, expertise)
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and their physical characteristics (e.g. eye movements, fatigue, etc.). Research into factors
that relate to text variables is concerned with text topic and content, text type and genre
and text organisation and structure (Alderson, 2000).
An example of combined research into factors within the reader and factors related
to the text is the study by Birkmire (1985) on recall characteristics of text information. She
found that the rate at which information is read depends upon its position in the text as well
as the reader’s knowledge of the text topic (Birkmire, 1985).

2.3

Social view of reading

Besides mastering reading skills, students also need to be motivated to engage in the reading
process in order to achieve effective reading. Researching affective variables such as reading
attitude, motivation or interest has received little attention in the past. This might be due
to the strong emphasis on cognitive variables in reading research (Mathewson, 2004).
However, more recently the affective dimension has become an increasingly important
area in reading research (Pretorius, 2005). Guthrie (2013a) even considers motivation to be
equally important as cognition. He argues that cognition determines the skill to read, but if
students do not have the will to read it is not going to happen.
A number of theories have evolved in the past years in the area of reading
motivation, with overlapping concepts and constructs. There is general agreement that
motivation involves a set of beliefs, values, and expectations and a set of defining behaviours
(Grabe, 2009). In these studies the concept of motivation is often related to reading amount.
Reading amount refers to “the frequency and time spent reading a range of topics for various
purposes” (Guthrie, et al., 1999, p. 232). Another term used in the literature that describes
a similar activity is ‘print exposure’ (Mol & Bus, 2011; Stanovich, 2000). The construct of
reading amount is not to be confused with extensive reading. Extensive reading is about
reading longer texts, including complete books.
In the past decade a number of studies have been published that confirm a
positive relationship between students’ reading motivation on the one hand and reading
comprehension and amount of reading on the other, to the effect that the more people
read, the better they become at it (Cox & Guthrie, 2001; Grabe & Stoller, 2010; Guthrie &
Wigfield, 1997; Mullis, et al., 2007; OECD, 2009).
The relationship between English L1 reading, motivation and text comprehension
has been widely researched by Guthrie and Wigfield. Their research has established,
amongst other things, strong positive correlations between reading motivation and reading
amount, and between reading amount and text comprehension. Furthermore, it provides
empirical support for teaching instruction principles that can enhance reading engagement
(Guthrie et al., 1998; Guthrie & Wigfield, 1997; Guthrie, et al., 1999; Wigfield & Tonks,
2004). An often-heard limitation of motivational research is its high dependence on selfreports, which causes doubts with respect to its validity. However, Guthrie and Knowles
(Guthrie & Knowles, 2001) demonstrate that motivational variables contribute to the
prediction of some reading phenomena and therefore state that “a full science of reading
cannot afford to omit motivation” (p.165). Also, the findings in the PIRLS study based on
self-reports by students show that students who have a positive attitude towards reading
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had a substantially higher average reading achievement than those at the medium or low
levels. This was also the case for students with a high self-concept of reading. These findings
validate the use of self-reports.
Within the area of motivational research a variety of concepts have been the
objects of study. These include, amongst other concepts, intrinsic motivation, self-efficacy,
attitude, and goal mastery. In the current study, the following three motivational constructs
from the PIRLS 2001 and 2006 studies will be further elaborated: reading attitude, reading
behaviour, and self-concept of reading.
2.3.1

Reading attitude

What are the characteristics of reading attitudes? Why is it important to include the notion
of attitude in reading research, and how can attitudes be measured? These are the main
questions that will be addressed in this section. Many definitions of attitude exist. The
reading-specific definition by Alexander and Filler (1976) provides a clear starting point. They
refer to reading attitude as “a system of feelings related to reading which causes the learner
to approach or avoid a reading situation” (Alexander & Filler, 1976, as quoted in Guthrie
& Knowles, 2001, p. 61 and McKenna, 2001, p. 136). Guthrie and Knowles (2001) describe
attitude as a “sense of liking”, which is different from reading motivation, as they explain:
“attitudes do not reflect a belief that prompts behaviour, as motivations do. Attitudes are
affective responses that accompany a behaviour of reading initiated by a motivational
state” (p.161). Based on various definitions in the literature, McKenna (2001) concludes
that “reading attitudes are affective in nature (but they have cognitive components as well),
that they are precursors of behaviour (although they may not always be translated into
behaviour), and that they are acquired on the basis of experience” (p.136).
The importance of reading attitude in relation to reading achievement has
been established in various studies. Sufficient evidence has emerged that indicates that
reading attitude and reading ability are related. The majority of this research seems to be
focussing on primary school level. Swanson (1982), for example, found significant positive
correlations between attitude and reading achievement scores of .48 (p< .01) for 48 first
grade female pupils. Walberg and Tsai (1985) discovered significant positive correlations
of reading achievement and attitude of .48 (p<.001) in a sample of 1459 nine year-old
primary school students. The PIRLS 2006 report investigated the reading attitudes of fourth
grade students (10-11 years old) in 40 countries worldwide. The outcomes show that “on
average internationally, and in every country, students at the high level of the index of
positive attitudes toward reading had substantially higher average reading achievement
than those at the medium or low levels” (Mullis, et al., 2007, p. 140). Based on these
findings the authors conclude that “positive attitudes and high achievement in reading go
hand in hand” (p.142). The work by Yamashita (2004) takes into account the L1-L2 reading
attitudes relationship of university students, which is particularly relevant for the current
study. Yamashita (2004) investigated the relationship between L1 and L2 reading attitudes,
and learners’ performance in L2 extensive reading. Japanese university students (N=59)
between 19 and 23 years of age participated in the study. All of them were enrolled in an
EFL extensive reading class. Yamashita found that there is transfer of reading attitudes from
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L1 to L2; however, the importance of L2 proficiency for the transfer was not established.
Furthermore the study found that a positive attitude facilitates performance in extensive
reading. The author argues that because for EFL-students positive attitudes towards L2
reading is likely to originate from their positive attitude towards L1 reading, teachers should
take into account both L1 and L2 reading attitudes
How can the relationship between reading attitude and reading achievement
be explained? Belief structures of an individual play a central role in attitude theories. In
addition, understanding how beliefs originate and how they can be targeted to influence
attitudes is an important topic of research (McKenna, 2001). In the field of social psychology
and consumer behaviour psychology, several theoretical models have been suggested in
the past thirty years that relate the concept of ‘attitude’ to human behaviour. One of the
earlier theories is the Theory of Reasoned Action (TRA) by Fishbein and Ajzen (1975), which
includes three components: behavioural intention, attitude, and subjective norm. The core
idea of the model is that a person’s behavioural intention depends on the person’s attitude
about the behaviour and the subjective norms present (how other people such as peers
think about the behaviour). The Theory of Planned Behaviour (TPB) (Ajzen, 1985, 1991) is
an extension of the TRA which, following the author, was “made necessary by the original
model’s limitations in dealing with behaviours over which people have incomplete volitional
control” (Ajzen, 1991, p. 181). TPB predicts behaviour on the basis of attitudes toward the
behaviour, subjective norms and perceived behavioural control (or self-efficacy belief). Firstly,
the attitude toward the behaviour refers to “the degree to which a person has a favourable
or unfavourable evaluation or appraisal of the behaviour in question” (Ajzen, 1991, p. 188).
For example, a person can have a positive evaluation of reading because he or she has
just finished a very exciting novel. Secondly, subjective norms refer to the perceived peer
pressure to perform the behaviour. This could for example mean that a student will decide
not to read a book, because his peers do not think it is ‘cool’ to read. Thirdly, the concept
of perceived behavioural control refers to the idea that people who are confident that they
can complete a certain task (e.g. reading a book) are more likely to finish it successfully
than people who are less confident of their own capacities (e.g. students who encounter
reading difficulties). The more positive the attitude, the more favourable the subjective
norms and the greater the perceived behavioural control, the more likely it is that a person
will actually perform the behaviour. A follow-up model was presented by Fishbein and Yzer
(2003), which is called the Integrative Model of Behavioural Prediction. This model builds on
the idea that a person’s behaviour or intention is determined by attitude, subjective norms
and self-efficacy (TPB), but it adds three determinants of behaviour: intention to perform
the behaviour, necessary skills, and environmental constraints. In other words, “any given
behaviour is most likely to occur if one has a strong intention to perform the behaviour,
if a person has the necessary skills and abilities required to perform the behaviour, and if
there are no environmental constraints preventing behavioural performance” (p.166). For
example, a student who has a strong intention to read textbooks for his or her study, but
does not possess the necessary reading skills and is faced with a lack of textbooks in the
university (environmental constraints), is unlikely to perform the behaviour of academic
reading.

38

Towards a conceptual framework

A different approach is presented in the Elaboration Likelihood Model (ELM)
developed by Petty and Cacioppo (1986), which seeks to explain how attitudes are formed
and changed. The model defines two processing routes to attitude change: the central route
and the peripheral route. The central route requires the use of cognitive skills to evaluate
the content of a message. This could contain well-constructed and convincing arguments
that persuade students to read more. On the other hand, the peripheral route is influenced
by the external features of the message and does not require strong cognitive processing
of the argument. These external features could be the credibility or appearance of the
source. McKenna (2001) provides an interesting example of a poster featuring a minority
athlete who is reading a book with the purpose of influencing minority groups’ reading
attitudes. Petty and Cacioppo (1986) state that a person’s motivation and ability to perform
the behaviour will determine the route they take. The ELM predicts that attitudes formed
through the central route are stronger and will last longer than attitudes that are formed
through the peripheral route.
There are two models developed to specifically explain the development of reading
attitudes. First of all, McKenna (2001) adapted the general model of attitude formation by
Fishbein and Ajzen (1975) to the concept of reading. His model includes three factors in
the acquirement of reading attitudes. First, he argues that each occurrence of reading has
an effect on attitude. In the model this is called “the direct impact of episodes of reading”
(p.139). The second factor is a person’s beliefs about the outcomes of reading. Particularly
relevant are the expectations of success versus failure (self-efficacy) and expectations of
pleasure versus boredom (p. 140-141). Finally, McKenna includes beliefs about cultural
norms. He argues that “the cultural setting leads to an individual’s beliefs about how reading
is valued by significant others” (e.g. family, ethnic group, peers, etc.) (p.141). This final factor
is only valid if there is a desire to conform to those norms.
Another approach that connects the formation of attitudes specifically to the
concept of reading is the tri-component view on reading attitudes proposed by Mathewson
(2004). In his model, attitude is composed of three components: “evaluation (cognitive),
feeling (affective) and action readiness (conative)” (p. 1434). A valuable additional element
in the Mathewson model is the concept of reading intention. Mathewson (2004) argues
that a positive reading attitude only leads to reading itself if a positive intention to read is
in place. As a consequence, intention becomes the mediator between attitude and reading.
Mathewson claims that there is no direct route between attitude and reading, but that
external motivators (e.g. incentives, purposes, norms) and internal emotional state influence
the intention to read.
Reading attitudes are usually measured along a continuum from positive to
negative. An example of a reading attitude instrument is the PIRLS 2006 index of students’
attitudes towards reading. This instrument investigates students’ reading attitude based on
the extent to which they agree with a number of statements. These statements include,
amongst other things: ‘I only read if I have to’ (reverse coded); ‘I like talking about books
with other people’; and ‘I enjoy reading’ The instrument applies a four-point Likert scale
(‘agree a lot’; ‘agree a little’; ‘disagree a little’; and ‘disagree a lot’) in the questionnaire that
is used to evaluate the statements (Mullis, et al., 2007, p. 139).
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McKenna (2001) argues that measuring reading attitudes is difficult because of
the complexity of the attitude construct. One of the challenges to take into account when
measuring attitudes is the “vertical dimension to attitude structures” (p.137). This notion
describes how a person can have a positive attitude towards reading in general, and at
the same time a less positive attitude towards reading for school and a negative attitude
towards reading a chemistry book. To address this problem and to make the measurement
of reading attitudes more specific, a distinction is commonly made between recreational
reading (or reading for enjoyment) and academic or school-related reading (McKenna
& Kear, 1990). Guthrie (2013b) even takes it a step further, stressing the importance of
designing attitude test items which are as specific as possible. For example, rather than
asking students whether they enjoy reading, they should be asked which particular books
they enjoy.
Another issue that influences attitude measurement, and which was illustrated by
the models presented earlier, is the issue that the decision to perform certain behaviour
not only depends on the attitude towards the behaviour but also on subjective norms and
perceived behavioural control. Thus if a person has a positive attitude towards reading,
this does not necessarily mean he or she will actually read. McKenna (2001) goes on to
note that measuring attitudes is not impossible but that “the complexities associated with
the construct require a degree of care and caution in the interpretation of attitude data”
(p.137).
McKenna (2001) presents some general trends in reading attitude research that are
supported by research findings. First of all, students’ reading attitudes become less positive
when they become older. Research supports the explanation that reading attitudes have to
compete more with other activities that are pleasurable as children grow older (e.g. watching
television) (McKenna, Kear, & Ellsworth, 1995). Secondly, the decrease of reading attitudes
over time is more prevalent amongst poor readers. McKenna, Kear and Ellsworth (1995)
found that the difference in reading attitudes between good and poor readers increases as
students become older. Thirdly, girls tend to have more positive attitudes towards reading
than boys.
How do the theoretical constructs described thus far relate to the current research
in Ghana? First of all, the fact that reading research has established a clear link between
reading achievement and reading attitude makes it worthwhile to investigate the reading
attitudes of first-year students in Ghana, especially since Ghanaian lecturers indicated
that students’ negative attitudes towards reading appear to be prevalent (see Chapter 1).
Investigating the reading attitudes and relating them to students’ reading comprehension
will help understand the situation in context. Secondly, investigating beliefs about cultural
norms as suggested by the McKenna model is valuable in the Ghanaian context, which is
characterised by strong oral traditions and high respect for family values and traditions.
Thirdly, the challenges with regard to measurement of attitudes and the notion of a vertical
dimension to attitude structures should be taken into account when designing a reading
attitude instrument for the Ghanaian context. As a result, questionnaire items should be
designed as specifically as possible. In addition, the reading-specific models developed
by McKenna (2001) and Mathewson (2004) provide a valuable framework for future
interpretation of data collected in Ghana. The suggestions by Yamashita (2004) to take
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reading attitudes towards both L1 and L2 reading into account might prove to be difficult in
the case of Ghana. As already explained in Chapter 1, there is little opportunity in Ghana for
students to read in their L1.
2.3.2

Reading behaviour

Reading behaviour is related to the type of reading that people engage in (e.g. reading for
school or reading for enjoyment), the type of resources they use (e.g. textbooks, novels,
newspapers) and the amount of time they spend on reading activities. The latter is often
referred to as ‘reading amount’ (cf. Guthrie, et al., 1999) or ‘print exposure’ (cf. Mol & Bus,
2011; Stanovich, 2000).
Research has shown that the amount of reading that students do for school and for
personal enjoyment has a positive effect on their reading achievement and comprehension
skills, and contributes to their academic knowledge development (Cox & Guthrie, 2001;
Mullis, et al., 2007). Mol and Bus (2011) found moderate to strong positive correlations
between reading comprehension and technical reading and spelling with print exposure.
Additionally they found that for college and university students, print exposure explains
34% of the variance in oral language skills, and that frequent readers are more successful
students. Their study found evidence for an “upward spiral of causality”: children who are
more proficient in reading comprehension will read more, which consequently entails more
print exposure and again is followed by improved comprehension (Mol & Bus, 2011, p. 285).
A number of studies have shown that the amount of people’s overall exposure to
print is directly related to their vocabulary knowledge and reading comprehension abilities
(Guthrie, et al., 1999; Stanovich, 2000). Long, Johns, & Morris (2006) argue that print
exposure is likely to influence reading comprehension in three ways. People who are highly
exposed to print (e.g. books, newspapers, etc.) are more likely to encounter rare words
and therefore their vocabulary growth will accelerate; they will encounter more complex
syntactic structures; and finally they will acquire more knowledge about the world (Long,
Johns, & Morris, 2006). One way to raise print exposure is by reading extensively.
The reading behaviour of students can be measured in various ways, for example
by questionnaires, interviews and activity diaries. The PIRLS 2001 and 2006 studies
measured the frequency with which students read literary texts (stories and novels) and
informational texts (newspapers, magazines, books that explain things, instructions, etc.)
outside of school. Survey items that were used included, amongst other items: “How often
do you read these things out of school?” (Mullis, et al., 2007, p. 148). ‘These things’ refers
to magazines, books that explain things, brochures, etc. Students’ responses were recorded
on a 4-point Likert scale: every day or almost every day, once or twice a week, once or twice
a month, and never or almost never. This instrument is suitable for measuring the reading
behaviour of large student samples as it helps to discover trends in reading behaviour and
can be linked with reading proficiency scores of the same sample. The disadvantage of the
instrument is that it does not reveal detailed information concerning reading behaviour,
since respondents are asked to respond according to the four scales only. In addition, it is a
self-report instrument which can cast doubt on its validity.
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The use of interviews can also be a valuable method to learn about the reading
behaviour of a certain group. Interviews are an important method of data collection in
qualitative research, and can take the form of in-depth or unstructured interviews and
focus-group interviews (Ritchie & Lewis, 2012). The disadvantage of interviewing is that it
is time consuming and the results of the interview depend on the interview qualities of the
interviewer.
Investigating reading behaviour by using activity diaries is a useful addition to
interviews and questionnaires. The advantage of using activity diaries is that they are
documented close to daily events, which increases validity. Furthermore, they provide
information over a longer period of time rather than a temporary recall like for example
in questionnaires or interviews, which increases reliability (Carp & Carp, 1981). The use
of activity diaries to measure reading amount has been applied in previous research,
often combined with other reading research instruments, such as reading motivation
questionnaires (Guthrie & Wigfield, 1997), reading comprehension tests (Anderson, 1988)
or vocabulary tests (Allen, Cipielewski, & Stanovich, 1992). In these studies, the length
during which activity diaries were used varied from several weeks (Allen, et al., 1992) up
to eight months (Guthrie & Wigfield, 1997). Stanovich (2000) indicates that using personal
diaries as a method to measure reading or study activity faces two difficulties. First of all,
the retrospective estimation of time spent on particular activities during the day is a difficult
task. As a consequence, the question arises how valid these estimations can be. Secondly,
social desirability may influence students’ reporting as they might be inclined to depict a
more positive situation of their study behaviour than is actually the case.
2.3.3

Reading self-concept

Self-concept of reading is a person’s perception about his or her ability to read. In the
literature this is also referred to as self-efficacy (Schunk, 1991). Researchers, mainly within
the social-cognitive tradition, consider self-concept of achievement, or self-efficacy, an
important predictor for achievement. People who have high beliefs about their ability
to perform are more effective and generally more successful than those with low selfefficacy expectancies (Bandura, 1997). Research on self-concepts applied to educational
settings has demonstrated that children’s self-concept of learning relates to their academic
performance and that strengthening students’ self-concept by training improves their
achievement in different subject areas such as maths and reading (Schunk, 1991). These
findings are supported by Guthrie and Wigfield (1997), who explored different aspects of
children’s reading motivation, including their self-concept of reading. Also, the Progress in
International Reading Literacy Study (PIRLS) assigns an important role to self-concept of
reading and its influence on the amount of reading that students do (Mullis, et al., 2007).
Just like reading attitude, self-concept of reading is often measured along a
continuum from positive to negative. Again, the instrument used in the PIRLS 2006 index
of students’ self-concept of reading provides a good example. Mullis et al. (2007) state that
from the fourth grade onwards children are capable of indicating whether they perceive
themselves as good or poor readers. The PIRLS instrument investigates students’ reading
self-concept based on the degree of agreement with a number of statements. These
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statements include the following: “Reading is very easy for me” or “When I am reading by
myself, I understand almost everything I read” (Mullis, et al., 2007, p. 142). The same fourpoint Likert scale is applied as with the PIRLS attitude instrument.
Although self-efficacy is considered an important predictor for achievement, and
it is used in reading research, there are some limitations to the concept that need to be
taken into account. Kruger & Dunning (1999) investigated peoples’ abilities to evaluate
their own competencies. They found that “People tend to hold overly favourable views of
their abilities in many social and intellectual domains” (p.1121). Following the authors, this
overestimation is partly caused by the fact that they lack the metacognitive skills to rate
their own abilities. In a follow-up study, Dunning, Johnson, Ehrlinger and Kruger (2003)
conclude that “Indeed, in many social and intellectual domains, people are unaware of their
incompetence, innocent of their ignorance. Where they lack skill or knowledge, they greatly
overestimate their expertise and talent” (p.83). They argue that the skills that people need
to produce correct responses in social and intellectual domains are identical to those needed
to evaluate the accuracy of one’s responses. This so called Dunning–Kruger effect needs to
be taken into account when interpreting self-efficacy studies, especially for students who
are low achievers in reading.

2.4

Comparing L1 and L2 reading

So far, this chapter has presented some of the main processes that underlie the reading
process without addressing differences between L1 and L2 reading. However, research has
shown that there are significant differences between L1 and L2 reading comprehension
abilities and that L2 readers face particular reading challenges that L1 readers do not. For
example, research indicates that L2 language learners lag behind their first language peers
in reading literacy skills (Droop & Verhoeven, 2003; Mullis, et al., 2007). Furthermore, it is
especially reading with understanding and reading speed that are problematic for English
second language learners (Alderson, 1984). Anderson (1999) also mentions reading rate
as a problem for L2 readers and in addition signals development of vocabulary skills as an
issue. Based on these findings, the key question that arises is: How does reading in a second
language differ from reading in a first language? A number of differences between L1 and L2
readers are presented in the literature that can explain the challenges that L2 readers face.
Firstly, L2 readers generally have a different starting point with regard to linguistic
knowledge (i.e. lexical, grammatical and discourse knowledge) than L1 readers. Grabe
(2009) argues that children who start to read in their L1 by the age of six will already have
developed implicit knowledge of syntax, morphology and phonology. Furthermore, they are
likely to know between 3,000 and 8,000 words orally before they start to read. It will take L2
learners at least several years to develop such knowledge and abilities (Grabe, 2009).
Secondly, an additional complication for L2 readers in their development of
linguistic skills is the fact that L2 reading involves two languages which continuously interact
and impose different demands upon the reader. This makes L2 reading more complex
than L1 reading (Koda, 2007). To deal with this cross-linguistic feature of L2 reading, Koda
(2007) argues that reading research must take into account three basic facts about reading
development. First of all, reading is a “complex, multifaceted construct, comprising a number
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of sub-skills” (p.1). Secondly, distinct linguistic knowledge is required for the acquisition
of each sub-skill. And thirdly, the development of sub-skills involves two languages (Koda,
2007). Transfer effects from L1 linguistic knowledge to L2 reading can either facilitate or
interfere with L2 reading, (Grabe, 2009). Findings from Alderson’s work (1984, 2000)
can put this observation into further perspective. Alderson (1984) was one of the first to
question whether the ability to read transfers across languages. In other words, is a good
first-language reader also a good second-language reader? He found considerable support
for the hypothesis that some sort of threshold has to be attained in foreign language ability
before reading strategies from the first language can begin to transfer (Alderson, 1984). In
his more recent work he considers both language knowledge and reading knowledge to be
important factors in second-language reading. However, he argues that knowledge of the
second language is more important in L2 reading than first language reading proficiency
(Alderson, 2000).
Thirdly, sociolinguistic factors cause variation between L1 and L2 reading
development. These factors include knowledge about genre specific rules and socially
appropriate language. Grabe (2009) states that genre variability and text organisation can
have a considerable impact on L2 reading comprehension. He argues that “texts that L2
students read can be organized in ways that seem unusual, disorganized, ineffective, and
even hard to understand” (p.139). A typical example of the role of such a sociolinguistic factor
within the present study is the textbook that is used in the B.Ed. Chemistry programmes
at UCC and UEW, entitled General Chemistry: Principles and Modern Applications, 9th
international edition (Petrucci, Harwood, Madura, & Herring, 2006). This particular textbook
is written by professors from the U.S. and is characterised by a modern colourful lay-out with
many figures, images, and examples on every page of the book. It also contains separate text
boxes to explain particular concepts and self-assessment questions. These characteristics
might be confusing to Ghanaian students, who are used to more traditional textbooks from
senior secondary schools used in Ghana. As a consequence, interpreting tables, figures and
images might not be a skill that is well developed amongst these students. Furthermore, the
concept of students’ self-assessment is unlikely to be used in an educational culture that is
dominated by teacher-centeredness. Finally, the language in the book is technical and dense
and includes words that might be unfamiliar to students in Ghana.
Fourthly, an important difference between L1 and L2 readers is their exposure to
print. It is generally assumed that L2 readers have far less exposure to reading materials in
the L2 than their L1 counterparts. This has to do with the fact that most of the L2 readers
only encounter L2 words in their school setting, whereas L1 readers are likely to come across
more L1 words in their daily routines (e.g. books, newspapers, magazines, public information
boards, etc.) (Grabe, 2009).
So far, the described differences put L2 readers at a disadvantage compared to their
L1 peers. Nevertheless, there is also an important difference that benefits L2 readers, which
is the development of metalinguistic awareness. Metalinguistic awareness is languagespecific and evolves through the process of decoding and encoding linguistic information
in print. It refers to “the ability to identify, analyse, and manipulate language forms. As
such, it relates directly and centrally to the core task of learning to read” (Koda, 2007, p.
2). Grabe (2009) argues that L2 readers have higher levels of metalinguistic awareness than
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monolingual L1 readers. This is caused by the fact that L2 learners use their L1 skills and
knowledge to compare and contrast their L2 reading activities. For example, they develop
awareness about L1-L2 text structure differences, and while reading texts they make use of
translations from the L2 back to the L1. Following Grabe (2009) this is an advantage of L2
reading.

2.5

Key concepts in teaching reading in L2 settings

How can we teach L2 students to become better readers? One of the assumptions underlying
the present study is that cognitive strategies and motivation for L2 reading comprehension
are learnable and teachable. There is sufficient evidence in the literature to justify this
assumption. Building on prior reviews of reading theory, Grabe (2004, p.46) presents a
set of ten instructional implications for second language reading that strengthen effective
reading comprehension and which are supported by extensive research. These proposed
instructional implications are given below:
1. Ensure word recognition fluency.
2. Emphasize vocabulary learning and create a vocabulary-rich environment.
3. Activate background knowledge in appropriate ways.
4. Ensure effective language knowledge and general comprehension skills.
5. Teach text structures and discourse organisation.
6. Promote the strategic reader rather than teach individual strategies.
7. Build reading fluency and rate.
8. Promote extensive reading.
9. Develop intrinsic motivation for reading.
10. Plan a coherent curriculum for student learning.
The strong theoretical and empirical basis that underlies these instructional implications
makes them a valid starting point for the designing of teaching and learning activities to
improve the academic reading proficiency of L2 students. Some examples of empirical
research that support these instructional implications are described in sections 2.5.2 - 2.5.5
of this chapter. Since it will be impossible to apply and test all of the instructional implications
within the framework of the current study, a selection needs to be made. Deciding on this
selection is only possible after a thorough context analysis of the teaching and learning
context at UCC and UEW is conducted. However, based on factors typical of the Ghanaian
educational context, the following four instructional implications seem of particular interest
to the current study: emphasize (academic) vocabulary, teach text structures and discourse
organisation, promote extensive reading and develop intrinsic motivation for reading. These
instructional implications seem relevant, either because they are likely to have an impact in
the particular L2 educational setting in Ghana or because they have a proven strong positive
correlation with reading comprehension. First, I will explain the potential relevance of these
four implications for the current study. After this, I will describe the theoretical foundations
and practical applications of each implication in more detail.
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2.5.1

Socio-cultural factors that influence teaching reading in Ghana

The target audience of the current study is composed of first-year B.Ed. students in a nonwestern English L2 tertiary education setting. The development of their linguistic and learning
abilities has been influenced by a number of socio-cultural factors that are prevalent in the
Ghanaian educational context.
Firstly, the core cultural values in Ghanaian primary schools are traditional and
include teacher-centred approaches, content-driven pedagogy and oral responses to
teacher’s questions. Learning is considered to be serious and not for enjoyment. Students
who do well are the ones who respond correctly to the teacher’s question (Stephens,
2007b). At secondary school level oral culture also appears to be significant, as can be
illustrated by the following example. The Gateway to English for Senior Secondary Schools
series (Students’ Book 2) written by the Ghana Association of Teachers of English expresses
the cultural heritage of oral literature in relation to reading texts to students as follows:
Since childhood you have been listening to a great deal of folk-tales, and you must
have told many yourselves. All this forms part of our oral literature and our cultural
heritage. A good story is enjoyed most when it is told or listened to, for example,
on a moonlit night, at the fireside. Sitting in the classroom and reading it silently is
not the best way to enjoy a good story. However, you may skim through this story
quickly, see what enjoyment you get from it, and re-tell it to your friend. (Asare et
al., 2003, p. 37)
The system of rote learning, verbal recall and memorisation of statements was also found to
be prevalent in the B.Ed. science and mathematics programmes at UCC and UEW (De Feiter,
2006) (see Chapter 1). This culture, with its emphasis on oral skills and rote learning, is
not conducive to actively engaging students in independent reading and deeper learning.
It fits within the general picture presented by Pretorius and Mampuru (2007), who state
that schools in developing countries generally do not include or foster a strong literate
culture and “reading is regarded as an ‘add on’, to pass the time when all the important
work has been done” (pp. 55-56). As in many African countries, an additional complication
in Ghana is the lack of reading material in L1 languages. Obeng (1997) states that the
existing literature in Ghanaian languages is insufficient to maintain one’s literacy in any of
the Ghanaian languages. Lack of written L1 materials is a frequent problem in many African
nations. Although many African languages have developed orthographies, their written
forms are often only applied in religious and educational texts, especially at primary school
level (Pretorius, 2007).
If students are not used to being stimulated to read in school and do not possess
the resources to engage in reading in the home environment, this will result in very little
reading practice. It also means that students often do not realise what the process of
reading entails. This can be illustrated by the work of Pretorius (2005), who conducted a
qualitative research experiment into reading practices, attitudes and problems of first-year
psychology students in South Africa. Pretorius found that, although university students in
South Africa were aware of the importance of being able to read well, they did not really
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understand what it meant and continued “their habits of ineffective reading” (p.805). The
students had problems making sense of their textbook and were considered “generally
slow and non-strategic readers” (p.790). Pretorius concludes that “Unless such students
are helped to become more skilled and effective readers, they are unlikely to process their
study material at a deeper level and become independent learners.” (p.790). Instructional
activities in university programmes that emphasize the development of intrinsic motivation
for reading and cater for extensive reading amongst university students seem particularly
important activities in a context where a literate culture is not strongly developed, even
more so because students are unlikely to develop motivation for reading and extensive
reading opportunities in the home environment.
A second factor that needs to be taken into account is that students who start their
academic career at university will have to accustom themselves to reading long expository
texts. Students in ESL countries have the additional challenge of reading academic texts in
a language that is not their mother tongue. In addition, Prins and Ulijn (1998) stress that
learning a second language is not only a matter of language acquisition but it also entails
learning about another culture. They emphasize that “for many African students not only
home and school languages differ, but also home and school cultures. Schools are inclined
to be organized according to Western patterns of thinking and doing – patterns which are
often different to African behavioural patterns” (p.143). Furthermore, they state that in the
context of South Africa, English/Afrikaans writers are more likely to use linear constructions
with a direct and explicit sequence of ideas. On the other hand, African discourse is likely to
use a more indirect style with room for deviation from the key concepts. As a consequence,
texts produced by Western writers could be less accessible for African students, due to the
cultural pattern of the discourse. This also applies in the Ghanaian context, where textbooks
and library resources are often imported from Western countries. Teaching first-year
university students about text structure and discourse organisation can strengthen their
skills in processing these long expository texts typical of academic culture. Due to their
educational history of oral recall it is likely that knowledge of text structure is mediocre.
Furthermore, teaching students’ content-specific or general academic vocabulary
is highly relevant and contributes to improved text processing. In a similar setting, Pretorius
(2005) found that first-year psychology students in South Africa identified vocabulary in
their textbooks as being problematic. However, they did not actively solve this problem on
their own. Pretorius (2005) states that “Finding out word meaning was clearly an effortful
and often frustrating activity for them. Because dictionary meanings often obfuscate rather
than clarify word meanings, especially for L2 students, the students sometimes had to look
up three to four entries before they could work out what a given word meant” (p.800).
So far, it has been argued that instruction in vocabulary and text structures, and
stimulating extensive reading and motivation for reading, seem useful approaches to
enhance the reading of first-year university students in Ghana. This by no means implies
that the other instructional implications suggested by Grabe (2004) are irrelevant. Reading
activities are often intertwined and enhance one and other. Extensive reading, for example,
can lead to enhanced reading strategies, vocabulary growth and reading fluency. In the
following sections the theoretical foundations and practical applications of teaching

47

Chapter 2

vocabulary and text structures, as well as stimulating extensive reading and motivation for
reading are presented.
2.5.2

Teaching vocabulary

Word knowledge is one of the skills that students need in order to be able to read and
understand academic texts. Research in both L1 and L2 shows a strong relationship between
vocabulary knowledge and reading proficiency (Grabe, 2004; Read, 2004). Additionally,
academic vocabulary is important for students’ academic performance (Nagy & Townsend,
2012).
In the past 30 years, a lot of research has been devoted to the relationship between
reading ability and vocabulary knowledge, at various educational levels in different countries.
As early as 1973, Thorndike studied reading in 15 countries and reported median positive
correlations across countries and age groups of between r = .66 and r = .75 for reading and
vocabulary (Thorndike, 1973).
More recent evidence for the strong relationship between vocabulary knowledge
and reading proficiency of primary and secondary school students was found, amongst
L2 readers in the Netherlands (Droop & Verhoeven, 2003; Schoonen, Hulstijn, & Bossers,
1998), L1 readers in North America (R. Carver, 2003), L1 and L2 readers in Norway (Lervag &
Aukrust, 2010), and L1 and L2 readers in Canada (Pasquarella, Gottardo, & Grant, 2012).
In the field of L2 reading research at the level of higher education , Shaw and
McMillion (2011) reported that study-reading success of both L1 (British) and L2 (Swedish)
students correlates significantly with vocabulary knowledge, inferencing and newspaper
reading. Their results also show that academic vocabulary knowledge test scores can
account for nearly half the variance in study-reading scores (Shaw & McMillion, 2011). Qian
(2002) explored the relationships between vocabulary depth (level of knowledge of a given
word) and breadth (vocabulary size) in young adult ESL learners. The results show a high and
positive correlation between scores on vocabulary size, depth of vocabulary knowledge and
reading comprehension (Qian, 2002).
Lack of vocabulary knowledge can also affect the development of other language
skills. In their study into academic research writing of South African master’s students,
Dowse and Howie (2013) identified a number of problems in the personal writing of graduate
students. These problems included, amongst others, the functional use of vocabulary incorrect use of words/ lack of awareness of more appropriate word and critically reading
text and self-editing (Dowse & Howie, 2013).
Second language vocabulary knowledge can be acquired incidentally, for example
through extensive reading. However, Read (2004) argues that intentional instruction of
vocabulary within the language curriculum is also important. Grabe (2009) supports this view
and states that although explicit instruction might not yield large vocabulary development,
it does offer possibilities to teach key words for comprehension or words that are not likely
to be learned in contextual word learning. Furthermore, there is sufficient evidence in the
literature that supports direct instruction of vocabulary (Nation, 2001).
Following Read (2004), the main priority in teaching vocabulary is to decide on
which words are to be studied. Not all words are equally important. Therefore L2 readers
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will profit from learning high frequency words (Nation, 2001; Read, 2004). Read (2004)
stresses that “there is an obvious payoff for learners of English in concentrating initially on
the 2000 most frequent words, since they have been repeatedly shown to account for at
least 80 percent of the running words in any written or spoken text” (p.148). A useful tool
in teaching academic vocabulary is the Academic Word List (AWL) developed by Coxhead
(2000). The AWL contains 570 word families that were defined on the basis of the unit of
the word family (e.g. indicate) and related family words (e.g. indicated, indicates, indicating,
indication, etc.). The list was compiled from a corpus of 3.5 million running words of written
academic text, taken from academic journal articles, university textbooks, course books
and laboratory manuals, and texts from various existing corpora. It is especially suitable for
university students, since it highlights words from a wide range of academic texts. Another
useful resource is the Academic Formulas List which contains highly frequent recurrent
sequences of words (Simpson-Vlach & Ellis, 2010).
Techniques that can be used in the classroom to teach vocabulary are numerous and
selection depends on the quality of the teacher, the available resources and target audience.
Examples include engaging in semantic mapping, developing strategies for independent
word learning, using vocabulary notebooks, and raising word awareness (Grabe, 2009).
2.5.3

Teaching text structure

There is relatively little recent L2 research on text structure and comprehension. Therefore,
evidence of the effect of direct instruction on text structuring comes mainly from findings
in L1 settings.
Research in L1 settings has shown that knowledge about organisational features of
a text and learning how to recognise text structure can help readers to process information.
Using structure in text is an effective way to build a coherent mental representation of the
text (Sanders, Spooren, & Noordman, 1992). Additionally, training students to recognise
organisational features of texts, such as headings, sub-headings, paragraph structure,
and topic-sentences, improves their reading comprehension and recall, especially with
expository texts (Grabe, 1997). Research demonstrates that students learn better from texts
that are well structured, independent of the interest of the text or the text topic (Spooren,
Mulder, & Hoeken, 1998). Prins and Ulijn (1998) investigated linguistic and cultural factors
in the language of mathematics texts that influence readability amongst 17-18 year-old
students in a South African setting. Their study indicates that improved readability at
the lexical, syntactic and cultural level improves students’ achievements on mathematics
tests (Prins & Ulijn, 1998). Explicit instruction in comprehension of expository texts (e.g.
compare-contrast, emphasizing clue words, graphic organizers) can be effective as early as
the primary-grade level (Williams, Stafford, Lauer, Hall, & Pollini, 2009).
The study by Meyer and Poon (2001) shows how awareness of discourse structure
impacts on reading abilities among younger and older adults. They demonstrated that
structure strategy training significantly increased total recall, recall of the most important
information, and correspondence between recall and text organisation. Participants were
randomly assigned to a text structure training programme that contained six 90-minute
sessions, spread over 3 weeks. In the training sessions, participants learned to identify
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and use basic top-level structures (description, sequence, causation, problem/solution
and comparison), to organize their ideas and the appropriate signals (e.g. afterwards, for
example, as a result, problem, in contrast, etc.) (Meyer & Poon, 2001). The study shows that
discourse structure awareness can be taught in a relatively short period of time, and also
that it impacts on reading abilities.
Trabasso and Bouchard (2002) reviewed 205 studies teaching reading
comprehension instruction from grades 2 through 8 from 1980 till 2002. They identified the
use of graphic organizers (visual representation of text) as one of the effective categories
of teaching comprehension instruction. They reviewed 11 studies that used graphic
organizers targeting readers in grades 4 through 8 and conclude that “teaching readers to
use systematic, visual graphs in order to organize ideas benefited readers in remembering
what they read and improved reading comprehension and achievement in social studies
and science” (p.179).
Duke and Pearson (2002) describe a number of proven instructional techniques
in the area of L1 reading comprehension skills and strategies, including teaching of text
structure. They state that approaches to teaching text structure vary considerably and
include, amongst other things, general approaches that sensitize students to structural
elements, summarizing key ideas, and visual representation of text such as concept maps or
semantic maps. They go on to note that “In general, the research suggests that almost any
approach to teaching the structure of informational text improves both comprehension and
recall of key text information” (p.217). Although the work by Duke and Pearson (2002) might
suggest that ‘anything goes’ in teaching text structure, there are some interesting directions
to report from L2 research in the South African context. Pretorius (2005) conducted five
case studies of first-year academic students in South Africa. All were non-strategic and
slow readers who had problems constructing the meaning of text. During a short training
programme, students were familiarised with reading strategies, such as identification of
unfamiliar words, checking of anaphoric references, looking at text structure, and adopting
of visual format to illustrate contents. Pretorius (2005) argues that these techniques
”(…) seemed to provide a role model for study reading for them.” (p.809). She found
that previewing strategies (e.g. skimming, scanning, reading headings, drawing graphic
representations, etc.) and awareness of paragraph and text structure were techniques
applied by the students. She claims that “Once they had used a strategy and saw that it did
indeed make a difference, they adopted it readily into their reading practices.” She goes on
to note that, on the affective side, students gained confidence and “a feeling of control over
their reading” (p.810) after they adopted the reading strategies.
2.5.4

Teaching extensive reading

People’s reading abilities are strongly related to the amount of reading that they do. In other
words, the more people read, the better they become at it (Guthrie, et al., 1999; Stanovich,
2000; Wigfield & Tonks, 2004). Extensive reading is about reading longer texts for long
periods of time. Research findings confirm that long-term extensive reading training leads
to vocabulary growth (Nation, 2001; Stanovich, 2000). Nation (2001) distinguishes between
two types of extensive reading: for vocabulary growth and for fluency development. He
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argues that for fluency development there should be little or no unknown vocabulary in the
text, because “unknown vocabulary slows down learners reading and makes it more difficult
to gain the smoothness and flow needed for pleasurable reading” (p.150).
An example of an L2 extensive reading programme in the African context is
the project by Pretorius and Bohlmann (2003). Extensive reading was part of a 22-week
teaching intervention on a voluntary basis amongst mathematics students. To stimulate
extensive reading, students were expected to read a magazine article every week and record
a summary. They were also stimulated to read one book each month, and to complete
a printed book report. In addition, they also kept a mini-dictionary to expand their word
knowledge and adopted a “word-buddy: a friend with whom they exchanged new words
and meanings” (p.228). In addition to the extensive reading activities, students participated
in an intensive programme that included macro and micro structure of text, vocabulary,
logical relations, anaphoric references, interpreting and using tables and graphs.
The authors conclude that the reading skills of the students improved after the
22-week programme. However, they concluded that in spite of the intervention programme
the reading proficiency of most of the students was still at well below the reading level that
was expected of them. Therefore, the authors caution against unrealistic expectations with
regard to what a reading intervention programme can achieve. Due to the set-up of the
programme (both extensive and intensive reading) it is not possible to draw any conclusions
about extensive reading results alone.
2.5.5

Teaching reading motivation

The importance of reading motivation and a positive attitude towards reading for the
development of reading comprehension has been described in section 2.3 (Social view of
reading). With regard to teaching motivation and enhancing students’ attitudes towards
reading, there are numerous proposals for instruction presented in the literature.
McKenna (2001) presents theory-based instructional approaches to improve
students’ attitudes towards reading. These include creating an environment that promotes
reading, planning a varied programme, ensuring early success, striving to show students
the relevance of reading, providing positive adult models and student models, facilitating
learning through text and recommending books on the basis of student opinion.
Other possible instructional activities proposed in the literature are the following:
real-world interactions connected to information from textbooks, social collaboration with
peers, self-direction (including sufficient books to choose from), interesting texts, and selfexpression of students about what they have read (Guthrie & Knowles, 2001; Wigfield &
Tonks, 2004). As with the other instructional proposals, the socio-cultural context will highly
influence the choice of suitable motivational instruction.
Summary
The first part of this chapter provided an overview of key issues and theories in reading
research both in the cognitive and affective domain. It established the importance of
reading proficiency in society and its significance for academic performance. Finally, and
significantly, it described the relationship between L1 and L2 reading and suggestions for
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teaching reading in L2 settings were made. The second part of the chapter will present the
research question and explain the origin and rationale of the selected research method.

2.6

The logic of design research

2.6.1

Research question

The research seeks to explore educational innovations to improve first-year B.Ed. students’
academic English reading proficiency. Based on this aim, the main research question was
formulated as follows:
What are the characteristics of teaching and learning activities that could lead
to an improvement of the academic English reading proficiency of first-year B.Ed.
students in higher education institutions in Ghana?
In order to answer this question, a thorough context analysis and literature review was
conducted in three phases. For each phase a set of sub-questions was formulated. These
are presented in Table 1 (included in section 2.7.1).
An educational design research approach was selected to carry out the study. In the
following subsections the origin and rationale of educational design research are described
and its suitability for the current research is explained. The description of educational design
research in the following sections might be unusually detailed for some readers; however,
this elaborate presentation is written intentionally for the reading audience that is not
acquainted with this field of research.
2.6.2

Educational design research

The use of design experiments in educational research originated in the 1990s, with the
work of Brown (1992) and Collins (1992) as leading scholars. Brown (1992) introduced the
term design experiments in her attempt to “engineer innovative educational environments
and simultaneously conduct experimental studies of those innovations” (p.141). In her
article, Brown puts forward four aspects of classroom research that form important features
of design experiments. Firstly, Brown states that the input that goes into the design of
learning environments, such as teacher training, curriculum selection and testing, needs
to be studied jointly, since they are part of a “systemic whole” (p.142). Secondly, designers
of learning environments need to account for the results of their design, and therefore
assessment of output is essential. Thirdly, research needs to contribute to practice (what
works in the classroom and what not?). Finally, it also has to contribute to learning theory.
In other words, for an intervention to be effective it should also be applicable in educational
situations outside the test setting. The underlying idea, that theory informs practice and
vice versa, has become one of the central ideas of design research.
Collins’ work (1992) in the early 1990s focused on technological innovations
in schools. He indicated that in spite of all the technologies introduced in classrooms,
there is “little systematic knowledge or accumulated wisdom to guide the development
of future innovations” (p.15). Collins highlights four problems related to the execution of

52

Towards a conceptual framework

design experiments, which prevent the systematic retrieval of knowledge and information.
First of all, he argues that designers implement their own design, which causes bias in the
evaluation of the results. Secondly, often only one design is tested, rather than a series.
Thirdly, experiments are difficult to compare, due to their variability. And finally, experiments
are performed without any underlying theory. In order to address these issues, Collins
(1992) proposed the development of a more systematic methodology for conducting design
experiments. This included cooperation with teachers as co-investigators, and researchers
who did not have an interest in the research outcome. He also strived to compare different
innovations that all address the same educational problem. Collins’ envisaged long-term
goal was the development of a design theory for future technology innovations.
Since the work of Brown and Collins, the use of design experiments has been further
developed and refined, leading to a considerable amount of literature on design research
in educational contexts. In the literature many characteristics are attributed to design
experiments. The characteristics that are most universal will be briefly discussed here,
based on the work of Brown (1992), Van den Akker (1999), Cobb, Confrey, diSessa, Lehrer
and Schauble (2003), and McKenney and Reeves (2012).
Firstly, development of theory is considered to be a major characteristic of design
experiments, especially theory about learning processes and the means to support that
learning (output). At the same time, theoretical knowledge is used as an input for the design
of these educational innovations that are tested in practice. For some scholars, the scientific
contribution is the most important goal of design research (cf. Gravemijer & Cobb, 2007). For
others, the development of theory is considered to be equally important as the refinement
of educational practice (cf. Collins, Joseph, & Bielaczyc, 2004; McKenney & Reeves, 2012;
Van den Akker, 1999). Formulations in the literature concerning theory development as a
result of design experiments are somewhat careful, if not modest. Van den Akker and Plomp
(1993) mention “generating methodological directions” (p.2) McKenney and Reeves (2012)
write about “yielding theoretical understanding” (p. 35) and Cobb, Confrey, diSessa, Lehrer
and Schauble (2003) state that theories developed on the basis of design experiments are
“relatively humble in that they target domain-specific learning processes” (p.9). These
modest descriptions can be explained by the fact that design experiments are often applied
to investigate very specific situations in particular contexts.
Following Van den Akker (1999), theoretical output of design experiments can
be described through “design principles” (p.3), which are generated and tested during
design experiments. These design principles have a twofold purpose. They can describe
the characteristics of the intervention, e.g. what a certain innovation should look like
(“substantive emphasis”). But at the same time they can inform educational designers about
procedures, e.g. how a certain innovation should be developed in order to be effective
(“procedural emphasis”) (p.5). Van den Akker (2010) proposes capturing design principles in
the following format:
If you want to design intervention X [for purpose/ function Y in context Z]; then
you are best advised to give that intervention the characteristics C1, C2,…, Cm
[substantive emphasis]; and to do that via procedures P1, P2, …, Pn [methodological
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emphasis]; because of theoretical arguments T1, T2, …, Tp; and empirical arguments
E1, E2, …, Eq (p.190).
A second major feature of design research is its practical orientation. The applied theory
that underlies design research innovations is intended to solve educational problems as
encountered in real-life settings. Testing the design in practice will yield knowledge about
what works and what does not. In that sense, it is a means to go beyond the general
suggestions that are offered by traditional educational research. Cobb et al. (2003)
explain this as follows: “General philosophical orientations to educational matters – such
as constructivism – are important to educational practice, but they often fail to provide
detailed guidance in organizing instruction” (p.10).
Thirdly, design research is interventionist. Based on a context analysis and
theoretical insights, an educational intervention or prototype is developed to solve a
particular problem in practice. The prototype intervenes in real-life educational settings or
testing fields, such as classrooms.
Fourthly, design experiments are highly iterative. Through each new design cycle
of analysis, design, evaluation and reflection, a further refinement of the intervention or
prototype takes place. As a consequence, each iteration supports the evolvement and
improvement of educational outputs in the form of prototype products and theoretical
insights.
Finally, collaboration with the field is an important aspect of design research. Both
teachers and researchers play an important role in the educational design process.
In the past twenty years, a variety of terms has been applied to the research process
whereby educational designs are developed based on theoretical principles derived from
prior research, and tested in real-life educational contexts. Various scholars use different
terminology for these related methodologies: Design experiments (Brown, 1992; Cobb,
Confrey, diSessa, Lehrer, & Schauble, 2003), Design research (Collins, et al., 2004), Design
based research (Dede, 2004), Development research (Van den Akker, 1999) or Educational
design research (McKenney & Reeves, 2012; Plomp 2007). Following McKenney and Reeves
(2012), the term ‘educational design research’ is used in the present study to highlight its
use in educational contexts. The following definition provides a clear-cut description of
educational design research:
Educational design research is the systematic study of designing, developing
and evaluating educational interventions, - such as programs, teaching-learning
strategies and materials, products and systems - as solutions to such problems,
which also aims at advancing our knowledge about the characteristics of these
interventions and the processes to design and develop them (Plomp, 2007, p.9).
2.6.3

Educational design research compared to other methods in educational
research

How can we best study learning? A number of research methodologies are available within
the area of educational research. As stated in the introduction of this chapter, the current
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research will use an educational design research approach. In order to clarify the function
of design experiments within the broader landscape of existing methodologies used in
educational research, Collins et al. (2004) compare design experiments to three general
types of educational evaluation approaches. These include laboratory studies, ethnographic
research and standardised measures and surveys used in large-scale studies. Following the
work of Collins et al. (2004), these three approaches will now be discussed further.
The methods used in laboratory studies have been compared and contrasted with
educational design research by a number of scholars (cf. Brown, 1992; Collins, 1999; Kelly,
2007). These comparisons include, amongst other points, the orientation, location and
procedures of both methodologies. In summary, the following observations can be reported
from the literature. In contrast to laboratory studies or experimental studies, design
experiments are set in “messy situations” (Collins, et al., 2004, p. 20), they include multiple
dependent variables instead of one, and their variables are not controlled. Furthermore, the
design and procedures of design experiments can be revised during implementation and the
subjects of study are not held in isolation like in most psychological experiments or artificial
laboratory settings. Finally and significantly, participants can be involved in design research
whereas in experimental studies they cannot. Collins et al. (2004) argue that although
laboratory studies “are effective for identifying effects of particular variables”, […] “they
often neglect variables critical to the success of any intervention.”(Collins, et al., 2004, p.
21).
Ethnographic research, with its origins in the disciplines of anthropology and
sociology, can also be used to study the contexts of educational environments. Its aim
is “understanding the social world of people being studied through immersion in their
community to produce detailed description of people, their culture and beliefs” (Ritchie
& Lewis, 2012, p. 12). Although ethnographic research can be used to produce informative
descriptions of educational contexts such as classrooms and teacher-student interaction,
the disadvantage of this type of research is that it does not attempt to study interventions
and change educational practice like design experiments do (Collins, et al., 2004).
Finally, standardised measures and surveys are typical methods used in largescale studies of educational interventions. Collins et al. (2004) point out that standardised
measures are very useful for summative research, for example when evaluating programme
effectiveness. However, they argue that standardised measures “do not provide the kind of
detailed picture needed to guide the refinement of a design” (Collins, et al., 2004, p. 21).
2.6.4

Why educational design research in the current study?

The research methods discussed above all have their advantages and limitations. There are
a number of arguments that support the use of design research within the framework of
the current study.
Firstly, following van den Akker (1999), an important motive to use design research
is the fact that traditional research approaches (e.g. experiments, surveys, etc.) do not
offer solutions for educational problems in practice. In line with this motive, he points out
that educational research has had a dubious reputation related to lack of relevance of the
yielded output (Van den Akker, 1999). This argument is supported by the following quote
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from Collins et al. (2004): “Design experiments are contextualized in educational settings,
but with a focus on generalizing from those settings to guide the design process. They fill a
niche in the array of experimental methods that is needed to improve educational practices”
(Collins, et al., 2004, p. 21).
Secondly, the use of design research is especially appropriate in teaching and learning
situations that face “open problems” (Kelly, 2007, p. 76). Open problems are categorised
as follows: “initial state(s) are unknown or are unclear, goal state(s) are unknown or are
unclear and operators to move from initial states to goal states are unknown or how to apply
the operators is unclear” (p.76). This is in line with Plomp (2007), who states that one of the
aims of design research is to develop an intervention that addresses “educational problems
for which no or only a few validated principles or (‘how to do’ guidelines) are available”
(p. 17). Basically, design research is about addressing real-life educational problems, which
cannot be isolated from their context. Investigating the academic English reading proficiency
of first-year B.Ed. students in Ghana is a particularly open problem in the words of Kelly.
First of all, the actual level of academic English reading proficiency is unknown and requires
further investigation. Secondly, the goal state is unclear, i.e. the required academic English
reading proficiency level of first-year students in B.Ed. programmes. Thirdly, the innovations
that should lead to the goal state and the operators that can accomplish the anticipated
improvement need to be established. In addition to resolving open problems, Kelly (2007)
states that design research is appropriate to address “chronic educational problems” (p.79),
such as how to teach reading.
Finally, the use of educational design research is particularly interesting in
educational initiatives that take place in developing or low-income countries. In the first
place, educational contexts in developing countries are often unclear at the start of a
research project, and due to socio-economic and political factors the context can change
rapidly during the implementation phase. In addition, educational innovations are usually
initiated in cooperation with western institutions and include innovative methodologies
based on western constructivist learning methods. As a consequence, they are usually of
a highly innovative nature in developing contexts that often use more traditional teaching
and learning methods. McKenney, Nieveen and Van den Akker (2006) argue that “design
research is especially warranted when existing knowledge falls short, as is often the case
with highly innovative curriculum improvement initiatives.” (p.74)
In recent years a lot of research has been published that studied the use of new
learning methods and tools within the context of developing countries, by using an educational
design research approach. Ottevanger (2001) argues for the use of design research as a
suitable methodology in his research on teacher support materials in Namibia. A design
research approach was deemed appropriate to address the uncertain characteristics of the
Namibian educational context: “with their ambitious new educational goals, few qualified
teachers, under-resourced schools and unclear implementation conditions.” (Ottevanger,
2013, p. 384). In addition, Van den Akker, Ottevanger and Plomp (1994) argued that using
educational design research in the Namibian context allowed the researchers to better
understand the local implementation conditions and the existing problems in the field
but also to develop expertise for local staff who participated in the project. Kouwenhoven
(2013) reports on the design, development and implementation of a competence-based
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curriculum at the University of Eduardo Mondlane. For this intervention, which took place
in the context of post-war Mozambique, a design research approach was also used. Its main
aim was to address “the problem of the poor quality and effectiveness of the education
system in Mozambique.” (p.1040). As Kouwenhoven points out, “the new context, starting
with nothing but ideas, provided a unique opportunity to monitor and describe closely the
curriculum development process” (p.1040).
Examples of other educational design research within the context of developing
countries are numerous. The research projects involved, often conducted within the
framework of PhD trajectories, include for example computer based support for science
education in Africa (with emphasis on South Africa, Tanzania and Zimbabwe) (cf. McKenney,
2001), integrating ICT in mathematics education in Ghana (cf. D.D. Agyei, 2012), development
of competence based education in floriculture in Uganda (cf. Mulder & Kintu, 2013),
interactive learning in physics education in Ghana (cf. Antwi 2012) and cooperative learning
in Oman (cf. Porcaro & Reeves, 2013). This list is far from complete, but gives an idea of the
wide range of educational design research projects conducted in developing countries.
2.6.5

Design research in academic literacy

McKenney and Reeves (2012) distinguish between two possible orientations on which
educational design research may focus. The first orientation is the intervention itself and
how it works, which is called design research on interventions. The second orientation is
design research through interventions, in which the intervention serves as the research tool
(p. 23). They argue that the rich variation in design research can be partly explained by these
two orientations, which produce different types of research output. In addition to these
orientations, the authors state that variation in research focus, motives or goals of design
research projects also contribute to the wide variety of research output within the area of
educational design research.
In this section some examples of educational design experiments in the area of
academic literacy will be described. The examples chosen at various school levels illustrate
a rich variation in design research in terms of design process, practical use and theoretical
yield in the area of academic literacy.
Educational design experiments in the area of literacy can take many forms, but as
in other areas of design research they always involve the development, implementation and
evaluation of an intervention to improve the current state of affairs, e.g. students’ literacy
skills. The number of design iterations varies considerably per project and the duration can
take from a few months up to several years. An example of a long-term design study is the
Literacy Access Online (LAO) project conducted by Bannan-Ritland (Bannan-Ritland, 2007).
This technology-based learning environment was developed during a period of four years
and aims to promote “the use of specific literacy strategies for the improvement of tutoring
and reading performance” (p.58). The web-based environment (http://literacyaccessonline.
com) provides support for teachers, tutors, and parents and aims to address literacy goals for
all children, but with a special emphasis on children with reading disabilities. The research
team did not use theoretical principles or research from the field to inform the development
of the design, because they were unavailable. Rather, they used insights from tutoring and
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reading strategies, which were refined during a number of iterations. In terms of practical
use, the environment was made available online.
In terms of theoretical yield, the research revealed that “parents have little
formal knowledge and use of good reading strategies when engaged with their child in the
reading process” (Bannan-Ritland, 2007, p. 67). The author explains that this insight did
not only inform the design process but should also be considered as a stand-alone finding
that contributes to reading theory. Bannan-Ritland points to the fact that formalizing the
extensive data collection methods that are used in a typical design research project such
as the LAO project can help to “inform our knowledge of particular audiences, learning
contexts and processes - separate but connected to the design of a particular intervention,
we can begin to progress toward generating knowledge and useful theoretical insights that
are typically overlooked in design” (p. 67).
An example of a strongly theory-based design is the intervention developed by
De Corte, Verschaffel and Van de Ven (2001), who designed a new learning environment to
enhance reading skills of upper primary school children during a period of four months. Based
on the literature on cognitive and metacognitive strategies for reading comprehension, an
intervention was developed to train pupils’ reading strategies through the techniques of
modelling, class discussion and small work groups. A pre-test post-test design was used to
determine the effect of the intervention. This approach is exceptional, since standardised
measures are generally not used in educational design research. Rather, they are more
likely to be used in large-scale studies of educational interventions. Still, the advantage of
using a pre-test post-test design is that it provides research evidence as to which one of the
many variables in the real-life educational setting contributes to improved performance.
More discussion on methods is presented below, in section 2.6.6 ‘Limitations of educational
design research.’
Although the intervention by De Corte, Verschaffel and Van de Ven (2001) did
not automatically result in improved performance on the standardised reading test that
was used, the authors claim that “this design experiment shows that it is possible to foster
pupils’ use and transfer of strategic reading comprehension skills in regular classrooms by
immersing them in a powerful learning environment” (p.531). By contrast with the BannanRitland study, only one formal iteration of the intervention was conducted. Although
the underlying principles of the learning environment were discussed with the teachers
involved, and preliminary versions of lesson materials were revised, the authors do not
report on these discussions or the rationale behind these design changes.
In the area of academic literacy at tertiary level the work of Dowse and Howie
(2013) in South Africa, as well as the work of Abdallah (2013) in Egypt, are particularly worth
mentioning since both projects are about academic literacy in non-western contexts, similar
to the current study. Both studies have yielded practical and theoretical output and combined
a variety of formative and summative research strategies for data collection. Dowse and Howie
(2013) designed and developed an academic research writing intervention for students who
were in the proposal stage of a master in education in South Africa. Factors that received
special attention were students’ educational background, English language proficiency and
preparedness for graduate study. The study was conducted over an eighteen- month period
and addressed the “lack of academic writing proficiency manifesting in poor academic
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literacies found in graduate students, which resulted in students being underequipped for
study at graduate level” (p.856). The research followed a three-phase design, which included
a preliminary phase, a prototyping phase and an assessment phase. Two interventions were
developed and implemented during two semesters. The intervention contained a “research
triad” offering support and supervision to the students. The researchers point to the fact
that this particular set-up also “provided an opportunity for the experienced supervisor to
offer supervision mentoring for the novice supervisors who made up the supervision team”
(p.873).
In terms of practical yield, the preliminary outcomes suggest three main
characteristics for the promotion of academic research writing that would best support
master’s students in education. First of all, availability of appropriate learning space is
needed. This includes physical, collegial and collaborative space, so that graduate students
who are full-time teachers and part-time students have opportunities to interact with
peers and will not feel isolated. Secondly, the researchers argue that a structured master’s
programme is needed that includes academic writing, discipline-specific content knowledge
and research methods. Currently, the master’s programme is only offered by dissertation.
They argue that such a programme will enable students to complete their dissertation
and should be in place throughout their studies. Finally, the authors state that on-going
professional development is needed for supervisors of the students.
The research conducted by Abdallah (2013) investigated the integration of webbased literacies into the education programme of Egyptian pre-service EFL student teachers.
Similar to the study of Dowse and Howie (2013), the research had a preliminary phase to
investigate theoretical foundations for the intervention, a prototyping phase in which two
iterations were carried out, and an assessment phase. More so than in the Dowse and
Howie (2013) study, the author describes how the lessons learned from the first iteration
and discovered weaknesses informed the development of the second iteration. In terms
of theoretical output, a list of design characteristics was produced within five different
categories: 1) learning design, (2) language learning theory, (3) course administration, (4)
learning models and activities, and (5) web-based facilities as online spaces for language
learning and practice (p. 942). These can be considered theoretical output. In terms of
practical yield, the study developed two main curricular products: tasks and a blended
course. The author claims that student-teachers’ interaction with the course products will
enable professional development.
Theoretical yield in all the examples above can be categorised as “local theory”
in the words of McKenney and Reeves (2012). They argue that “local theory is produced
when limited manifestations of a certain phenomenon are studied (e.g. several iterations of
one basic intervention are studied in just a few classrooms).” These theories can be used to
“describe, explain or predict” (p. 35).
2.6.6

Limitations of educational design research

In spite of the rapid advances in the field of educational design research in the past twenty
years, a number of scholars have raised questions about methodological issues. First of
all, some consider the lack of research evidence within design experiments to be a serious
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methodological difficulty (Collins, et al., 2004; Dede, 2004; Philips & Dolle, 2006). The main
critique put forward by these scholars is that, although an educational intervention might
be very successful, it is often difficult to determine which one of the many variables in the
real-life setting (e.g. quality of the teacher, background of the students, classroom setting,
etc.) contributes to any effects that occur during the intervention. This is because many of
the variables cannot be controlled. Philips and Dolle (2006) support the idea that design
research can contribute to solving problems in educational settings, but they emphasize
that this is not satisfactory in itself. They argue that in order to investigate the reasons for
the effectiveness of any innovation produced through design research, traditional methods
that control the variables are needed to complement design research.
Another limitation of design experiments is the fact that large amounts of data
arise from combining a variety of data collection methods and the quest for understanding
what is working (Collins, et al., 2004; Dede, 2004). Dede (2004) calls upon the design based
research community to set standards to improve the quality of design based research.
In the current study a number of measures have been incorporated to meet the
points of critique as expressed by Collins et al. (2004), Dede (2004) and Philips & Dolle
(2006). First of all, control and experimental groups were used, similar to the study by
De Corte, Verschaffel and Van de Ven (2001). This enabled the researcher to control the
variables during the testing of the intervention in real-life classrooms. Also, a summative
assessment and pre-test post-test design were used to assess whether the innovation was
indeed effective. Further details and outcomes of the assessment are described in Chapter
7.

2.7

Research design

Following Plomp (2007), the research consisted of three phases. In the preliminary research
phase a context analysis was performed and relevant literature on reading research
was reviewed. The second, or prototyping phase, included the development of several
prototypes based on the outcomes of the context analysis and literature review. In this
study, the following definition of prototype by Nieveen (2007) was used: “A prototype is
a preliminary version of the whole or a part of an intervention before full commitment is
made to construct and implement the final product.” (p.90). The development of prototypes
consisted of a number of iterations. Each iterative cycle was evaluated by formative
evaluation, and was considered a “micro-cycle of research” (Plomp, 2007, p.17). Finally,
in the assessment phase a summative evaluation was used to draw conclusions about the
effectiveness of the intervention. The details of the three phases are explained in detail in
the following sections. The overall research design is outlined in Figure 1.
The overall research design as visualised in Figure 1 is based on the work of Dowse
and Howie (2013). The five cycles that are identified in the figure represent “micro-cycles
of research” (Plomp, 2007, p.17). The first cycle includes the three studies of the context
analysis and literature review. The other cycles each include design and development
activities, the evaluation of those activities and further refinement of the prototypes. The
fifth cycle results in the final prototype and final design principles.
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Figure 1 Overall research design (cf. Dowse & Howie, 2013)
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2.7.1

Context analysis and problem identification (phase 1)

The first phase of the research consisted of a literature review and context analysis. The
results of the literature review are described in the sections 2.2 – 2.5 of this chapter. A
thorough context analysis was conducted to explore the background of the academic English
reading challenges faced by B.Ed. students at the University of Education Winneba (UEW)
and the University of Cape Coast (UCC). These students were chosen as the target audience,
because after their graduation they will become role models in primary and secondary
schools all over the country. Their English language skills, including reading proficiency, will
Table 1

Context analysis studies and research questions

Study

Research questions

Study I

RQ1: How much time are first-year B.Ed. students at UCC and UEW expected to
spend on reading activities for school?

The behaviour, attitudes
and self-concept of firstyear B.Ed. students at UCC
and UEW

RQ2: How much time do they actually spend on reading for school? Is there a
difference based on gender, academic programme, or age?
RQ3: How much time do they spend on reading for personal enjoyment? Is there
a difference based on gender, academic programme, or age?
RQ4: What are the attitudes of first-year B.Ed. students at UCC and UEW towards
reading for school? Is there a difference based on gender, academic programme
or age?
RQ5: What are the attitudes of first-year B.Ed. students at UCC and UEW towards
reading for personal enjoyment? Is there a difference based on gender, academic
programme, or age?
RQ6: What is the self-concept of reading of first-year B.Ed. students at UCC and
UEW? Is there a difference based on gender, academic programme, or age?
RQ7: What correlations can be found between reading proficiency (grade for
English at SSS), reading behaviour, attitude and self-concept of first-year B.Ed.
students at UCC and UEW?

Study II
Students’ academic English
reading proficiency

Study III
Staff and students’
perceptions on teaching,
learning and academic
reading

RQ1: What is the English reading proficiency level of first-year B.Ed. students at
UCC and UEW?
RQ2: Do the first-year B.Ed. students at UCC and UEW have a sufficient level of
academic English reading proficiency to be able to participate in their academic
studies without encountering reading difficulties?
RQ1: How do B.Ed. students spend their time during the academic semester, in
particular on reading for academic purposes?
RQ2: What perceptions do students and lecturers have about their academic
teaching and learning environment?
RQ3: What perceptions do students and lecturers have about reading resources,
homework, and assessment?
RQ4: What perceptions do students and lecturers have about the role of
academic English reading proficiency in the curriculum?
RQ5: What perceptions do students and lecturers have about reading
motivation?
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influence the quality of learning in their classrooms and have a direct impact on the quality
of education nationally. The two research questions central to the context analysis were the
following:
RQ1: What are the characteristics of the academic English reading context of firstyear academic B.Ed. students at UCC and UEW?
RQ2: Is there a need for an intervention that emphasizes improving academic
English reading proficiency of first-year students at UCC and UEW?
Based on these research questions, three separate studies were conducted, using both
quantitative and qualitative research methods. Firstly, a questionnaire was used to measure
the reading behaviour, attitudes and self-concept of 316 first-year B.Ed. students in Arts,
Home Economics, Mathematics and Science (study I). The details of this study are presented
in Chapter 3, and include methods used, sampling, instruments, data analysis, results and
Table 2 Unit of analysis, instruments and indicators used in study I - III
Sub-questions

Unit of Analysis (sample)

Instruments

Indicators

Study I

316 first-year B.Ed. students
from the following groups:
Arts (93)
Home Economics (190)
Maths (243)
Science (127)

Student
questionnaire

Measured attitudes, behaviour, and
self-concept towards reading for school
and reading for enjoyment.

Study II

496 first-year B.Ed. students
from the following groups:
Social sciences (175)
Maths (171)
Science (100)
Mixed* (49)

Student
questionnaire
and Language
test

Student performance on language test

Study III

22 first-year B.Ed. students
from the following fields:
7 Science
7 Mathematics
8 Social Science Education

Activity
diaries
kept over 3
weeks during
semester

Written diaries of 22 students
indicating their time spent on lectures,
homework, reading, leisure, religion
and household activities.

12 B.Ed. students from the
following fields:
6 Science
1 Mathematics
5 Social sciences

Semistructured
interviews

Documented views of students about
the role of academic reading skills
within the teaching and learning
process. To get a better understanding
of the educational context in which
interviewees are learning

14 B.Ed. lecturers from the
following fields:
9 science and mathematics
1 English linguistics
1 Educational Psychology
3 Social science education

Semistructured
interviews

Documented views of lecturers
about role of academic reading skills
and students’ reading levels and
reading characteristics, to get a better
understanding of the educational
context in which interviewees are
teaching.

* The mixed group represented students from seven different B.Ed. and nine BSc. programmes.

63

Chapter 2

conclusion. Secondly, a quantitative study was performed to measure the academic English
reading proficiency and reading behaviour and attitudes of 496 first-year B.Ed. students
in Social Sciences, Mathematics and Science. A reading proficiency test and a student
questionnaire were used for data collection. The results of this study (study II) are presented
in Chapter 4. Finally, a qualitative follow-up study was conducted to clarify the findings
from Chapter 4. This qualitative study included staff and students’ perceptions on teaching,
learning and academic reading. Data were gathered through interviews and students’
activity diaries (study III). These results are reported in Chapter 5. For each study, a separate
set of sub-questions was formulated. Because study III was designed to put the results of
study I and II into perspective, the sub-questions for study III were only formulated after the
results of study I and II were known. All questions are presented in Table 1. The details of the
samples, the instruments used and research indicators are presented in Table 2.
2.7.2

Design, development and implementation (phase 2)

The communicative approach to educational design research as proposed by VisscherVoerman and Gustafson (2004) acknowledges the influence of social context on design
and is characterised by building relationships with stakeholders to discuss and agree upon
the standards and design process and final product. Working together with users and
stakeholders and giving them the opportunity to contribute to the design increases the
likelihood that they experience ownership of the product and that it is implemented and
used correctly.
In the present study, the development and implementation of the intervention
was performed in cooperation with academic staff from UCC and UEW in the form of
teacher design teams. A teacher design team can be defined as “a group of at least two
teachers, from the same or related subjects, working together on a regular basis, with the
goal to re-design and implement (a part of) their common curriculum” (Handelzalts, 2009,
p. 7). The merits of teacher design teams and collaborative curriculum development on
teachers’ professional development have been established in the literature (cf. Borko, 2004;
Deketelaere & Kelchtermans, 1996; Simmie, 2007). Although professional development of
teachers is an important aspect of innovations in education, it was not the main purpose of
the present study. Professional development of the teachers is a very welcome side effect
that will be incorporated in the reporting.
Based on the outcomes of the context analysis and the literature review, a set
of tentative design principles was formulated. These were used as guiding principles to
structure and support the prototyping phase (Plomp, 2007). Taking the tentative design
guidelines as a starting point, two design teams developed a set of prototypes that consisted
of academic English reading activities for first-year B.Ed. students at UEW and UCC. The
development of these prototypes consisted of a number of iterations. Plomp (2007) provides
a clear description of what an iteration entails: “Each iteration or cycle is a micro-cycle of
research, i.e. a step in the process of doing research and will include systematic reflection on
the theoretical aspects or design principles in relationship to the status of the intervention,
resulting in the end in design principles or theoretical statements.” (p.17). Plomp (2007)
goes on to note that the systematic reflection and analysis of data gathered during various
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iterations will make the researcher understand how and why an intervention functions in
a particular context. The entire process of development and design of the prototypes is
described in Chapter 6.
Formative evaluation and related research questions
Formative evaluation plays a central role in the design and implementation process of
educational innovations and is a key research activity in educational design research. In the
current study, all but one prototype were evaluated through formative evaluation, after
which the prototypes were adjusted to create a new version. In the current study, formative
evaluation was used as defined by Tessmer (1993): “formative evaluation is a judgment of
the strengths and weaknesses of instruction in its developing stages, for purposes of revising
the instruction to improve its effectiveness and appeal” (p.11). In other words, formative
evaluation is used to gather information about a specific intervention with the intention of
improving it. The outcomes of formative evaluation provide not only information on how to
improve the prototype; they also help to refine the underlying tentative design principles
(Nieveen, 2007, p.92). Summative evaluation, on the other hand, is used to investigate
whether an intervention is effective in practice (Nieveen, 2007). The final prototype of this
study was evaluated through summative evaluation. The six quality criteria for educational
interventions as proposed by Nieveen (2007) guided the evaluation process.
The first quality criterion proposed by Nieveen (2007) is the relevance of the
intervention. The relevance criterion determines whether there is a need for the intervention
and whether its design is based on state-of-the-art (scientific) knowledge. Translating the
relevance criterion to the current study could for example lead to the following questions:
Is there a need for an intervention that includes teaching of academic English reading
proficiency at UEW and UCC? If so, is the design of the intervention based on current views
in the literature on teaching academic English reading proficiency? Nieveen (2007) stresses
the importance of describing the boundaries (or the development stages) of the prototype
that is the topic of evaluation. The relevance of a prototype is usually evaluated in the early
development stages of an intervention, for example during the design principles stage or
the global design stage. Nieveen (2007) observes that the function of the global design is
to give an impression as to what the intervention will eventually look like and it is not to be
used in practice.
The second quality criterion proposed by Nieveen (2007) is the consistency of the
intervention. This involves determining whether the intervention is “logically’ designed?”
(p.94). Translating the consistency criterion to the current study could for example lead to
the following questions: Does an intervention that emphasizes the teaching of academic
English reading proficiency fit within the existing curricula at UCC and UEW? Who will be
the target audience of this intervention? Which aspects of academic reading are important
to include in the design (e.g. teaching of vocabulary, text structures, etc.)? As was the case
with the relevance criterion, the consistency of an intervention should also be evaluated in
the early development stages (design principles stage or global design stage).
The third quality criterion proposed by Nieveen (2007) is the expected practicality.
This criterion assesses whether “the intervention is expected to be usable in the settings
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for which it has been designed and developed” (p.94). Examining the expected practicality
implies that the intervention has not been used in practice, but that it has been developed
into a detailed design. Therefore, the development stage during which the expected
practicality can best be evaluated is the stage which Nieveen calls “part of the intervention
in detail” (p.94). At this stage, a part of the intervention has been developed to the extent
that it can be used by the target group in practice. An example of a design that is in this
development stage is a course outline or a teacher guide for the first few weeks of the
course.
The fourth quality criterion suggested by Nieveen (2007) is the actual practicality
of the design, which can only be established once an intervention has been used in practice.
The actual practicality addresses whether “the intervention is usable in the settings for which
it has been designed and developed.” (p.94). This can either be investigated during the stage
where part of the design is used in practice (partly detailed intervention) or during the stage
where “the entire design is sufficiently detailed to be used in the intended user-setting.”,
also referred to as the “complete intervention” (p.94). Typical questions that address the
actual practicality are the following: Is the level of the content not too difficult or too easy
for the students? Can the lecturer cover all given topics within the given time of the lecture?
Do students have sufficient time to do their homework? Are the textbooks for the course
sufficiently available? Etc.
The fifth quality criterion suggested by Nieveen (2007) is the expected effectiveness
of the intervention. The expected effectiveness determines whether “the intervention is
expected to result in the desired outcomes.” (p.94). Possible questions that address the
actual practicality of an intervention are: Does the intervention have a positive effect on
students’ reading contributions in class? Is there a change of attitudes noticeable amongst
students with regard to academic reading?
Finally, Nieveen (2007) proposes the actual effectiveness as the final quality
criterion, which determines whether “the intervention results in the desired outcomes.”
(p.94). A summative evaluation was used to draw conclusions about the effectiveness of the
intervention (see further under ‘assessment’).
The four research questions that were addressed in the design, development and
implementation phase were founded on the quality criteria as proposed by Nieveen (2007)
and read as follows:
RQ3: Is the intervention logically designed? (Consistency)
RQ4: Is the intervention expected to be usable in first-year courses at UCC and
UEW? (Expected practicality)
RQ5: Is the intervention usable in first-year courses at UCC and UEW? (Actual
practicality)
RQ6: Is the intervention expected to result in improved academic English reading
proficiency of first-year students at UCC and UEW? (Expected effectiveness)
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Data collection
In the previous sections, the six quality criteria to evaluate educational interventions by
Nieveen (2007) were presented and related to the various design stages of the prototypes.
For the evaluation of the design stages, several methods and tools are available to gather
data. The following formative evaluation methods, based on the work of Tessmer (1993) and
Nieveen (2007), were used in the current study:
•

•

•
•

Screening: a group of subject matter experts and members of the design team used a
checklist to screen the design. The following questions were amongst those included in
the checklist: “Is the information in the course description presented in a clear manner?”
(presentation of the prototype); “Are the homework activities in line with the rationale
of the intervention: to engage first-year students more actively in academic reading
in English?” (consistency); and “Do you think that the time that students spent on
homework tasks is sufficient? (practicality).
Expert appraisal: experts from the field (subject matter experts, teachers, educational
design experts) provided feedback on several prototypes of the intervention. The
feedback was discussed during a panel discussion with the researcher.
Micro-evaluation: a group of learners tried out the partly detailed intervention and the
researcher observed and interviewed the users.
Field test: members of the design team observed the design being tried out in a realistic
classroom situation. Staff and students were interviewed during and after the field test.
A major part of the field test was an academic English reading proficiency test in which
students participated before and after the intervention (see next section).

2.7.3

Assessment (phase 3)

In the assessment phase it was investigated whether the intervention was effective in
practice. Summative evaluation was used to answer the following research question:
RQ7: Does the intervention result in improved academic English reading proficiency
of first-year students at UCC and UEW? (Actual effectiveness)
In order to assess the effect of the intervention, an experimental design with an experimental
and control group was used. Using randomized experiments within the area of educational
research is a much-debated topic. Olson (2004), for example, argues that double blind
experiments are impossible in education. He cautions that the processes underlying
teaching and learning processes are far too complex to conduct controlled experiments
in education. A strong proponent of randomized experiments is Slavin (2002), who claims
that “Once we have dozens or hundreds of randomized or carefully matched experiments
going on each year on all aspects of educational practice, we will begin to make steady,
irreversible progress” (p.19). It is not the purpose of this chapter to discuss the advantages
and disadvantage of randomized experiments in educational research in detail. It is a
methodological issue that is not likely to be resolved anytime soon, as the following quote
from Reeves (2011) illustrates: “Rigor versus relevance will likely remain an ongoing debate
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among many social scientists. Ultimately, it is an issue that each individual educational
researcher must confront and resolve” (p.15).
The use of a controlled experiment in the current study can be justified because
it is complemented with qualitative research data such as user interviews and classroom
observations. Furthermore, it is a way to meet the previously described criticism of Collins,
et al. (2004), Dede (2004) and Philips and Dolle (2006) concerning the lack of research
evidence within design experiments.
A pre-test was conducted during the first week of the intervention to assess the
academic reading proficiency of the students. The same test was repeated in the final
week of the programme. Students were interviewed about their experiences with regard
to the intervention during the last week of the intervention. Classroom observations were
conducted during various moments of the intervention. The results of the pre-test and
post-test, interviews and classroom observations are presented in Chapter 7. The overall
conclusions and discussion of the research, including a reflection are presented in Chapter
8.
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Chapter 3
The behaviour, attitudes and self- concepts
of first-year students at UCC and UEW3
The purpose of this chapter is twofold. First, it is an attempt to fill in the blanks on the
unexplored map of reading behaviours, attitudes and self-concept of teacher education
students in Ghana. Secondly, the chapter investigates whether the negative perceptions
of lecturers from UCC and UEW about their students’ reading attitudes and behaviour
correspond to the students’ self-perceptions.

3.1

Introduction

Academic staff at UCC and UEW considered the academic reading proficiency of first-year
B.Ed. student to be low and in need of improvement. Furthermore, the staff claimed that
students’ attitudes towards reading were not encouraging, and that students hardly read
because there is no reading culture (Ottevanger & Stoffelsma, 2007). Although this view gives
reason to believe that there is a problem with regard to first-year students’ English reading
proficiency and motivation for reading, there is no empirical evidence for the assumption
that students’ reading attitudes are negative. Socio-affective factors like motivation, attitudes
and self-concept of reading play an important role in determining reading proficiency
(Grabe & Stoller, 2010; Guthrie, 2013a; Pretorius, 2005). Therefore, our research aims to
find out what the students’ self-perceptions are about their reading behaviour, attitudes
and self-concept of reading. We also want to find out how their perceptions correspond to
the negative perceptions of lecturers.
Because very little research has been done in the area of English reading proficiency
at tertiary level in the West African context, the purpose of this exploratory baseline study is
not primarily to add to existing theory but to map out terra incognita. The outcomes of our
study will lead to recommendations for further research and will benefit not only researchers
but also policy makers and educationalists. It is not our intention to develop new research
instruments, but to apply existing instruments that have been used in international settings
and different cultural contexts to measure reading attitudes and self-concept of reading.

3

The content of this chapter was published as a separate article: Stoffelsma, L. & Spooren, W. (2013).
‘Reading and knowledge transfer in Ghana: The behaviour, attitudes and self-concepts of first-year
students in Bachelor of Education programmes’, in: Educational Psychology, 33(6), 690-718. DOI:
10.1080/01443410.2013.785047. The term ‘we’ in this chapter refers to both authors.
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Reading and academic achievement
As reported in Chapter 2, reading and writing skills play crucial roles in determining
achievement in academic programmes, even in subjects typically associated with logicaldeductive skills, such as mathematics and physics (Mol & Bus, 2011; Pretorius, 2002).
Students must not only possess the necessary reading skills if they want to achieve academic
results, they also need to be motivated to undertake reading activities. Reading research
shows that positive motivation for reading improves reading comprehension and increases
the amount of reading that people do. Moreover, the more people read, the better they
become at it (Cox & Guthrie, 2001; Guthrie & Wigfield, 1997; Guthrie, et al., 1999; Nuttall,
2005). These findings are supported by internationally recognised reading literacy studies,
such as the OECD Programme for International Student Assessment (PISA) and the Progress
in International Reading Literacy Study (PIRLS), which is performed in a five-year cycle by
the International Association for the Evaluation of Educational Achievement. Although the
scope of these studies differs, the assumption that reading motivation results in higher
reading proficiency is shared by both institutions:
Students who enjoy reading and who perceive themselves to be good readers
usually read more frequently and more widely, which in turn broadens their reading
experience and improves their comprehension skills (Mullis, et al., 2007, p. 141).
Reading-related skills, attitudes, interests, habits and behaviours have been shown
in a number of recent studies to be strongly linked with reading proficiency (OECD,
2009, p. 22).
Apart from students themselves, parents and teachers have a major role to play in student
motivation for reading. The PIRLS 2001 and 2006 results show a positive link between
parents’ attitudes towards reading and the reading achievement of their children (Mullis,
et al., 2007). As for the teachers, L1 reading research studies confirm that certain classroom
activities can support reading motivation. Examples of effective classroom activities include
instruction around conceptual themes, enabling students to assume responsibility for their
own reading, providing interesting reading materials at different levels, supporting strategic
reading techniques, providing opportunities in the curriculum for extensive reading, and
stimulating social collaboration amongst students (Guthrie & Knowles, 2001; Wigfield &
Tonks, 2004). It is obvious that teachers cannot apply these strategies effectively if they
themselves do not have a positive attitude towards reading themselves and have not
acquired a certain level of reading proficiency. In the multilingual classroom situations that
one finds in Ghana it is especially important that teachers apply the language of instruction
properly. A common phenomenon in multilingual classroom settings is code switching
between English and indigenous languages, both by students and teachers. Research in
African countries has shown that this can be a serious limiting factor which influences the
quality of education (Qorro, 2009).
The teacher training programmes at UCC and UEW are the obvious place to train
students’ reading motivation and proficiency. After their graduation, B.Ed. students from
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UCC and UEW will become role models in primary and secondary schools all over Ghana.
Their English language skills, including reading proficiency, will influence the quality of
learning in their classrooms. Both their personal language skills as well as their attitude
towards reading will motivate students to become engaged readers. And last but not least,
they will decide on the amount of reading to be done by the pupils in their classrooms.
A number of theories have evolved in the past few years in the area of reading
motivation, with overlapping concepts and constructs. According to Grabe (2009) most of
the researchers agree that motivation involves a set of beliefs, values, and expectations and
a set of defining behaviours. Based on the PIRLS 2001 and 2006 studies, we chose to include
three constructs related to reading motivation in this study: students’ reading behaviour,
attitudes towards reading and self-concept of reading.
Reading behaviour
The amount of reading that students do for school and for personal enjoyment has a positive
effect on their reading achievement and comprehension skills, and contributes to their
academic knowledge development (Cox & Guthrie, 2001; Mullis, et al., 2007). Consequently,
knowing the reading behaviour of students - how much they actually read - will shed light
on their learning behaviour and can broaden our understanding of their strengths and
weaknesses in academic achievement.
Opportunities for UCC and UEW B.Ed. students to practice and improve on their
reading proficiency are provided within their course work. For example, pre-lecture reading
assignments may be regarded as a motivator to engage students in reading, especially
when these assignments are tied to assessment. For the B.Ed. students at UCC and UEW
a number of opportunities exist within the existing curricula to practice English proficiency
and reading as such. The compulsory Communication Skills courses at both institutions are
designed for all first-year students and address general discourse and grammar aspects of
the English language. Topics such as spelling, punctuation, oral and written presentation,
and some reading techniques like skimming and scanning are included (Afful, 2010). The
English department at UEW offers an obligatory course on extensive reading for first-year
students of English
In order to gain insight into the amount of reading that students do, we included
the following research questions to support the main objective of this study:
RQ1: How much time are first-year B.Ed. students at UCC and UEW expected to
spend on reading activities for school?
The time that students at UCC and UEW are expected to spend on reading activities for
school has not yet been investigated by other research. The curricula at both institutions do
not provide details on the reading situation in practice. Therefore, RQ1 has an explorative
function and we have not formulated a hypothesis that relates to it.
RQ2: How much time do they actually spend on reading for school? Is there a
difference based on gender, academic programme, or age?
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Presently no information is available about how much time students read for their study
programmes, therefore the first part of this research question is exploratory. However,
there are indications from international research that different groups of students differ in
their reading habits. For example, the PIRLS 2009 study into reading abilities of 15-year-old
students found that in almost all 65 countries that participated, girls read more for enjoyment
than boys. The study associates girls’ greater enjoyment of reading with their higher reading
scores compared to boys. In all participating countries girls outperformed boys in reading
comprehension (OECD, 2011). Since girls seem to enjoy reading more and are better at it
than boys, we expect that female students in our study are likely to read more for school
than male students. Secondly, due to the nature of the academic programme, we expect
that Arts students will read more for school than students in the other programmes. Finally,
we expect that actual reading time for school will increase with the age of the student,
because older students will have had more time to develop their reading skills than younger
students.
Because students are also likely to engage in reading activities outside school, we
included the following question:
RQ3: How much time do they spend on reading for personal enjoyment? Is there a
difference based on gender, academic programme, or age?
Presently no information is available about how much time students spend on reading
for personal enjoyment, therefore the first part of this research question is exploratory.
However, there are indications that different groups of students may differ in their amount
of reading. As stated under RQ2, girls read more for enjoyment than boys (OECD, 2011).
Therefore, we expect female students in our population to read more for enjoyment than
male students. Secondly, due to the nature of the academic programme, we expect that
Arts students will read more for enjoyment than students in the other programmes. Finally,
we expect that actual reading time for enjoyment will increase with the age of the student,
because older students will have had more time to develop their reading skills than younger
students.
Reading attitudes
The second motivational construct that we are interested in is the reading attitude of
students. As already stated in Chapter 2, there are many definitions of reading attitude, but
most have a number of elements in common. In the first place, reading attitudes involve the
individuals’ feelings about reading, and consequently they are affective in nature. Secondly,
they can predict behaviour, although they are not necessary translated into behaviour.
Thirdly, they are acquired on the basis of experience and emerge from various sources,
such as personal and educational experiences, cultural traditions, and socialization practices
(Grabe, 2009; Guthrie & Wigfield, 1997; McKenna, 2001). As stated earlier, for academic
achievement and effective learning behaviour it is important to have positive reading
motivation (Pretorius 2002, Guthrie & Wigfield 2000). On the other hand, students who
have negative feelings about reading are unlikely to practice their reading skills and improve
their reading comprehension. Nuttall (2005) calls this the cycle of frustration: readers who
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do not enjoy reading will read as little as possible and due to lack of practice, they will find it
hard to understand what they read. As a consequence, their reading rate does not increase.
The opposite cycle, in which readers enjoy reading, and therefore read faster, more and
understand better, is called the cycle of growth (Nuttall, 2005). Ideally, this is the kind of
cycle in which university students should be.
The perceptions of lecturers at UCC and UEW about students’ attitudes towards
reading are negative. If the students’ attitudes are indeed negative it will affect the amount
of reading that they do and consequently have an impact on their reading comprehension.
Therefore, we are interested in discovering the perceptions of the students themselves and
finding out whether their reading attitudes are indeed negative. Consequently, we have
included the following research questions:
RQ4: What are the attitudes of first-year B.Ed. students at UCC and UEW towards
reading for school? Is there a difference based on gender, academic programme,
or age?
RQ5: What are the attitudes of first-year B.Ed. students at UCC and UEW towards
reading for personal enjoyment? Is there a difference based on gender, academic
programme, or age?
Based on the perceptions of lecturers, we expect that the attitudes of first-year B.Ed.
students at UCC and UEW towards reading for school are negative. Furthermore, we expect
female students to have a more positive attitude towards reading for school than male
students. This corresponds with research findings that suggest that girls appear to possess
more positive reading attitudes than boys (McKenna, 2001). Furthermore, as stated under
RQ2, research has shown that girls read more for enjoyment and are better readers than
boys (OECD, 2011). This is likely to enhance a positive reading attitude. We also expect
that, due to the nature of their programme, students from the Arts faculty will have a more
positive attitude towards reading for school than students from the other programmes.
Finally, we expect that the attitude towards reading for school will increase with the age of
the student, because older students will have had more time to develop their reading skills
than younger students. Consequently, their practice in reading will influence their reading
attitude positively, as is explained by the cycle of growth (Nuttall, 2005).
Based on the perceptions of lecturers, we expect that the attitudes of first-year
B.Ed. students at UCC and UEW towards reading for personal enjoyment are negative.
Furthermore, in line with the previous hypotheses, we expect female students to have a
more positive attitude towards reading for enjoyment than male students. We also expect
that, due to the nature of their programme, students from the Arts faculty will have a more
positive attitude towards reading for enjoyment than students from the other programmes.
Finally, we expect that the attitude towards reading for enjoyment will increase with the
age of the student, because older students will have had more time to develop their reading
skills than younger students. Consequently, their practice in reading will influence their
reading attitude positively (Nuttall, 2005).
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Self-concept of reading
The third construct that we will highlight in our study concerns the self-concept of reading:
a student’s perception about his or her ability to read. Researchers, mainly within the socialcognitive tradition, consider self-concept of achievement, or self-efficacy, an important
predictor for achievement. People who have high beliefs about their ability to perform are
more effective and generally more successful than those with low self-efficacy expectancies
(Bandura, 1997). As stated in Chapter 2, research on self-concepts applied to educational
settings has demonstrated that children’s self-concept of learning relates to their academic
performance and that strengthening students’ self-concept by training improves their
achievement in different subject areas such as maths and reading (Schunk, 1991). These
findings are supported by Guthrie and Wigfield (1997), who explored different aspects
of children’s reading motivation, including self-concept of reading. Also, the international
Progress in International Reading Literacy Study (PIRLS) assigns an important role to selfconcept of reading and its influence on the amount of reading that students do (Mullis, et
al., 2007). We are interested to discover how competent first-year B.Ed. students at UCC and
UEW find themselves when it comes to reading and what their self-concepts of reading are.
Therefore, the following question was included in our study:
RQ6: What is the self-concept of reading of first-year B.Ed. students at UCC and
UEW? Is there a difference based on gender, academic programme, or age?
The self-concept of reading of first-year B.Ed. students at UCC and UEW has not been
investigated by other research. Therefore, RQ6 has an explorative function and we have not
formulated a hypothesis that relates to it.
Based on the assumption that reading proficiency, skills, attitudes and behaviour
are strongly linked (OECD, 2009), we are interested to find out whether these concepts
correlate. Therefore we included the following research question in our study:
RQ7: What correlations can be found between reading proficiency (grade for
English at SSS), reading behaviour, attitude and self-concept of first-year B.Ed.
students at UCC and UEW?
We expect that grades for English at SSS will correlate with the students’ concept of reading,
behaviour and attitude. Furthermore, we expect that students’ actual time spent on reading
for school or for enjoyment is positively correlated to their attitudes towards reading for
school or for enjoyment.

3.2

Method
Target population

In this research, we are particularly interested in students from the teacher training
programmes, because they will be the future teachers of Ghana. As indicated earlier, after
their graduation B.Ed. students from UCC and UEW will become role models in primary
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and secondary schools all over the country. Their English language skills, including reading
proficiency, will influence the quality of learning in their classrooms and have a direct impact
on the quality of education nationally. In previous research on UCC and UEW lecturers’
perception of students the focus was on Science and Mathematics Education students
only (Ottevanger & Stoffelsma, 2007). In this study we also included B.Ed. Arts and B.Ed.
Home Economics students. This makes it possible to compare students from the science
programmes with students from other disciplines and will provide for a broader picture of
the first-year student population at both institutions.
Sample
Convenience samples of 316 students in four classes were taken from the following Bachelor
of Education (B.Ed.) programmes at the University of Cape Coast (UCC) and the University of
Education Winneba (UEW): Arts, Home Economics, Mathematics and Science. Two external
researchers (i.e. not working at UCC or UEW) administered the questionnaire during regular
lectures. After a brief explanation of the rationale of the questionnaire, the researchers
distributed the paper-based questionnaire to the students and observed the students while
they filled it in. Students responded anonymously to the questions and statements, and
they were allowed to ask questions if items were unclear. Completed questionnaires were
collected by the researchers in envelopes to safeguard the anonymity of the participants. The
lecturers were present in the classroom but did not intervene at any point. There were no
time limits set to complete the questionnaire. Students spent between 30 and 45 minutes to
complete it. At least one third of the total student population per programme was included.
The total number of respondents consisted of 192 male and 124 female students.
Questionnaire: demographics
The students were asked to fill in their age, gender and academic programme. To be able to
relate the outcomes on students’ reading attitudes with their personal language situation,
the following three items on language use were included: the students’ use of mother
tongue, their use of English in the home environment and the grade which they obtained
for English at Senior Secondary School (SSS). All items in the questionnaire are presented in
Table 1.
Questionnaire: reading behaviour, attitude and self-concept
Items to measure reading behaviour, attitude and self-concept were based on the PIRLS
(Mullis, et al., 2007), which is an internationally recognised instrument that has been used to
measure reading attitudes of students in over 40 countries. Although the focus of PIRLS are
fourth grade students (age 10-11) in L1 settings, the PIRLS questionnaire items on reading
attitudes, self-concept, and out-of-school activities are typically topics that are also relevant
at higher levels of the educational system.
For some items the formulation of the questions was slightly adjusted to be more
suitable for the target group. For example, students are not given ‘reading homework’ like
the children in the PIRLS study; therefore the questions in our study were reformulated
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Table 1 Overview of questionnaire items in relation to research questions.
Topic of research

Questionnaire item

Response format

Demographics and
linguistic background

Age, Gender, Mother tongue, Choice of academic programme
Which final grade did you obtain for English in Senior
Secondary School?

Open
question

How often do you speak English at home with your family?

I always /
sometimes / never
speak English at
home

Expected time spent
on reading for school
(RQ1)

How often do your lecturers give you reading assignments
for your courses (departmental and general courses), such as
reading textbooks or articles?

Never, 1-2 times a
week, 3-4 times a
week, Every day

Actual time spent on
reading for school
(RQ2)

How much time do you spend on reading textbooks or articles
for your B.Ed. courses (departmental and general courses) per
week?

Never, 1-2 hours a
week, 2-4 hours a
week, More than 5
hours a week

Actual time spent
on reading for
enjoyment (RQ3)

How often do you read these things outside your B.Ed.
courses?
•
I read stories or novels
•
I read magazines
•
I read newspapers
•
I read subtitles on the television screen

Never or almost
never,
1-2 times a month,
1-2 times a week,
Every day or almost
every day

How often do you do these things outside your B.Ed. courses?
•
I talk with my friends about what I am reading
•
I talk with my family about what I am reading
•
I read for fun
•
I read to find out about things I want to learn
Attitudes towards
reading for school
(RQ4)

What do you think about reading (textbooks, articles, etc.) for
your B.Ed. courses?
•
I read only if I have to
•
I like talking about textbooks with other people
•
I would be happy if someone gave me a textbook
as a present
•
I think reading is boring
•
I need to read well for my future
•
I enjoy reading

Agree a lot
Agree a little
Disagree a little
Disagree a lot

Attitudes towards
reading for
enjoyment (RQ5)

What do you think about reading for pleasure?
•
I read only if I have to
•
I like talking about books with other people
•
I would be happy if someone gave me a book as
a present
•
I think reading is boring
•
I need to read well for my future
•
I enjoy reading

Agree a lot
Agree a little
Disagree a little
Disagree a lot

Self-concept of
reading (RQ6)

How well do you read? Tell how much you agree with each of
these statements
•
Reading is very easy for me
•
I do not read as well as other students in my class
•
When I am reading by myself, I understand almost
everything I read
•
I read slower than other students in my class

Agree a lot
Agree a little
Disagree a little
Disagree a lot
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as questions about ‘reading assignments’. Another adjustment was necessary because the
PIRLS items are about ‘reading’ in general; in our study a distinction was made between
‘reading for school’ and ‘reading for personal enjoyment’. The original PIRLS lay-out was used
in the questionnaire. All questionnaire items and their relation to our research questions are
presented in Table 1.
Using a self-report instrument could lead to socially desirable answers from the
students. However, we believe that the risk of socially desirable answers is minimal because
the PIRLS study showed a positive correlation between reading attitude and reading
achievement. Students who had a positive attitude towards reading had substantially higher
average reading achievement than those at the medium or low levels. This was also the
case for students with a high self-concept of reading. These findings validate the use of
self-reports. Secondly, the instrument has an intrinsic value, since it is primarily used for
comparisons within our student groups.
The six items that were used to measure students’ attitudes towards reading for
school had an alpha reliability coefficient of .57. The six items that were used to measure
the students’ attitudes towards reading for enjoyment had an alpha reliability coefficient
of .63. The overall attitude scale in which the items for reading for school and reading for
enjoyment were combined had an alpha reliability of .76. The four items that were used to
measure students’ self-concept of reading had an alpha reliability coefficient of .55.

3.3

Data analysis

At the beginning of 2007 Ghana adopted the new grading system of the West African
Examinations Council. That is why the question about the grade that students obtained at
secondary school for English produced a wide range of answers, representing the values
of the old and new grading system. In order to make the answers comparable, the results
were grouped into five categories: Excellent / Very Good (4), Good (3), Credit (2), Pass (1)
and Fail (0). The minimum requirement for English when entering the tertiary education
institutions is Pass (or D in the SSSCE system), and consequently Fail does not occur in our
data. Since the data approached normality, means were calculated and compared for the
various subgroups.
Reverse-phrased items were reverse coded in SPSS. Items were averaged per scale.
The scores on the various scales were calculated for all participants and for three major
subgroups: by Gender (female, Male), by Academic programme (Arts, Home Economics,
Science, Mathematics) and by Age group (17-20 years old, 21-25 years old, 26-30 years old
and 30+ years old).
With regard to the scale ‘Expected time spent on reading for school’, the results of
the two categories ‘once a week’ and ‘1-2 times a week’ were combined into one category
‘1-2 times a week, to make comparison with the other scales on actual reading time possible.
Data were screened for normality. For the normally distributed data independent
t-tests (two independent samples) and one-way ANOVA (several independent samples) were
used to compare subgroups, followed up by planned comparisons in case of significance. For
non-normally distributed data the Mann-Whitney (two independent samples) and KruskalWallis (more than two independent samples) tests were used. Mann-Whitney tests were
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used to follow up significant findings from the Kruskal-Wallis tests. Since there were six
comparisons involved in the follow-up tests, Bonferroni corrections were applied and so all
effects are reported at a .008 level of significance (0.05/6). The Jonckheere-Terpstra test was
applied to investigate possible linear trends in the non-normally distributed data.
Throughout this chapter we report standard errors rather than standard deviations,
as these give an immediate impression of the size of the confidence interval of the means.

3.4

Results
Demographic and linguistic characterization of the sample

A total of 192 male and 124 female students participated in our study. The enrolment rate
for male and female students in the B.Ed. programmes of our study is uneven; where Home
Economics students are predominantly females, students in Mathematics and Science are
mostly male (see Table 2). The age of the students ranges from 18 to 37, with the highest
average for the Science students (25.6 years old).
Table 2 General information respondents UCC and UEW.
Programme

Enrolment
2009-2010

Number of
students*

Male
students (%)

Female
students (%)

Average
Age

B.Ed. Arts (UCC)

93

75 (81%)

52.0

48.0

22.7 (n=71)

B.Ed. Home Economics (UCC)

190

68 (36%)

5.9

94.1

21.7 (n=66)

B.Ed. Mathematics (UEW)

243

79 (33%)

93.7

6.3

24.8 (n=74)

B.Ed. Science (UEW/UCC)**

127

94 (74%)

79.8

20.2

25.6 (n=93)

Total

653

316 (48%)

57.9

42.2

23.7 (n=76)

* Percentage of students in this programme who participated in the study.
** 31 B.Ed. Science students from UCC and 63 B.Ed. Science students from UEW.

Ghana’s multilingual nature is clearly reflected within the student population at UCC and
UEW. The first-year students in the sample represent a wide range of mother tongue
languages, as shown in Table 3. The most widely spoken language of our student population
was Twi (26.9%), followed by Fante (17.5%), Ewe (15.2) and Ashante-Twi (14.6%).
Looking at the ten indigenous Ghanaian language groups as identified by Bodomo
(Bodomo, 1996) , we see that eight of the Bodomo language groups are represented as
mother tongue languages (L1) in the student population at UCC and UEW, covering a total
of 35 indigenous languages.
The first question that was addressed in the questionnaire is the use of the English
language in the home environment. The majority of the respondents (86 percent) indicated
that they sometimes speak English and sometimes speak another language at home; 10
percent indicated that they never speak English at home; 5 percent always speak English at
home.
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Table 3 Representation of mother tongue languages in student population, by language group (in
percentages).
Language group
(Bodomo, 1996)

Mother tongue languages spoken by student population

Spoken by
students (%)

Akan Group

Akan, Akwapim, Ashante, Ashante-Twi, Fante, Twi

65.1

Gbe Group

Ewe

15.2

Ga-Dangbe Group

Ga, Dangbe, Krobo

6.2

Mabia Group

Dagbane, Dagaare, Gurenne, Kusaal, Mamprulli, Waale

4.1

Other Groups (Nzema,
Grusi, Gurma, Guang)

Nzema, Anyi, Kasem, Konkomba, Nchumburu

3.8

Non-indigenous regional

Bimoba, Grunne, Guan, Hanga, Igara, Keyerepon, Likpakpan,
Sefloi, Sefull, Sefwe, Sisala, Talensi, Wasa

4.8

Non-indigenous western

English

0.3

The second question related to the students’ personal language situation was
about the final grade they obtained for English in Senior Secondary School exam. Note that
a maximum score of 4 corresponds with the grade ‘Excellent/Very Good’, and the minimum
score of 1 corresponds with ‘Pass’. Female students (M = 3.12, SE = .08) reported having a
substantially higher grade for English at Senior Secondary School than male students (M =
2.54, SE = .07, t (298) = 5.57, p < .001, r = .31). There were significant differences between
students from the four programmes, F (3, 296) = 28.58, p < .001, ω = .47. Planned contrasts
revealed that first-year Arts students (M = 3.35, SE = .09) reported having a significantly
higher grade for English in Senior Secondary School than students in Science (M= 2.36, SE =
.09, t (296) = 7.64, p < .001, r = .41) and than students in Mathematics (M = 2.40, SE = .10,
t (296) = 7.00, p < .001, r = .38). In addition, Home Economics students (M = 3.13, SE = .09)
also reported having a significant higher grade for English in Senior Secondary School than
students in Science (t (296) = 5.72, p < .001, r = .32) and than students in Mathematics (t
(296) = 5.20, p < .001, r = .30). No comparison was made by age groups because the grade
system has changed too much over time to make such a comparison interpretable.
Reading behaviour, attitudes and self-concept
Time spent on reading for school (RQ1 and RQ2)
The expected reading time for school (RQ1) was measured by asking the students how often
lecturers gave them reading assignments. The majority of the students (60.5%) reported
having reading assignments one to two times a week. Almost 4 % said that they were never
given reading assignments for their courses. The answer categories have been translated
into an ordinal scale in Table 4.
As the data distribution was not normal, non-parametric tests were used to
compare the subgroups. No significant differences were found between female and male
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students (U = 10938.5, p = .58). No differences were found between the four programmes
(H (3) = 4.48, p = .21) nor between the four age groups (H (3) = 2.83, p = .42).
When asked about their actual time spent on reading for school (RQ3), 49.7%
of the students reported spending more than five hours on reading textbooks per week.
Another 32.3 % reported reading textbooks for two to four hours per week. 16.8% of the
students reported to read 1-2 hours per week, and finally 1.3% of the students reported
never to read for school. The answer categories have been translated into an ordinal scale in
Table 4.
As the data distribution was not normal, non-parametric tests were used to compare
subgroups. We expected female students to read more than male students. However, this
turned out not to be the case. Male students (M = 3.38, SE = 0.06) reported spending more
time on reading textbooks per week than female students (M = 3.19, SE = 0.07), although
this difference just failed to reach the pre-established level of significance of 0.008 (U =
10288.5, p = .013, r = .13).
Due to the nature of the academic programmes, we expected Arts students to read
more than students in the other programmes. However, when comparing students from the
four academic programmes no significant differences were found (H (3) = 4.37, p = .11, onetailed).
Finally, we expected that actual reading time would increase with the age of the
student. This hypothesis was confirmed. The four age groups differed significantly in time
reported to be spent on reading textbooks per week (H (3) = 11.9, p = .004, one-tailed).
Young students in the group of 17-20 years old (M = 3.14, SE = 0.08) reported reading
significantly fewer hours per week than those in the group of 26-30 years old (M = 3.43, SE =
0.08, U = 3227.5, p = .005 (one-tailed), r = .19). They also reported significantly fewer hours
per week than those in the group of over 30 years of age (M = 3.60, SE = 0.11, U = 1016.5, p =
.003 (one-tailed), r = .24). The Jonckheere-Terpstra test revealed a significant linear trend in
the data: the older the student the more the amount of the time spent on reading textbooks
increased (J = 19018.5, z = 3.31, r = .19).
Time spent on reading for enjoyment (RQ3)
In order to retrieve information on reading activities outside school, students were asked
to indicate how often they read stories or novels, magazines, newspapers and subtitles on
television. 9.1% of the students reported reading stories or novels every day or almost every
day. Students in Arts reported reading stories or novels most frequently, 23 % read stories
or novels (almost) every day. The answer categories have been translated into an ordinal
scale in Table 4.
Compared to their time spent on reading stories or novels, the first-year UCC
and UEW students spent much more time reading subtitles on television (53% every day
or almost every day) and reading newspapers (26.9% every day or almost every day).
Magazines were reported to be read on a daily basis by only 5.9% of the students.
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Table 4 Time spent reading for school and for enjoyment (means and SE).
Reading for school

Reading for enjoyment

Expected
time a)

Actual
time b)

Novels c)

Magazines c)

Newspapers c)

Subtitles c)

Female students

3.08 (.12)

3.19 (.07)

2.30 (.08)

2.32 (.09)

2.55 (.10)

3.23 (.09)

Male students

3.16 (.09)

3.38 (.06)

2.24 (.06)

2.18 (.06)

2.84 (.07)

3.26 (.07)

B.Ed. Arts

3.21 (.15)

3.37 (.09)

2.75 (.11)

2.33 (.11)

2.90 (.12)

3.18 (.11)

B.Ed. Home Econ.

2.75 (.16)

3.13 (.10)

2.09 (.10)

2.31 (.11)

2.72 (.13)

3.26 (.13)

B.Ed. Mathematics

3.27 (.15)

3.38 (.09)

2.17 (.09)

2.19 (.09)

2.87 (.10)

3.45 (.08)

B.Ed. Science

3.21 (.13)

3.31 (.08)

2.09 (.09)

2.13 (.09)

2.46 (.11)

3.11 (.11)

Category 17-20 years

2.96 (.12)

3.14 (.08)

2.30 (.09)

2.29 (.09)

2.61 (.10)

3.33 (.09)

Category 21-25 years

3.24 (.14)

3.37 (.08)

2.22 (.09)

2.06 (.09)

2.62 (.11)

3.05 (.12)

Category 26-30 years

3.16 (.15)

3.43 (.08)

2.29 (.09)

2.32 (.10)

2.97 (.11)

3.44 (.08)

Category 30+ years

3.21 (.26)

3.60 (.11)

2.12 (.19)

2.46 (.17)

2.86 (.17)

2.92 (.20)

All

3.13 (.07)

3.30 (.04)

2.27 (.05)

2.23 (.06)

2.72 (.06)

3.25 (.05)

a) Minimum score = 1 (never), maximum score = 4 (every day), b) Minimum score = 1 (never), maximum score = 4
(more than 5 hours per week), c) Minimum score = 1 (never), maximum score = 4 (every day or almost every day).

Non-parametric tests were used to compare subgroups. Due to the number of results, only
significant results are reported. We expected female students to read more for enjoyment
than male students. However, this turned out not to be the case. The only significant
difference that was found was in the category ‘newspapers’: on average, male students (M
= 2.84, SE = 0.07) reported reading significantly more newspapers than female students (M
= 2.55, SE = 0.10, U = 9559.5, p = .018, r = .14).
Significant differences were found between the four academic programmes, H(3)
= 27.56, p =.0001. Our hypothesis that Arts students would read more for enjoyment than
students in the other programmes was confirmed for the category ‘stories and novels’ and
partly confirmed for the category ‘newspapers’. Students in Arts (M = 2.75, SE = 0.11) read
significantly more stories or novels than students in Home Economics (M = 2.09, SE = 0.10,
U = 1451.5, p = .0001, r = .36), than Science students (M = 2.09, SE = 0.09, U = 2022.0, p =
.0001, r = .35) and more than Mathematics students (M = 2.17, SE = 0.09, U = 1845.5, p =
.0001, r = .32). Students in Arts (M = 2.90, SE = 0.12) also read significantly more newspapers
than students in Science (M = 2.46, SE = 0.11, U = 2552, p = .007, r = .21). Mathematics
students (M = 2.87, SE = 0.10) read significantly more newspapers than Science students U
= 2824, p = .007, r = .20).
Finally, we expected that actual reading time would increase with the age of the
student. This hypothesis was not confirmed. Small differences were found between the
four age groups with regard to the time spent reading subtitles on television, although this
difference did not reach the pre-established significance level of 0.008 (H (3) = 8.9, p = .031).
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Young students (17-20 years) (M = 3.33, SE = 0.09) tended to spend more time reading
subtitles on television than older students (30+) (M = 2.92, SE = 0.20, U = 1024.0, p = .035).
Also students in the category 26-30 years (M = 3.44, SE = .08) tended to read more subtitles
on television than 30+ students (U = 694.5, p = .017).
Attitudes towards reading for school (RQ4)
We expected that the attitudes of first-year B.Ed. students at UCC and UEW towards reading
for school would be negative. However, our data could not support this hypothesis. On
average, first-year UCC and UEW students had a positive attitude towards reading for school.
On a scale from 1 to 4 their average score was 3.34 (SE = .03).
As the data distribution was not normal, non-parametric tests were used to
compare subgroups. Our hypothesis that female students would have a more positive
attitude towards reading for school than male students was not confirmed by the data.
On the contrary, male students (M = 3.37, SE = 0.03) reported a more positive attitude
than female students (M = 3.28, SE = 0.04), however the difference was not significant (U =
10531, p = .081).
We expected that, due to the nature of their programme, students from the Arts
faculty would have a more positive attitude towards reading for school than students from
the other programmes. This was only true for part of the data. When comparing the reading
attitudes for school at programme level significant differences were found (H (3) = 13.2, p <
.05. Average reading attitudes for school of B.Ed. Home Economics students (M = 3.17, SE =
0.06) tended to be lower than those of B.Ed. Arts students (M = 3.34, SE = 0.07, U = 1980.00,
p = .021, r = 0.19), and were significantly lower than those of B.Ed. Science students (M =
Table 5 Attitudes on reading for school and for enjoyment, self-concept of reading (means and SE).
Reading for school
attitude a)

Reading for enjoyment
attitude a)

Self-concept of reading

Female students

3.28 (.04)

3.26 (.05)

2.97 (.06)

Male students

3.37 (.03)

3.26 (.04)

2.99 (.05)

B.Ed. Arts

3.34 (.07)

3.40 (.07)

3.03 (.08)

B.Ed. Home Econ.

3.17 (.06)

3.10 (.07)

2.98 (.09)

B.Ed. Mathematics

3.42 (.05)

3.28 (.05)

3.00 (.07)

B.Ed. Science

3.38 (.04)

3.25 (.05)

2.94 (.06)

Category 17-20 years

3.23 (.05)

3.19 (.05)

3.00 (.06)

Category 21-25 years

3.35 (.05)

3.21 (.06)

2.93 (.08)

Category 26-30 years

3.44 (.05)

3.38 (.06)

3.05 (.07)

Category 30+ years

3.54 (.06)

3.43 (.07)

3.01 (.11)

All

3.34 (.03)

3.26 (.03)

2.98 (.04)

a) Minimum score = 1 (negative attitude), maximum score = 4 (positive attitude).
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3.38, SE = 0.04, U = 2335.00, p = .003, r = .23) and of B.Ed. Mathematics students (M = 3.42,
SE = 0.05, U = 1763.00, p = .0001, r = .30).
Finally, our expectations that the attitude towards reading for school would increase
with the age of the student was confirmed. The four age groups differed significantly with
regard to their attitudes towards reading for school (H (3) = 15.56, p < .001). Young students
in the age group 17-20 (M = 3.23, SE = 0.05) had a significantly lower attitude towards
reading for school than students between 26-30 years old (M = 3.44, SE = 0.05, U = 2938.0,
p=.001, r = .24). They also had a significantly lower attitude towards reading for school than
students over 30 years old (M = 3.54, SE = 0.06, U = 907, p=.001, r = .28).
A Jonckheere-Terpstra test revealed a significant linear trend in the data: the older
the students the more the median of the attitude towards reading for school increased (J
= 19707.5, z = 3.89, r = .22). Average reading attitudes for school, for enjoyment and selfconcept are presented in Table 5.
Attitudes towards reading for enjoyment (RQ5)
We expected that the attitudes of first-year B.Ed. students at UCC and UEW towards reading
for enjoyment would be negative. However, the data could not support this hypothesis. On
average, the students had a positive attitude towards reading for enjoyment. On a scale
from 1 to 4 their average score is 3.26 (SE = .03).
Our hypothesis that female students would have a more positive attitude towards
reading for enjoyment than male students was also not confirmed by the data. The reading
for enjoyment attitudes of female students (M = 3.26, SE = 0.05) did not differ from those of
male students (M = 3.26, SE = 0.04, U = 11830.5, p = .93).
We also expected that, due to the nature of their programme, students from
the Arts faculty would have a more positive attitude towards reading for enjoyment than
students from the other programmes. This hypothesis was confirmed, there was an effect
of programme (H (3) = 15.28, p < .05. Follow-up tests revealed that B.Ed. Arts students (M
= 3.40, SE = 0.07) had a significantly more positive attitude towards reading for enjoyment
than B.Ed. Home Economics students (M = 3.10, SE = 0.07, U = 1688.50, p = .0001, r = .29)
and then B.Ed. Science students (M = 3.25, SE = 0.05, U = 2738.5, p = .006, one-tailed, r =
.19).
Finally, our expectations that the attitude towards reading for enjoyment would
increase with the age of the student was confirmed by the data. The four age groups differed
significantly with regard to their attitudes towards reading for enjoyment (H (3) = 9.81, p <
.05). Young students in the age group 17-20 (M = 3.19, SE = 0.05) had a significantly less
positive attitude towards reading for enjoyment than students between 26-30 years old
(M = 3.38, SE = 0.06, U = 3160.5, p = .010, r = .19). Jonckheere-Terpstra’s test revealed a
significant trend in the data: the older the students the more the median of the attitude
towards reading for enjoyment increased (J = 18875.5, z = 2.90, r = .17).
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Self-concept of reading (RQ6)
On average, first-year UCC and UEW students had a positive self-concept of reading. On a
scale from 1 to 4 their average score is 2.98 (SE = .04).
Female students (M = 2.97, SE = 0.06) did not have a higher self-concept of reading
than male students (M = 2.99, SE = 0.05, U = 11728.0, p = .88). No significant differences
were found between the four academic programmes (H (3) = 1.78, p = .62) nor for the four
age groups (H (3) = .58, p = .90).
Linking reading behaviour, attitude and self-concept (RQ7)
Based on the assumption that reading proficiency, skills, attitudes and behaviour are
strongly linked (OECD, 2009), we expected that grades for English at Senior Secondary
School (SSS) would positively correlate with the students’ concept of reading, behaviour and
attitude. Furthermore, we expected that students’ actual time spent reading for school or
for enjoyment is positively correlated to their reading attitudes for school or for enjoyment.
Since the data were not normally distributed, Spearman’s correlation coefficient was used.
The data are presented in Table 6.
With one exception all correlations were positive. We report the most meaningful
clusters of correlations. The strongest positive correlation in our data was found between
students’ attitude towards reading for school and their reading attitude for enjoyment (rs =
.62, p < .001, one-tailed), in line with our expectation. With regard to reading for enjoyment
our data clearly indicate that students who had a positive attitude towards reading for
enjoyment are likely to spend more time reading novels or stories (rs = .33, p < .001, onetailed) but also reading magazines (rs = .34, p < .001, one-tailed) and reading newspapers
(rs = .25, p < .001, one-tailed). Also, students with a positive attitude towards reading for
enjoyment were likely to have a more positive self-concept of reading, rs = .31, p < .001 (onetailed).
Furthermore, the data show that there is a positive correlation between students’
attitude towards reading for school and their time spent reading for school (rs = .23, p <
.001, one-tailed), but also their time spent reading novels (rs = .22, p < .001, one-tailed),
their time spent reading magazines (rs = .22, p < .001, one-tailed) and their time spent
reading newspapers (rs = .22, p < .001, one-tailed).
Students who spend more time reading for school are likely to spend more time
reading novels (rs = .18, p < .001, one-tailed), magazines (rs = .25, p < .001, one-tailed) and
newspapers (rs = .17, p < .001, one-tailed). Additionally, there are a number of positive
correlations to report with regard to the time spent reading newspapers and other media,
such as time spent reading novels (rs = .27, p < .001, one-tailed) and magazines (rs = .49, p
< .001, one-tailed). There is also a significant positive relation between time spent reading
novels and magazines (rs = .34, p < .001, one-tailed).
Finally, a small but significant cluster of positive correlations is the one which
includes the students’ grade for English and their time spent reading novels (rs = .12, p <
.001, one-tailed), but also reading magazines (rs = .13, p < .001, one-tailed).
In conclusion, we found a positive correlation between reading for school and
reading for enjoyment. We also found the expected positive correlation between reading
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attitude and behaviour. The correlation between grade for English and reading behaviour
and attitude was not as strong as expected.

3.5

Conclusion and discussion

The purpose of this chapter was twofold. First, it was a first modest attempt to fill in the
blanks on the relatively unexplored map of reading attitudes, behaviours and self-concept of
first-year teacher education students in Ghana. Secondly, we wanted to investigate whether
the negative perceptions of UCC and UEW lecturers with regard to students’ reading
attitudes and behaviour corresponds to the students’ self-perceptions at both institutions.
In order to address these two questions, we investigated the reading behaviour, attitudes
and self-concept of first-year students from four Bachelor of Education programmes at the
University of Education Winneba and University of Cape Coast, Ghana, namely: Arts, Home
Economics, Science and Mathematics.
Demographic and linguistic variation of the population
We found that the enrolment rates in terms of gender are uneven at the two institutions: the
Science and Mathematics students are predominantly male whereas the Home Economics
students are predominantly female. In addition, the data showed that the population of
our study is highly heterogeneous, in terms of age (from 17 to 35 years old), use of mother
tongue (representing 35 different mother tongues) and English proficiency acquired at
Senior Secondary school. The average age of the participants in our study proved to be
relatively high.
The finding that only 0.3% of the students reported English as their mother tongue
is in line with the literature, which considers Ghana an ESL country (Ahulu, 1995; Kachru,
1985). The fact that 86% of the students reported sometimes speaking English in the home
environment indicates that the use of English is part of daily life. Representation of the
various mother tongue languages used by our student population is in line with the national
representation of indigenous languages. Although the data on grade obtained for English at
Senior Secondary School are self-reported, we believe they paint an accurate picture of the
Ghanaian English language situation, which leads to interesting conclusions.
First of all, our finding that female students reported a substantially higher grade for
English at SSS corresponds with the PISA 2009 study, which found that in the 65 participating
countries 15-year-old girls have significantly higher reading scores than 15-year-old boys
(OECD, 2011). In addition to that, both students in Arts and Home Economics reported having
significantly higher grades for English at SSS than students in Science and Mathematics. For
Arts, this can be explained by the nature of the programme: Students are expected to have
an intrinsic motivation for language and linguistics; therefore these programmes will attract
students who in general have well developed language skills. For Home Economics this can
be explained by the dominance of female respondents in our study (94.1%). In a follow-up
study we will investigate further whether these self-reported differences can actually be
confirmed by using English reading proficiency tests and whether or not some groups might
need more additional skills training than others to improve their English reading proficiency.
The outcomes of this follow-up study are reported in Chapter 4.
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The outcomes on demography and linguistic characteristics of first-year UCC and
UEW students tell us that, although they are part of the same study programme, students
find themselves in very different stages of life, and have different linguistic backgrounds
and different language proficiency levels. Designing academic programmes that take into
consideration these differences and, consequently, the different levels of reading and
learning abilities in the groups is, and will remain, a major challenge for the academic staff
at both institutions.
Expected time spent and actual time spent on reading for school
In this research we were interested to find out how much time first-year B.Ed. students at
UCC and UEW are expected to spend on reading activities for school (RQ1) and how much
time they actually spent on reading for school (RQ2). Most students reported having reading
assignments for school on at least a weekly basis. Students from Home Economics reported
having significantly fewer reading assignments than students in Arts and Mathematics.
This might have to do with the nature of the curriculum of Home Economics, which is very
practice-oriented. When looking at the actual time spent reading for school, almost half
of the students reported spending more than five hours per week reading textbooks or
articles and more than 80% of all students are engaged in reading textbooks or articles at
least 2 hours per week. Although this is very little for academic students, similar findings
were reported in a study conducted in the US. Sikorski et al. (2002) surveyed 1178 firstyear psychology students at two American universities regarding their use of introductory
level college texts. They discovered that the students spent less than three hours per week
reading their texts.
A complicating factor for UEW and UCC students is the limited access to textbooks
which will most likely influence the time spent reading textbooks or articles by students.
Finally, it is likely that students engage in other forms of reading, such as reading lecture
notes or browsing the internet, which have not been included in the present study. For
future studies, it is recommended to include a broader range of reading materials that they
can choose from, apart from textbooks.
When looking at students’ actual time spent and expected time spent reading for
school it is difficult to compare our data. The reason for this is that different scales were
used to assess expected and actual reading time, a difference that is also present in the
PIRLS 2006 survey on which our questionnaire was based. Where the actual time spent was
measured in hours, the expected time was measured in times per week. In order to make
some comparison possible, the four answer categories were translated into ordinal scales
(Table 4). These data show that for all categories, students have a higher score for actual
reading time than for expected reading time. This means that students apparently reported
to read more than they are expected to read for school. In Chapter 5 of this dissertation, the
topic of students’ actual time spent on academic work will be reported based on qualitative
research. The qualitative methods used in Chapter 5 include students’ daily activity diaries
and semi-structured interviews with staff and students. These data will provide, amongst
other things, a detailed picture of how students spend their time on academic work such as
attending lectures, reading books and doing homework assignments.
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Time spent on reading for enjoyment
We also looked at how much time students spent reading for personal enjoyment (RQ3).
In general, the tendency to read for enjoyment was rather low. Almost 20 percent of the
students (almost) never read stories or novels and fewer than 10 % of the students read
stories or novels on a daily basis. Newspapers and magazines were more popular genres
than stories or novels. As could be expected, Arts student reported spending more time
reading cultural genres (novels, stories) than students from the other programmes. In
the informational genres (newspapers, magazines) the differences between the study
programmes were much smaller, and in the functional genre of subtitles there were no
differences found.
These results do not point into the direction of a strong reading culture. Nevertheless,
if we compare these findings to similar, albeit not fully comparable, international studies on
reading culture, they do not seem to be as dramatic as we might expect. In 2002, EUROSTAT
reported key numbers on the cultural participation of European citizens (Skaliotis, 2002).
Reading culture was one of the aspects that was investigated. The category “Reading for
reasons other than work or study” was regarded as the best indicator for a strong or weak
reading culture in a given population. On average, 45 % of the EU population (aged 15+)
had read a book for reasons other than work or study in the last 12 months. However, there
were major differences to be found between member states: in Sweden (72%), Finland
(66%) and the UK (63%) high proportions of the population declared that they had read
books for other than school or work-related reasons; at the other end of the scale were
Portugal (15%), and Belgium (23%). According to the report, another significant indicator of
reading culture is the proportion of the population that did not read any books in the last
12 months: These are the so called non-readers. Five member states were identified where
50% or more of the population did not read books. According to the authors, “these results
have provoked substantial reactions and debates in the various media (Press, TV and Radio)
in several countries” (Skaliotis, 2002, p. 4). Research has also been published about reading
for enjoyment in the United States. The second lowest literary reading rate in the country
is among young adults aged 18-24 years: Only 43 percent of them were engaged in literary
reading during the year (Bradshaw & Nichols, 2004). These figures illustrate that strong
reading cultures are also not self-evident within the European Union or North America,
which makes the student population of our study no particular exception.
Attitudes towards reading for school and enjoyment
In this study, we also wanted to know what the reading attitudes of first-year B.Ed. students
at UCC and UEW are towards reading for school and reading for personal enjoyment (RQ4)
and what their self-concept of reading is (RQ5). Our study showed a surprisingly positive
attitude towards reading for school and for enjoyment amongst students. An almost equally
positive report on self-concept of reading was found and results were fairly homogeneous.
These findings with regard to reading attitudes and behaviour contradict the
perceptions of academic staff at UCC and UEW, who stated that students do not like reading
and that they do not engage in reading (Ottevanger & Stoffelsma, 2007). Whether the
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differences in perceptions are caused by students’ self-image being too positive, or lecturers’
perceptions of students being too negative, will be further investigated in Chapter 4 and 5.
Linking reading behaviour, attitudes and self-concept of reading
Finally, we were interested to find out what significant correlations could be found between
reading proficiency (grade for English at SSS), reading behaviour, attitude and self-concept
of first-year B.Ed. students at UCC and UEW (RQ7).
Several positive correlations were found in our study between reading behaviour,
attitudes and self-concept of reading which confirm earlier research findings. First of all,
students’ attitudes towards reading for school significantly correlated with the average
reading attitude for enjoyment. Recent research confirms that students who read for
enjoyment are more successful students (Mol & Bus, 2011). Consequently, students who
have a positive attitude towards reading for enjoyment will have a higher exposure to print
and become better and faster readers. As a result, they are also likely to develop a positive
attitude towards reading for school.
Secondly, the more time students’ in our study spent on reading for school, but also
on reading novels, magazines and newspapers, the more positive their reading attitude for
school and for enjoyment. In other words, practicing reading improves comprehension and
makes it easier and thus more fun to read. These findings match Nuttall’s cycle of growth,
which explains that eager readers will understand better what they read, will keep improving
their reading abilities and will enjoy reading more than non-readers (Nuttall, 2005).
Thirdly, there was also a positive relationship between students’ self-concept of
reading and their attitude towards reading for enjoyment. This confirms the importance
that social-cognitive theories within educational psychology attach to the role of selfconcept, which they consider to be an important factor in predicting learning, motivation
and achievement (Bandura 1997, Schunk 1991 en Guthrie 1997).

3.6

Limitations of the study

Like all practice-oriented research, the generalizability of our study is limited to a certain
extent. First of all, the data collected in our study are self-reports. Although data were
collected anonymously by external researchers, there is a risk that students could have
given socially desirable answers. This is an important limitation that has to be taken into
consideration when discussing the outcomes of our study. In spite of the risk of socially
desirable answers, we have chosen to use the self-reporting set-up of the PIRLS instrument.
Our first reason was that existing research has shown that students who have a positive
attitude towards reading and those with a high self-concept of reading had substantially
higher average reading achievement. These findings validate the use of self-reports (Mullis,
et al., 2007). In addition we believe that the instrument has an intrinsic value, since it is
primarily used for comparisons within our student groups at UCC and UEW. Nevertheless,
to strengthen the outcomes of our study, follow-up research is important. Therefore, as a
follow-up to the current study, an English reading proficiency test was conducted to measure
the actual English reading proficiency of 496 first-year UCC and UEW B.Ed. students. The
outcomes of this study are reported in Chapter 4. Furthermore, we investigated students’
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time spent on study, reading and leisure activities by using personal student diaries. In
addition to that, focus group interviews with both lecturers and students were held about
teaching, learning and the role of academic reading. Both the results of the diaries and
interviews are reported in Chapter 5.
A second limitation of our study, related to the PIRLS instrument, is the fact that the
reliability coefficients of the attitudes and self-concept scales were rather low. Still, we chose
to use the scales since they are part of a validated instrument. Unfortunately, the PIRLS 2006
study on which the items are based does not include information on the reliability of the
scales. Consequently, it was impossible to relate the alphas to the original instrument.
A third limitation of our study is the fact that we did not take online reading into
consideration. Integration of ICT in education and use of the internet are factors that should
in principle not be overlooked in educational research. However, we chose not to include
this for two reasons. First, as stated earlier, we intended to use a validated instrument to
measure students’ reading behaviour, attitudes and self-concept. The PIRLS questionnaire,
which was the instrument we selected, does not include online reading. Secondly, as
in many developing countries, traditional media continue to play a dominant role in
Ghana. Computer access level, ownership and internet access are highly restrictive and
therefore online reading does not yet play such an important role in education as it does
in European or North American contexts. In 2002, only 1.37 computers per 100 Ghanaian
inhabitants were available and in 2009 only 4% of the population had internet access at
home (Audiencescapes, 2010). This is in line with trends in Sub-Sahara Africa, where 4% of
the population has access to the internet (Resta & Laferrière, 2008). Although Ghana has
a national policy and implementation plan for technology in education and the country’s
latest educational reforms require teachers at all levels to integrate ICT into their education
(Douglas D. Agyei & Voogt, 2010), there still remain three important factors that hinder ICT
integration in education. Firstly, ICT resources for teaching and learning are inadequate or
non-existent. Secondly, the ICT competencies of teachers are very limited, and thirdly, major
deficiencies in the curricula exist that do not cater for inclusion of ICT tools in teaching and
learning. The fact that the computer-student ratio at UEW was approximately 1: 200 at the
time of the study is not very promising (Issifu, 2011).
Although online reading was not included in the current research, possibilities will
be explored in a follow-up study at UCC and UEW. Findings will be reported in Chapter 6.
Although we do expect that the use of computers and the internet in the academic curricula
at UCC and UEW could improve in the future, we also strongly believe in another important
ICT tool in education: the use of mobile phones. Ghana has exceeded the Millennium
Development Goal (MDG) target of mobile phone penetration level, five years ahead
of the 2015 deadline set by the United Nations. Mobile phone use is one of the highest
growing communication sectors in Africa (Graphic-Ghana, 2010). The use of mobile phone
technology as a motivational and scaffolding tool in education is promising both in online
education as well as in regular academic programmes (DuVall, Powell, Hodge, & Ellis, 2007;
Stone, 2004), and could be explored further to stimulate academic reading.
The final limitation which we would like to address is the fact that so few reading
assignments are given to the students. The fact that 60% of the students reported receiving
only one to two reading assignments a week indicates that the academic environment does
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not stimulate students to engage in reading. This will limit the development of their reading
behaviour and attitudes and therefore has an impact on the outcomes of our study. However,
we consider this to be a limitation of the educational system, rather than a limitation of our
study. Again, we would like to stress that future research is important to understand the
finesses of the reading environment at UCC and UEW.

3.7

Relevance of the study

Understanding the reading behaviour, attitudes and self-concept of first-year B.Ed. students
is a modest first step to understanding the academic reading culture and the challenges
faced by lecturers and students in tertiary education institutions in Ghana. This exploratory
research and the planned follow-up studies in the area of academic reading proficiency
will give direction to any future educational intervention that aims for improved academic
reading proficiency whilst safeguarding the socio-cultural context. The development of new
teaching and learning materials in Ghana, but also the West-African region and ESL countries
with similar educational systems, will benefit from our findings which can help making any
educational intervention more sustainable.
Moreover, our study confirms that earlier findings in the field of reading research
are also applicable in a non-Western L2 setting of first-year university students. As in previous
studies, our data show that there is a clear relation between attitude towards reading for
school and for enjoyment (Mol & Bus, 2011), reading behaviour and reading attitude (Nuttall,
2005), self-concept of reading and attitude towards reading for enjoyment (Bandura, 1997;
Schunk, 1991; Guthrie, 1997). The fact that the students in our study are not part of a strong
reading culture but at the same time have a positive attitude towards reading raises hope
for any future intervention that aims to improve English reading proficiency in this particular
tertiary educational context.
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Chapter 4
Students’ academic English reading proficiency4
This chapter presents the results of an academic English reading proficiency test combined
with a reading attitude and behaviour survey. A total of 496 first-year B.Ed. students
participated in the language test and survey. The study will address the question whether
first-year students at UCC and UEW indeed have sufficient academic English reading
proficiency, as they claimed to have in previous studies.

4.1

Introduction

The results of study I, described in Chapter 3, show that students who start their teacher
training programmes at UCC and UEW reported a positive attitude towards reading for school
and for personal enjoyment. They also reported a positive self-concept of their personal
reading abilities. With regard to actual reading behaviour, more than 80% of all students
reported that they were engaged in reading activities for school at least two hours per week.
However, in Chapter 1 it was reported that UCC and UEW lecturers are of the opinion that
their students do not like reading and that they do not engage in reading. The lecturers
also claim that students lack reading proficiency and have many difficulties with reading
texts for school. They fear that this might hamper their academic achievement. From this
clear mismatch between perceptions of lecturers and students’ self-image with regard to
reading behaviour and proficiency the question arises whether English reading proficiency
of first-year students at UCC and UEW is indeed an obstacle for academic achievement or
not. Investigating the actual English reading proficiency levels of these students can provide
an answer to this question. In order to find out if the sample from study 1 is comparable to
the current study, the notion of reading behaviour and attitude is repeated in this chapter,
in a somewhat adjusted form.
This chapter reports the outcomes of an English reading proficiency test that
was combined with a reading behaviour and attitude questionnaire. The instrument was
compiled from three international assessment instruments and administered to a sample
of 496 first-year students from UCC and UEW. The PISA 2000 Reading test (OECD, 2006)
and the Pearson Test of English Academic (PTE) were used to measure English reading
proficiency. The PIRLS questionnaire was used to measure reading behaviour and attitude
4

This chapter is an extended version of Stoffelsma, L. & De Jong, J. (in preparation). Ghanaian students’
academic English proficiency.
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(Mullis, et al., 2007). Apart from the academic reading proficiency, Study 2 also assessed
reading proficiency, attitude and behaviour, in order to be able to calculate correlations
between these concepts and reading proficiency. Finally, the academic reading proficiency
of Ghanaian students was evaluated against international English proficiency requirements
at university level.
Reading proficiency
Students who enter any tertiary academic system will have to accustom themselves to
reading long expository texts. Students in ESL countries, where education is often not
presented in their mother tongue, face the additional challenge of mastering reading
proficiency in a language different from the one they use at home.
As explained in Chapter 3, reading and writing skills play crucial roles in determining
achievement in academic programmes, even in subjects typically associated with logicaldeductive skills, such as mathematics and physics (Mol & Bus, 2011; Pretorius, 2002).
Students must not only possess the necessary reading skills if they want to achieve academic
results, they also need to be motivated to undertake reading activities.
The main purpose of this study was to measure the English reading proficiency
of first-year B.Ed. students at UCC and UEW and to explore whether this proficiency is
sufficient for participation in study programmes at academic level without encountering
reading difficulties. The following research questions correspond with this purpose:
RQ1: What is the English reading proficiency level of first-year B.Ed. students at
UCC and UEW?
RQ2: Do the first-year B.Ed. students at UCC and UEW have a sufficient level of
academic English reading proficiency to be able to participate in their academic
studies without encountering reading difficulties?
Measuring reading proficiency
Five basic assessment purposes of reading can be distinguished: (1) reading-proficiency
assessment (standardised testing), (2) assessment of classroom learning, (3) assessment for
learning (in which supporting student learning is the purpose), (4) assessment of curricular
effectiveness, and (5) assessment for research purposes (Grabe, 2009, p. 353). In this
chapter we look at L2 reading-proficiency assessment by means of standardised testing (1)
of first-year academic students in Ghana, but at the same time the results serve broader
research purposes (5).
As explained in Chapter 2 (Theoretical framework), L2 reading comprehension is
composed of many different abilities. Examples of these abilities are fluency and reading
speed, vocabulary knowledge, text-structure awareness, summarization abilities, and
syntactic knowledge. Test developers of standardised L2 language tests, which are often
high stakes tests, face several challenges in the development process. Not only do they have
to decide on which assessment tasks best reveal particular reading abilities, the type of
reading-assessment tasks that they can include in a single test are limited. Practical matters
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such as the time available for the assessment and the costs involved influence the design
process. Also, the identification of common-core reading purposes to prevent bias against
particular students is an important consideration for test designers to take into account
(Alderson, 2000; Grabe, 2009).
A number of standardised English as a Second Language (ESL) assessments are
available for measuring the relevant component skills of non-native English speakers.
According to Grabe (2009), only recently have test developers of major standardised tests
such as the International English Language Testing System (IELTS), the Test Of English as a
Foreign Language (TOEFL) and Cambridge English proficiency exams started to use insights
into the nature of L2 reading ability as a basis for the development of their assessment tasks.
The L2 reading constructs that are measured by these standardised tests have therefore
over time become more evidence-based (Grabe, 2009).
Standardised ESL assessments have a number of characteristics in common but
differ in set-up and design. Examples of major academic language tests that are especially
developed for candidates who wish to gain admission to an English-speaking university or
institutions of higher education are IELTS academic (IELTS, 2013), TOEFL iBT (TOEFL, 2013),
Cambridge exams (Cambridge-English, 2013b) and PTE Academic (Pearson, 2013). All tests
cover reading, writing, speaking and listening tasks, and some combine two or more skills.
Time allocated to these tests differs between 2.45 hours (IELTS) and 4 hours (Cambridge
English proficiency exams). Time allocated to reading tasks varies between 41 minutes (PTE
Academic) and one and a half hours (Cambridge English proficiency exams). Tests can be
either computer-based or paper-based, but the latter form has been used less and less in
recent years.
Some of the test providers publish their test results online. IELTS, for example,
publishes information about the 40 countries or regions of origin which participated most
frequently in the IELTS academic test on a yearly basis (IELTS, 2013). Participation of African
counties in this top 40 is limited. In 2011, Egypt, Ghana, Libya, Nigeria and Sudan were
amongst the 40 countries who participated most frequently. In 2012 the same African
countries were on the list, except for Ghana. However, if we look at information on
participants of TOEFL iBT in the year 2012, we see that 39 African countries participated in
the test, including Ghana. Therefore, it is very likely that more African countries participated
in the IELTS academic than the ones mentioned in the top 40 list.
Out of 40 countries that participated most often in the 2011 IELTS academic reading,
Ghana came last with an average score of 4.3 on a 9-band scale on reading, below Qatar,
Saudi Arabia and the United Arab Emirates. Additionally, out of the 40 most common used
first languages that registered in 2011 and 2012, first language speakers of Akan (one of the
native languages of Ghana) scored lowest in the IELTS General training. With an average
reading score of 4.1, Akan speakers scored below Arabic, Thai and Korean (in 2011) and
below Arabic, Punjabi and Thai (in 2012) first language speakers. A recent study by Pearson5
into English language requirements for universities in English speaking countries shows that
5

Research reported to the Technical Advisory Group for PTE Academic, http://pearsonpte.com/research/
Pages/-TechnicalAdvisoryGroupPTEAcademic.aspx, on 14 October 2011 in Reston, United States.
Excerpt of meeting notes available on request from the second author.
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at 100 top universities in the UK, 100 top universities in the USA and 40 top universities
in Australia the average minimum requirement for IELTS is 6.4. Looking at the TOEFL iBT
results, participants from Ghana had an average score of 18 out of a maximum of 30 in the
reading section. According to a study by ETS (Tannenbaum & Wylie, 2008), reading scores
from 8 to 21 correspond to the B1 level on the CEFR scale. On the basis of data from 2009,
34% of the total population participating in TOEFL had a higher score than 18 in the reading
section (Van Wyk & Greyling, 2008). Students from Ghana taking the PTE Academic from
2010 to 2012 obtained an average reading score of 46.6 out of a maximum of 90. Following
a study by Pearson (Pearson, 2010a) scores from 43 to 58 correspond to the B1 level on the
CEFR scale. In that same period 64% of students taking PTE Academic world-wide obtained
a reading score of 46.6 or lower.
The results consistently show that, on average, nationals of Ghana who participated
in standardised ESL tests did not obtain the B1 level of academic English proficiency, which
for many universities is the required level to be admitted. The outcomes of the current study,
i.e. measured proficiency levels of students in Ghana, can add to the existing information
delivered by providers of standardised tests.
A number of criteria were used for the selection of an appropriate instrument
to test ESL reading proficiency of first-year students in Ghana. Firstly, the test items had
to be from existing ESL assessment instruments that have proven validity and reliability.
Secondly, there was a preference for using test items from two different instruments
measuring clearly distinct reading levels. Since the reading level of first-year students in
Ghana has not been tested before by international instruments, it is difficult to determine
beforehand what proficiency level can be expected. Therefore, including items from both
an academic and secondary school level test will provide clear information about the upper
and lower threshold of the reading abilities of the student population. Thirdly, test items
had to be freely available for research purposes. Finally, in order to make international
comparison possible, an empirical link of some items at academic level with the Common
European Framework of Languages (CEFR) was preferred. This internationally recognised
framework is a global benchmark for language ability and describes language proficiency
levels (Council of Europe, 2001). In the past twelve years the CEFR has become one of the
most important reference documents for language learning and language testing in Europe,
and within that area is considered one of the most influential publications (Figueras, North,
Takala, Verhelst, & Van Avermaet, 2005; Fulcher, 2004). Details of the CEFR levels are further
described below.
In view of these conditions, the Pearson Test of English Academic (PTE Academic)
and the PISA 2000 Reading test (OECD, 2006) were selected for the current study. Both of
these tests meet the first three criteria. Additionally, the PTE Academic meets the fourth
criterion. Although PISA is not an instrument that measures L2 reading proficiency (students
are assessed in their mother tongue), it is one of the major international reading tests at
secondary school level with proven reliability and validity.
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PTE Academic
The Pearson Test of English Academic (PTE Academic) has been developed to test academic
English, i.e. to test how well a person will read, listen, speak and write in academic settings.
It is used to decide whether students whose first language is not English have acquired
English to a level that would allow them to follow university level courses and participate in
academic life where English is the language of instruction and communication. The target
population is therefore at least 17 years old. PTE Academic items have an established
empirical link to the Common European Framework (CEFR). The six CEFR levels range from
A1 (low proficiency) to C2 (high proficiency), and for overall reading comprehension these
are presented in Exhibit 1. Global levels of the CEFR are presented in Appendix I.
Exhibit 1 Descriptive scale for Overall Reading Comprehension.
A1:

Can understand very short, simple texts a single phrase at a time, picking up familiar
names, words and basic phrases and rereading as required.

A2:

Can understand short, simple texts on familiar matters of a concrete type which consist
of high frequency every day or job-related language. Can understand short, simple texts
containing the highest frequency vocabulary, including a proportion of shared international
vocabulary items

B1:

Can read straightforward factual texts on subjects related to his/her field and interest with
a satisfactory level of comprehension.

B2: Can read with a large degree of independence, adapting style and speed of reading to
different texts and purposes, and using appropriate reference sources selectively. Has a
broad active reading vocabulary, but may experience some difficulty with low frequency
idioms.
C1:

Can understand in detail lengthy, complex texts, whether or not they relate to his/her own
area of speciality, provided he/she can reread difficult sections.

C2:

Can understand and interpret critically virtually all forms of the written language including
abstract, structurally complex, or highly colloquial literary and non-literary writings. Can
understand a wide range of long and complex texts, appreciating subtle distinctions of
style and implicit as well as explicit meaning.
(Council of Europe, 2001, p. 69)

PISA items
The Organisation for Economic Co-operation and Development (OECD) set up the Programme
for International Student Assessment (PISA) to reply to the need for internationally
comparable data on student performance (OECD, 2002). PISA assessments have been
developed by participating economies and assess in how far 15-year-old students have
acquired the knowledge and skills that are essential for full participation in society either
by joining the workforce or by continuing further studies. Since the year 2000 four PISA
assessments have been held, with a growing number of participants. In the year 2000 there
were 43 participating countries, and in the year 2009 there were 65 participating countries.
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Except for Tunisia, no African country participated in the PISA study. Both member as well
as non-member states of the OECD participated.
The selected PISA items measure the following five aspects of understanding a text:
1. Forming a broad general understanding:
Students are assessed on the use of information within the text. To perform adequately,
students are required to consider the text as a whole. They may be asked, for example, to
“demonstrate initial understanding by identifying the main topic of the text, to explain the
purpose of a map or graph, to match a piece of text to a question about the broad purpose
of the text” (OECD, 2002, p. 22). Assessment tasks that measure this aspect will tell if a
student can distinguish between main ideas and minor details.
2. Retrieving information
In these assessment tasks students are expected to focus on specific parts of a text and
look for independent pieces of information. They need to be able to scan, search, locate
and select information in the text. Examples of these are finding the opening hours of a
museum, departure time of trains and busses, or looking up information from graphs or
tables (OECD, 2002).
3. Developing an interpretation
This assessment task goes a step further then just retrieving information. Students are
expected to develop a more specific or more complete understanding of the text that
they have read. Examples of tasks are comparing and contrasting, drawing inferences or
explaining the author’s intent (OECD, 2002).
4. Reflecting on the content of a text
When students are assessed on reflecting on the content of a text, they are expected
to draw upon their own knowledge of the world or use information from other texts in
the assessment. Justification of their point of view is important. Examples are “providing
evidence or arguments from outside the text, […] assessing relevance, and […] evaluating
the efficiency of the evidence or information provided in the text” (OECD, 2002, p.23).
5. Reflecting on the form of a text
Students are required to evaluate a text on quality and appropriateness. Their knowledge
on text structure, genre and register plays an important role in these tasks. Assessment
tasks include “determining the usefulness of a particular text for a specified purpose, […]
and identifying or commenting on the author’s use of style and the author’s purpose and
attitude” (OECD, 2002, p.23-24).
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PISA results are reported on a six-level scale: from Below Level 1 to Level 5 (since the PISA
2009 cycle this scale has been extended both upwards and downwards). The functional
descriptors for these levels of reading continuous text are given in Exhibit 2 where ‘Below
Level 1’ is simply defined by default.
Exhibit 2 Descriptive Levels for PISA 2000 Reading.
Level 5:

Negotiate texts whose discourse structure is not obvious or clearly marked, in
order to discern the relationship of specific parts of the text to its implicit theme
or intention.

Level 4:

Follow linguistic or thematic links over several paragraphs, often in the absence
of clear discourse markers, in order to locate, interpret or evaluate embedded
information or to infer psychological or metaphysical meaning.

Level 3:

Use conventions of text organisation, where present, and follow implicit or explicit
logical links such as cause and effect relationships across sentences or paragraphs
in order to locate, interpret or evaluate information.

Level 2:

Follow logical and linguistic connections within a paragraph in order to locate or
interpret information; or synthesise information across texts or parts of a text in
order to infer the author’s purpose.

Level 1:

Use redundancy, paragraph headings or common print conventions to form an
impression of the main idea of the text, or to locate information stated explicitly
within a short section of text.
(Kirsch et al., 2002)

Cultural sensitivity of the instruments
Both the PISA and PTE Academic items have been verified on cultural sensitivity, albeit in
different ways. PISA has established a system in which experts from participating countries
cooperate in working groups that are part of a multi-year development process. In that way,
the countries ensure that the PISA assessment instruments are “internationally valid and
take into account the cultural and curricular contexts of OECD Member countries, that they
provide a realistic basis for measurement, and that they place an emphasis on authenticity
and educational validity” (OECD, 2002, p. 3).
With regard to the PTE Academic items, a sensitivity project was carried out in
which the initial item bank of the PTE Academic was reviewed to discover and remedy
“any instances of predictable bias against, or in favour of, particular groups of test takers”
(Pearson, 2010b, p. 1). For example, the project made recommendations with regard to
sensitivity to different cultures, religions, ethnic and socio-economic groups, gender roles,
use of positive language, and whether an item requires field-specific knowledge. To achieve
a spread of regions and cultures, reviewers from fourteen different countries participated
in this project. The outcomes of the project revealed that “a small proportion of test items
were considered to be potentially biased against particular groups of test takers” (Pearson,
2010b, p. 5). These items were subjected to a statistical review process to analyse if and to
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what extent item sensitivity affected test takers’ performance. The few items that did not
meet the criteria were dropped from the item bank (Pearson, 2010b).
Reading behaviour
As explained in the introduction, the concepts of reading behaviour and attitude are
repeated in this chapter to investigate whether the student samples from study I (Chapter
3) and the current study are comparable. The results of Chapter 3 showed that there is no
strong reading culture amongst UCC and UEW students. Almost 20 per cent of the students
(almost) never read stories or novels and fewer than 10 % of the students read stories or
novels on a daily basis. However, students in Arts (Humanities) read significantly more
stories or novels and newspapers than students in other programmes. No differences were
found between the groups on the basis of gender or age. With regard to the actual time
spent on reading for school, almost 50% of the students read less than five hours per week.
As explained in Chapter 2, it is known that the more people read, the better they
become at it (Cox & Guthrie, 2001; Guthrie & Wigfield, 1997; Guthrie, et al., 1999; Nuttall,
2005). Not surprisingly, students who read for enjoyment are more successful students
(Mol & Bus, 2011; Shaw & McMillion, 2011). Given these research findings and the results
reported in Chapter 3, the following hypotheses can be formulated:
H1: We expect to find similar patterns as were found in Chapter 3 regarding
students’ reading behaviour.
H2: Students’ reading behaviour and academic English reading proficiency are
positively correlated.
Reading attitudes
Study I showed that first-year students in the Bachelor of Education programmes (B.Ed.)
Arts, Home Economics, Mathematics and Science at UCC and UEW have a positive attitude
towards reading in English for school and for personal enjoyment. Given the finding that
a positive reading attitude influences reading proficiency in a positive way (Mullis, et al.,
2007; OECD, 2009), we expected that in the present study a correlation between the two
will be found. On the basis of these findings and the results reported in Chapter 3, we have
formulated the following hypothesis:
H3: We expect to find similar patterns as were found in Chapter 3 regarding
students’ attitude towards reading.
H4: Students’ reading attitude and academic English reading proficiency are
positively correlated.
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4.2

Method
Target population

In order to make comparisons possible with study I, a similar target population was chosen,
namely the first-year students from B.Ed. Science, Mathematics and the Humanities
programmes. In the area of the Humanities, study I included students from B.Ed. Arts and
Home Economics programmes. However, the present study included students from the
Social Sciences. This had to do with student availability.
Sample
Convenience samples amounting to a total of 496 first-year Bachelor of Education students
were taken from the University of Cape Coast (UCC) and the University of Education Winneba
(UEW). The following four groups participated in the study:
1. B.Ed. Mathematics students from UEW (34.5 %)
2. B.Ed. Science6 students from UEW (20.2 %)
3. B.Ed. Social Sciences students from UCC (35.3 %)
4. Mixed group BSc. and B.Ed. from various UCC programmes (9.9 %)
During data collection the opportunity arose to include a mixed group of students,
representing seven B.Ed. and nine BSc. programmes. Since this was a good representation of
the various study programmes at UCC, it was decided to include this group in the sample for
comparison with the other programmes. Details of all the programmes that were included
in the study are presented in Appendix II.
A paper-based reading test was administered to all students. Group 1 and 2 jointly
participated in the study during an organised test session after class hours on the University
campus. Students were distributed over six classrooms and a team of ten staff members
and one external researcher observed the test sessions and kept time. The other two
groups participated in the study during their regular first-year classes: group 3 during their
Psychology of Learning class and group 4 during their Communicative Skills class, during
which the external observer and class lecturers were present. All students responded
anonymously to the questions. There was a strict time limit set of sixty minutes to complete
the test.
English reading proficiency
To measure the English reading proficiency of the students, a total of 54 reading test items
were selected from two internationally recognised reading comprehension tests: 28 items
from the Pearson Test of English Academic (PTE Academic) and 26 from the Programme
for International Student Assessment (PISA). All 54 items have known item difficulty
parameters, but these are not directly comparable as they come from separate calibrations.
6

As of the academic year 2009/10 UEW changed the title of B.Ed. into BSc. of Education, without
changing much of the content of the programmes. In this survey both categories are included under the
category B.Ed., since both programmes train science teachers.
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A linked design was used, in which the 54 test items were distributed over six different
blocks of nine items. Each block contained items from both sources: three blocks with five
items from PTE Academic and four items from PISA and three blocks with four items from
PTE Academic and five items from PISA. Three blocks opened with PTE Academic items
followed by the PISA items and the other three blocks started with PISA items followed by
the PTE Academic items. Six test forms were created by combining two blocks per test form,
each block appearing in two test forms in different combinations (e.g., Test form 1: Block
1 and 3, Test Form 2: Block 2 and 3, etc.). This resulted in a fully linked design of six test
forms each containing 18 items. The six tests forms were distributed randomly amongst the
groups by rotation (see Table 1).
Table 1 Distribution of tests among the four test groups.
Group 1
Mathematics

Group 2
Science

Group 3
Social
Sciences

Group 4
Mixed

Total

1: Block 1 & 2

32

18

31

5

86

2: Block 2 & 3

30

16

25

11

82

3: Block 3 & 4

25

18

30

8

81

4: Block 4 & 5

26

18

30

9

83

5: Block 5 & 6

28

15

32

8

83

6: Block 6 & 1

30

16

27

8

81

Total

171

101

175

49

496

Test Form

All 28 PTE Academic test items that were included in this study were related to continuous
texts, and were multiple-choice. For this particular study a subset with an average B1 level
was used: seven at A2 level; fourteen at B1 level and seven at B2 level.
Table 2 Distribution of reading tasks by aspects of reading literacy.
Reading aspects in
Ghana study

Reading aspects in PISA
2000

Aspects of understanding a text

n

%

%

Retrieving information

10

39

20

Developing an interpretation

7

27

30

Forming a broad general understanding

5

19

20

Reflecting on the form of a text

3

11

15

Reflecting on the content of a text

1

4

15

Total

26

100

100
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As explained earlier, the PISA items measure five aspects of understanding a text.
The distribution of items over these five aspects in both the current study and the PISA
2000 assessment is presented in Table 2. Not all PISA 2000 items were deemed usable in
the Ghanaian context, this led to a limitation in the distribution of the items. Therefore,
the distribution of the items over the five aspects in the current study does not fully match
the distribution of items in the PISA 2000 assessment. Out of the 26 PISA items, 16 include
continuous and 10 include non-continuous texts (OECD, 2006). Nine items were open-ended
questions.
Demographics
The students who participated in the current study were asked for their age, gender and
choice of academic programme. Similar to the research approach in study I, the multilingual
characteristics of the sample were registered. Any information on the linguistic background
of students can be useful to explain results of the language test. To be able to relate the
outcomes of the reading test with students’ personal language situation, they were asked
about the languages used in their home environment: ‘Which language do you speak at
home most of the time?’ All items in the questionnaire are presented in Table 3.
Table 3 Overview of questionnaire items in relation to research questions.
Topic of research

Questionnaire item

Response format

Demographics

Age, gender, choice of academic
programme

Open question

Linguistic background

Which language do you speak at home
most of the time?

Open question

Actual time spent
on reading in English
(RQ2)

How often do you read in English?
- I read stories or novels
- I read magazines
- I read newspapers
- I read study books in English

Scalar:
Every day or almost every day
Once or twice a week
Once or twice a month
Never or almost never

Attitudes towards
reading in English
(RQ3)

What do you think about reading in
English (textbooks, articles, etc.) for
your study programme?
- I read only if I have to (reverse coded)
- I like talking about textbooks with
other people
- I would be happy if someone gave me
a textbook as a present
- I think reading is boring (reverse
coded)
- I need to read well for my future
- I enjoy reading

Scalar:
Agree a lot
Agree a little
Disagree a little
Disagree a lot
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Reading behaviour and attitude
Reading behaviour and attitude were measured with an adjusted version of the instrument
that was used in study I and that was based on the PIRLS instrument (Mullis, et al., 2007).
An overview of the questionnaire items is presented in Table 3. The differences between
the instruments used in study I and the present study (henceforward study II) are described
below. Reading attitude was measured with six statements. As the first statement (‘I read
only if I have to’) did not contribute to the reliability of the scale, it was removed. The five
remaining items had an alpha reliability coefficient of .53. This is slightly lower than the
reliability of the instruments in study I. Six items were used in study I to measure students’
attitudes towards reading for school, with an alpha reliability coefficient of .57. The other
six items that were used in study I to measure the students’ attitude towards reading for
enjoyment had an alpha reliability coefficient of .63.
Difference between study I and II
Although study I and study II had similar set-ups, the rationales behind the studies were
different. Whereas study I focused solely on socio-affective factors that are related to
reading (reading behaviour, attitude and self-concept), the emphasis in study II was on
testing academic English reading proficiency. In order to determine whether the samples
from study I and II were comparable, we first investigated whether there were resemblances
between the student samples in studies I and II in terms of demographics, linguistic
background and affective factors. Therefore, two affective factors that were included in study
I (reading behaviour and attitude) were repeated in study II. Additionally, demographics and
linguistic backgrounds of students were also repeated in study II. In order to give students
sufficient time to complete the language test items, the length of the questionnaire items
that measured these socio-affective factors in study II had to be reduced. Consequently,
some items were made more concise or combined into one item, and the items measuring
the self-concept of reading were left out.
Since demographics and linguistic backgrounds of students could play a role in
explaining the results, both studies included questions on gender, age, and study programme
(demographics) and on linguistic background. In study I students were asked to indicate
their mother tongue and answer the question “How often do you speak English at home
with your family?” In study II, these two items were combined into one question about
language use at home: “Which language do you speak at home most of the time?” The
scales used in both studies were similar.
Study I separately investigated reading behaviour for school (How much time do
you spend on reading textbooks or articles for your B.Ed. courses (departmental and general
courses) per week?) and reading behaviour for enjoyment (How often do you read these
things outside your B.Ed. courses?). However, study II combined reading for enjoyment
(journals, magazines, newspapers) and for school (study books) into one questionnaire
item. To prevent ambiguities in interpretation of the questionnaire items in study II, it was
decided to specify the language of reading. So rather than asking the respondents about
how often they would read, as was done in study I, they were asked “How often do you read
in English? Although reading proficiency in the mother tongue is an important indicator of
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language proficiency, it was decided to only highlight English, since the aim of the research
was to investigate academic English reading proficiency. The scales used in both studies
were similar. The same adjustments were made for items measuring reading attitude. Study
I distinguished between measuring students’ reading attitudes for school (What do you
think about reading (textbooks, articles, etc.) for your B.Ed. courses?) and reading attitudes
for enjoyment (What do you think about reading for pleasure?). Study II concentrated solely
on reading for school (What do you think about reading in English (textbooks, articles, etc.)
for your study programme?). The scales used in both studies were similar.
Finally, the two studies are different in sample composition. Convenience sampling
was applied in the selection of the students in both studies. Due to the availability of
particular groups of students, study I (Arts, Home Economics, Mathematics and Science)
contains students from different study programmes than study II (Mathematics, Science,
Social Sciences and mixed). For further details see Table 4.
Table 4 Characteristics of Study I and II.
Study I

Study II

Sample

316 students

496 students

Study
programmes

B.Ed. Arts
B.Ed. Home Economics
B.Ed. Mathematics
B.Ed. Science

B.Ed. Social Sciences
B.Ed. Mathematics
B.Ed. Science
Mixed group (B.Ed. and BSc.)

Test items

Demographics and linguistic background
Expected time spent on reading for School
Actual time spent on reading for school
Actual time spent on reading for
enjoyment
Attitudes towards reading for school
Attitudes towards reading for enjoyment
Self-concept of reading

Demographics and linguistic background
English reading proficiency (language test)
Actual time spent on reading in English
Attitudes towards reading in English

4.3

Data analysis

The reading test items were analysed using the Rasch model. All item parameters were
estimated in a single analysis, thereby bringing the PISA and PTE Academic items on a single
underlying IRT scale. On the basis of the original PISA item difficulty estimates, a regression
function was computed to project the results from the Ghana students onto the PISA scale.
Similarly, on the basis of the original PTE Academic item difficulty estimates, a regression
function was computed to project the results of the Ghana students onto the PTE Academic
scale. The PTE Academic scale is aligned to the levels defined in the Common European
Framework of Reference for Languages (Council of Europe, 2001).
For the questionnaire items measuring reading behaviour and attitude, reversephrased items were reverse coded in SPSS. Items were averaged per scale. The scores on
the various scales were calculated for all participants and for three major subgroups: by
Gender (female, Male), by Programme (Arts, Home Economics, Science, Mathematics)
and by Age (17-20 years old, 21-25 years old, 26-30 years old and 30+ years old). Data
105

Chapter 4

were screened for normality. For the normally distributed data independent t-tests (two
independent samples) and one-way ANOVA (several independent samples) were used to
compare subgroups, followed up by planned comparisons in case of significance. For nonnormally distributed data the Mann-Whitney (two independent samples) and Kruskal-Wallis
(more than two independent samples) tests were used. Mann-Whitney tests were used
to follow up significant findings from the Kruskal-Wallis tests. In case there were multiple
comparisons involved in the follow-up tests, Bonferroni corrections were applied.

4.4

Results

As explained previously, resemblances between the student samples from studies I and II
in terms of demographics, linguistic background and affective factors were investigated. If
the samples are alike, it will be possible to extrapolate the reading proficiency outcomes of
study II to a larger student population. Therefore, first the findings related to demographics,
linguistic background and affective factors [H1 and H3] are reported. Secondly, the findings
on the reading proficiency test are reported [RQ1 and RQ2]. Finally, correlations between
reading proficiency, reading behaviour and attitude are described [H2 & H4].
Demographic and linguistic characteristics of the sample
The total number of respondents consisted of 367 male and 98 female students; 31 students
did not report their gender. All student groups are dominated by male students. The average
age of the students per group ranges from 19.8 (Social Sciences) to 25.1 (Science). The oldest
student participating in the study was 54 years of age and the youngest 17. For further
details, see Table 5.
A comparison of these demographic data with the demographics of study I (N=316)
shows that the average ages of the samples are comparable (an average age of 23.7 years
in study I, and 21.1 years in study II) and that the highest average age can be found in both
Science groups (25.6 years old for study I and 25.1 years old for study II). In both studies, the
Table 5

General information respondents in four groups.
Nr. of
respondents
(n)

Male
respondents
(%)

Female
respondents
(%)

Group 1 Mathematics (UEW)

171

91.9

8.1

24.1 (n = 167)

Group 2 Science (UEW)

100

80.0

20.0

25.1 (n = 97)

Group 3 Social Sciences (UCC)

175

68.1

31.9

19.8 (n = 167)

49

70.2

29.8

21.1 (n = 49)

496

78.9

21.1

22.5 (n = 481)

Academic programme

Group 4 Mixed* (UCC)
Total

Average
age

* This group includes the following B.Ed. programmes: Arts, Early Childhood Education, Home economics,
Management, Mathematics, Physical Education, and Science. And the following BSc. programmes:
Biochemistry, Biological Science, Computer Science, Industrial Chemistry, Mathematics, Medical
Laboratory Technology, Physical Science, and Psychology.
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age range of the students is broad (from 18-37 years of age in study I and from 17-54 years
of age in study II).
However, with regard to the gender balance of the samples we can see that in
study I female and male students are more equally represented than in study II (57.9 %
male and 42.2 % female students in study I versus 78.9% male and 21.1% female in study
II). Male dominance in Science and Mathematics programmes was found in both studies:
For Mathematics, 93.7% of the students who participated in study I were male and 91.9% of
the Mathematics students who participated in study II were male. For Science, 79.8% male
students were recorded in study I and 80.0% male students in study II. Consequently, the
difference in gender balance between both studies is due to the relatively high number of
males in the Social Sciences (68.1%) that were included in study II and the relatively high
number of female students that were included from Home Economics in study I (94.1%).
Students were asked which language they speak at home most of the time. As in
study I, the outcomes show a highly multilingual student population. A total of 28 languages
were reported by the students, representing eight of the Bodomo language groups (Bodomo,
1996) and three non-indigenous language groups. The most widely spoken languages at
home come from the Akan group: Akan, Ashante-Twi, Fante and Twi (60.5%). This is no
surprise because the most widely spoken indigenous language group in Ghana is the Akan
group, which is spoken in the Ashanti, Drong-Ahafo, Eastern and Central regions. The second
language mostly spoken at home is English (14.6%). The third language spoken at home
by the student population is Ewe (12.8%), which is part of the Gbe group and spoken in
Southern parts of the Volta region. Details are presented in Table 6.
Table 6 Representation of language spoken mostly at home by students, categorised by language
group.
Language group
(Bodomo, 1996)

Language spoken at home most of the time

Spoken by
students (%)

Akan Group

Akan, Ashante-Twi, Fante, Twi

60.5

Gbe Group

Ewe

12.8

Ga-Dangbe Group

Ga, Dangbe, Krobo

2.5

Mabia Group

Dagbane, Dagaare, Kusaal, Mamprulli

4.0

Other groups (Nzema, Grusi,
Gurma, Guang)

Nzema, Kasem, Tampulma, Bassari, Konkomba,
Moba, Effutu, Gonja, Krachi, Nchumburu

2.6

Non-indigenous regional

Gefwi, Hausa, Likpakpan, Sissala,

2.6

Non-indigenous western

English, French

14.8

Although study I investigated use of mother tongue rather than language spoken at home
most of the time, it resulted in similar results with regard to the linguistic diversity of the
population. Eight of the Bodomo language groups were represented as mother tongue
languages (L1) in the student population at UCC and UEW, covering a total of 35 indigenous
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languages. Just as in study II, the Akan group was the most widely spoken L1 language
(65.1%) in study I, followed by the Gbe group (15.2%) and the Ga-Dangbe group (6.2%). In
spite of the fact that only 0.3% of the students in study I reported English as their mother
tongue, the majority of the respondents in study I (86 %) indicated that they sometimes
speak English at home. With that in mind, the 14.6% of the students in study II who claim
that they speak English at home most of the time is not surprising.

Time spent on reading in English (H1)
In order to retrieve information on the amount of reading that students do in English, they
were asked to indicate how often they read stories or novels, magazines, newspapers and
study books in English. The results are presented in Table 7. Study books in English are read
most frequently by the students: 73.5% reported reading study books in English every day
or almost every day. Also, newspapers in English are read frequently: 38.0% of the students
reported reading those on a daily basis. 23% of the students reported reading novels every
day or almost every day. Magazines in English are the least popular genre; these are mostly
read on a monthly basis (43.5%). The answer categories have been translated into an ordinal
scale and are presented in Table 8.
Given the outcomes of Chapter 3, it was expected that first-year B.Ed. students
would not spend much time on reading stories or novels, newspapers, magazines or study
books in English. Reading behaviour for study purposes in study I was measured using a
different scale (in hours per week) than in the current study (in times per week/month) and
can therefore not be compared with the results of the current study.
Approximately 37% of the students who participated in study I reported reading
stories or novels on a daily basis up to 1-2 times per week. As Table 7 shows, 56.1% of
the students in the current study reported reading stories or novels on a daily basis or 1-2
times per week (23.0 + 33.1). In other words, students in the current study reported reading
stories or novels more frequently than those in study I.
From the students in study I, 39.2% reported reading magazines on a daily basis
or 1-2 times per week. In the current study this figure is somewhat higher, mounting up to
42.6% (11.3 + 31.3). Finally, from the students in study I, 60.6% reported reading newspapers
on a daily basis or 1-2 times per week. This is less than the students in the current study
reported 78.1% (38.0 + 40.1). In sum, students in the current study reported reading stories
Table 7 Time spent on reading in English (novels, magazines, newspapers, study-books), in
percentages.
I read stories or
Novels in English
Amount of
reading*
All students
(n = 496)

4

3

2

23.0 33.1 37.7

1
6.2

I read magazines in
English

I read newspapers in
English

I read study books in
English

4

4

4

3

2

1

3

2

11.3 31.3 43.5 13.9 38.0 40.1 16.6

* 4 = almost every day; 3 = 1-2 times per week; 2 = 1-2 times per month; 1 = almost never
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or novels and newspapers more frequently, but magazines less frequently than students in
study II.
On the basis of the outcomes of study I, it was expected that Social Science (humanities)
students would read more than Science and Mathematics students. Non-parametric
tests were used to compare subgroups. When comparing the reading behaviour at study
programme level no significant differences were found for reading stories or novels (H (3)
= 3.19, p = .18 (one-tailed)), nor for reading newspapers (H (3) = 3.05, p = .19 (one-tailed)).
However, significant differences were found for reading magazines (H (3) = 15.59, p = .0005
(one-tailed)) and for reading study books in English (H (3) = 13.49, p = .002 (one-tailed)).
Mann-Whitney tests were used to follow up these findings. A Bonferroni correction
was applied and so all effects are reported at a .0167 level of significance. It appeared that
Social Science students (M = 2.49, SE = 0.10) do not read significantly more magazines than
Science students (M = 2.33, SE = 0.10, U = 7083, p = .08 (one-tailed), r = .09). They read
less, but not significantly less, than students from the mixed group (M = 2.73, SE = 0.11,
U = 3381.5, p = .048, r = .13,). However, they do read significantly more magazines than
Mathematics students (M = 2.25, SE = 0.10, U = 12130, p = .009 (one-tailed), r = .13).
With regard to reading study books, Social Science students (M = 3.74, SE = 0.05)
read more study books than their colleagues in Science, with a marginally significant
difference (M = 3.61, SE = 0.06, U = 7385.5, p = .017 (one tailed), r = .13). They read the same
Table 8 Time spent on reading in English (novels, magazines, newspapers, study books), means and
(SE).
I read stories or
novels in English*

I read magazines
in English

I read newspapers
in English

I read study books
in English

Female students**

2.85 (.09)

2.50 (.09)

3.12 (.08)

3.76 (.06)

Male students

2.70 (.05)

2.37 (.05)

3.12 (.05)

3.63 (.04)

B.Ed. Mathematics

2.65 (.07)

2.25 (.10)

3.01 (.07)

3.51 (.06)

B.Ed. Science

2.83 (.09)

2.33 (.10)

3.18 (.09)

3.61 (.06)

B.Ed. Social Sciences

2.71 (.07)

2.49 (.10)

3.15 (.07)

3.74 (.05)

B.Ed. / BSc. Mixed

2.84 (.11)

2.73 (.11)

3.10 (.11)

3.78 (.08)

Category 17-20 years

2.69 (.06)

2.48 (.06)

3.10 (.06)

3.70 (.04)

Category 21-25 years

2.68 (.08)

2.31 (.08)

3.01 (.07)

3.56 (.06)

Category 26-30 years

2.91 (.10)

2.39 (.10)

3.28 (.10)

3.65 (.08)

Category 30+ years

2.86 (.17)

2.11 (.14)

3.37 (.13)

3.52 (.16)

All***

2.73 (.04)

2.40 (.04)

3.11 (.04)

3.64 (.03)

* 4 = almost every day; 3 = 1-2 times per week; 2 = 1-2 times per month; 1 = almost never; ** 31 students did not
register their gender, 1 did not register its academic programme and 15 did not register their age, these are not
included in the table.
*** Including students who did not indicate gender, academic programme or age.
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amount of study books as students from the mixed group (M = 3.78, SE = 0.08, U = 4140.5,
p = .65, r = .03). However, they do read significantly more study books than Mathematics
students (M = 3.51, SE = 0.06, U – 12295.5, p = .001 (one tailed), r = .17,).
On the basis of the outcomes of study I no significant differences in reading
behaviour were expected between either female and male students, or the different age
groups. This indeed appeared to be the case. Female students (M = 2.85, SE = 0.09) do not
read significantly more stories than male students (M = 2.70, SE = 0.05, U = 15392.5, p = .17,
r = .07). Neither do they read significantly more magazines (M = 2.50, SE = 0.09) than male
students (M = 2.37, SE = 0.05, U = 15524, p = .31, r = .05), and nor do female students (M =
3.76, SE = 0.06) read significantly more study books than their male counterparts (M = 3.63,
SE = 0.04, U = 15682.5, p = .06, r = .09). Finally, male students (M = 3.12, SE = 0.05) do not
significantly read more newspapers than female students (M = 3.12, SE = 0.08, U = 16539, p
= .61, r = .02,).
When comparing the reading behaviour for the different age groups, no significant
differences were found for reading stories or novels (H (3) = 3.75, p = .29), nor for reading
magazines (H (3) = 6.56, p = .09), reading newspapers (H (3) = 6.48, p = .09) and reading
study books in English (H (3) = 4.84, p = .18).
Attitude towards reading for school (H3)
In view of the results that were reported in Chapter 3, it was expected that the first-year
UCC and UEW students would have a positive attitude towards reading for school. This
expectation was confirmed: the reading attitude was remarkably high (M = 3.57, SE = 0.02).
In study I the student population reported an average attitude of 3.34 (SE = .03) on a scale
from 1 to 4. A one-sample Wilcoxon Signed rank test was used to evaluate the outcomes of
study II against the middle of the attitude scale (2.5). Results show that the reading attitude
of students in study II were significantly higher than the middle of the scale (T = 18.88, p
= .000). In fact, it was even significantly higher than the average reading attitude of the
students in study I (T = 11.30, p = .000). The results are presented in Table 9.
Given the results that were reported in Chapter 3, there is no reason to expect
significant differences between male and female students, nor differences between
academic programmes. With regard to the various age groups, it can be expected that the
reading attitude of younger students will be less positive than the attitude of older students.
Non-parametric tests were used to compare subgroups. Contrary to expectations, female
students (M = 3.65, SE = 0.04) have a slightly more positive attitude towards reading in
English for study purposes than male students (M = 3.55, SE = 0.02). However, this difference
was not significant (U = 14698.5, r = .09, p = .054).
Significant differences between the study programmes were found (H(3) = 8.66, p
= .034). Mann-Whitney tests were used to follow up these findings. A Bonferroni correction
was applied and so all effects are reported at a .0167 level of significance. Science students
reported the most positive attitude towards reading in English for study purposes (M = 3.66,
SE = 0.04) and a significantly more positive attitude than their colleagues in Mathematics
(M = 3.51, SE = 0.03, U = 6054.5, p = .003, r = .18). Comparisons with Social Science students
turned out not to be significant (M = 3.58, SE = 0.03, U = 7063, p = .11, r = .10). Also,
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differences with the mixed group were not significant (M = 3.57, SE = 0.06, U = 2011, p = .24,
r = .10).
When comparing the reading attitude of the various age groups, a significant
difference was found (H (3) = 7.73, p = .05). However, this could not be confirmed during the
follow-up with Mann-Whitney tests. A Bonferroni correction was applied and so all effects
are reported at a .0167 level of significance. The largest difference found was between the
age group of 30+ students (M = 3.66, SE = 0.07) and the group of 17-20 year-olds (M = 3.52,
SE = 0.03, U = 2640, r = .11) although this difference was not significant (p = .068).
Table 9 Attitudes on reading in English for study purposes (means and SE).
Attitude towards reading in
English for study purposesa)

Number of respondents (n)

Female students

3.65 (.04)

n = 94

Male students

3.55 (.02)

n = 358

B.Ed. Mathematics

3.51 (.03)

n = 166

B.Ed. Science

3.66 (.04)

n = 93

B.Ed. Social Sciences

3.58 (.03)

n = 172

B.Ed. / B.Sc. Mixed

3.57 (.06)

n = 49

Category 17-20 years

3.52 (.03)

n = 229

Category 21-25 years

3.59 (.04)

n = 144

Category 26-30 years

3.64 (.05)

n = 64

Category 30+ years

3.66 (.07)

n = 29

All

3.57 (.02)

n = 481

a) Based on the question: What do you think about reading in English (textbooks, articles, etc.)
for your study programme? Minimum score = 1 (negative attitude), maximum score = 4 (positive
attitude).

In view of the results reported hitherto, it is possible to conclude that the samples from
population I and II are similar in terms of demographics, linguistic diversity, reported reading
behaviour and reading attitude. This preliminary conclusion is based on the following
findings:
1) In terms of demographics, the average age and linguistic diversity of the
samples are comparable. Although the gender balance in both studies is
different, male dominance in science and mathematics was evident in both
populations.
2) Some differences occurred in reading behaviour regarding stories or novels,
newspapers and magazines; however, no major discrepancies were found
between study I and II.
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3) With regard to reading behaviour, both studies did not find significant
differences in reading behaviour between female and male students, nor
between the different age groups.
4) Reading attitudes in both studies were positive, 3.34 and 3.57 on a scale from
1-4.
5) No significant differences between reading attitudes of male and female
students were found in both studies. Whereas study I did not find differences
in reading attitude between the academic programmes, study II found that
Science students reported a significantly more positive attitude than their
colleagues in Mathematics. Finally, although the reading attitude of younger
students was less positive than the attitude of older students in study I, this
could not be repeated in study II.
The students that participated in study II come from more or less the same population as
the students that participated in study I. Moreover, students from study II resemble those
of study I in terms of age, linguistic diversity, reading behaviour and attitudes. Consequently,
the samples in study I and study II are comparable.
English reading proficiency test (RQ1 & RQ2)
The test that was used to measure reading proficiency of first-year students in Ghana
consisted of six different versions, each version containing two different text blocks. The
difficulty of the six blocks with different items ranged from the low fifties to the upper
sixties, but scores for the three groups are quite close to each other across the six blocks.
For details see Table 10.
Table 10 Proportion correct per block of items and total per group.
Student Group

Block 1

Block 2

Block 3

Block 4

Block 5

Block 6

Total

UEW Science

0.46

0.57

0.65

0.73

0.58

0.72

0.62

UEW Mathematics

0.56

0.54

0.64

0.66

0.56

0.71

0.61

UCC Mixed

0.56

0.52

0.67

0.67

0.57

0.72

0.62

UCC Social Sciences

0.56

0.53

0.66

0.65

0.54

0.73

0.61

Frequency distributions of proportions of correct scores on PISA and PTE Academic of all
students were calculated. Results are presented in Table 11. On the basis of these results it
can be concluded that the set of PISA items included in the reading tests is easier than the
set of PTE Academic items. On both tests some students reached a perfect score, indicating
that the tests were not beyond their ability.
If we specifically look at the reading tasks measured by the PISA items (Table 12),
we see that the students’ average scores are lowest for reflecting on the form and content
of a text. This means that students had most difficulties with using evidence from outside
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the text and assessing the relevance of certain pieces of the text (content), but also with
use of style and textual features (form). Students have the highest average score on forming
a broad general understanding of a text. This indicates that identifying the main topic and
purpose of the text was not difficult for them.
Table 11 Frequency distributions of proportions correct scores on PISA and PTE Academic of all
students (n = 495).
Proportion Correct

Pisa
Frequency

PTE
Frequency

0.00

0

2

0.01 - 010

0

6

0.11 - 0.20

6

17

0.21 - 0.30

17

62

0.31 - 0.40

26

78

0.41 - 0.50

56

107

0.51 - 0.60

60

86

0.61 - 0.70

90

69

0.71 - 0.80

171

61

0.81 - 0.90

11

5

0.91 - 0.99

11

0

1.00

48

3

Table 12 Test outcomes per PISA aspect (mean scores).
PISA items
Number of
items (%)

Mean score

5 (19)

0.77

10 (39)

0.71

Developing an interpretation

7 (27)

0.63

Reflecting on the form of a text

3 (11)

0.60

1 (4)

0.60

Aspect
Forming a broad general understanding
Retrieving information

Reflecting on the content of a text

On the basis of a joint calibration of the items and relating the item parameters through
linear regression to the scales of the PISA and PTE Academic scoring models, the estimated
mean PISA score for these students is 504 with a standard deviation of 49, whereas their
estimated mean PTE Academic score is 56.8 with a standard deviation of 20.03. The
estimated distribution of these students on both tests is shown in Figure 1.
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From Figure 1 a number of observations can be made. There are no students to
be found at PISA level 1 or below and only a very small percentage at level 2. Level 2 is the
minimal level in PISA not to be considered ‘at risk’. From the PISA point of view therefore,
none of these students would appear to be ‘at risk’ of not being capable of dealing with
reading tasks required to participate as citizens in society. About 30% of this sample of
Ghana students would be able to meet the definition of level 3, i.e. would be able to “use
conventions of text organisation, where present, and follow implicit or explicit logical links
such as cause and effect relationships across sentences or paragraphs in order to locate,
interpret or evaluate information.” As many as 70% of the students demonstrated a reading
ability above that level.

Figure 1 Distribution of all students (n=495) over PISA and CEFR levels.

The results on the PTE academic scale can also be converted into CEFR terms. About 19% of
these students manifested a reading ability at A2 or below, which would suggest they need
some kind of support to deal with English language texts. This may come in the form of
texts that are adapted to their level, for instance by limits on the vocabulary used or other
measures to lower the difficulty. A further 33% perform at level B1, meaning they can deal
independently with reading texts about familiar issues in everyday life. The remaining 48%
perform at level B2 or above, suggesting they can deal independently with reading texts that
they encounter in academic settings.
Test scores for subgroups by gender, academic programme and age
In order to compare the results of the reading proficiency test by gender, academic
programme and age, average test scores were calculated for each subgroup. Results are
presented in Table 13. Non-parametric tests were used to compare the groups. No significant
differences were found between female students (M = 0.61, SE = 1.5) and male students (M
= 0.60, SE = 0.8, U = 17602.0, r = .015, p = .75). With regard to the academic programmes,
no significant differences were found (H (3) = 3.54, p = .32). There was an effect of age (H (3)
= 13.63, p = .003). Mann-Whitney tests were used to follow up these findings. A Bonferroni
correction was applied so all effects are reported at a .0167 level of significance. Students
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in the age group 17-20 years old (M = 0.62, SE = 1.0) had a significantly higher score on the
language test than students from the age group 21-25 years old (M = 0.57, SE = 1.2, U =
13796, r = .18, p = .000). All other differences were not significant (17-20 versus 26-30: U =
6809, r = .08, p = .16; 17-20 versus 30+: U = 2935, r = .12, p = .05).
Table 13 Test scores by gender, academic programme and age group (Mean proportion correct and
SE).

Female students

Test score means and (SE)

Number of respondents (n)

0.61 (1.5)

n = 98

Male students

0.60 (0.8)

n = 367

B.Ed. Mathematics

0.58 (1.1)

n = 171

B.Ed. Science

0.61 (1.7)

n = 100

B.Ed. Social Sciences

0.60 (1.1)

n = 175

B.Ed. / B.Sc. Mixed

0.61 (2.3)

n = 49

Category 17-20 years

0.62 (1.0)

n = 233

Category 21-25 years

0.57 (1.2)

n = 150

Category 26-30 years

0.59 (2.0)

n = 66

Category 30+ years

0.57 (2.8)

n = 32

All

0.60 (0.7)

n = 496

Test scores by language group
For comparison of the four major language groups spoken at home by the students,
average test scores were calculated for each subgroup. Ashante Twi and Twi languages were
combined into one group because of their similar characteristics. The other language groups
were Fante, Ewe, and English. All other remaining languages were grouped into the category
‘other’. Results are presented in Table 14. No significant differences were found between
the language groups (H (4) = 3.62, p = .46).
Table 14 Test scores by language group (Mean proportion correct and SE).
Home language
(% of total)

Test score means and (SE)

Number of respondents (n)

Twi / Ashante Twi (42.3)

0.61 (1.0)

n = 205

Fante (15.7)

0.61 (1.7)

n = 76

Ewe (12.8)

0.58 (2.0)

n = 62

English (14.6)

0.58 (2.2)

n = 71

Other (14.6)

0.61 (1.7)

n = 71

All

59.8 (0.7)

n = 496
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Linking reading proficiency, reading behaviour and attitude [H2 & H4]
In view of the assumption that reading proficiency, attitudes and behaviour are strongly
linked (Mullis, et al., 2007; OECD, 2009), it was expected that students’ scores on the reading
proficiency test would correlate with the students’ reading behaviour [H2] and attitude
[H4]. Since the data were not normally distributed, Spearman’s correlation coefficient was
used. The data are presented in Table 15. The most meaningful correlations are reported.
Contrary to expectations, no correlation was found between the academic reading
proficiency and reading behaviour, or between the academic reading proficiency and
reading attitude. The only correlation that was found for reading proficiency was with time
spent on reading study books (rs = .08, p < .05, one-tailed).
The strongest correlation in our data was found between time spent on reading
magazines and time spent on reading newspapers (rs = .38, p < .001, one-tailed), followed
by time spent on reading magazines and time spent on reading novels (rs = .35, p < .001,
one-tailed). With regard to reading attitude our data clearly indicate that students who had
a positive attitude towards reading are likely to spend more time reading novels or stories (rs
= .25, p < .001, one-tailed), more time on reading magazines (rs = .27, p < .001, one-tailed),
more time on reading newspapers (rs = .22, p < .001, one-tailed) and more time on reading
study books (rs = .15, p < .001, one-tailed). This replicates the findings that were reported in
study I.
Table 15 Correlations between academic reading proficiency, reading behaviour, and attitude*.
Academic
reading
proficiency

Academic reading
proficiency

Reading
behavioura)

ns

Time spent
reading
novels

ns

Time spent
reading
magazines

ns

Time spent Time spent
reading
reading
news-papers study books

ns

.08**

Time spent reading
magazines
Time spent reading
newspapers
Time spent reading
study books

ns
.32

Reading behaviour
(4 items)
Time spent reading
novels

Reading
attitude

.35

.21

.17

.25

.38

.22

.27

.22

.22
.15

Reading attitude
* Correlations significant at the 0.01 level (one-tailed) unless otherwise indicated. ** Correlation is significant
at the 0.05 level. a) This scale is the average of four items: time spent on reading novel, magazines, newspapers
and study books. These items are also reported as separate scales, therefore no correlation between the reading
behaviour scale and the other four scales can be determined.
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4.5

Conclusion and discussion
Demographic and linguistic composition of the sample

Samples from study I and II are comparable in terms of age range, and linguistic diversity.
Male dominance in Science and Mathematics programmes was also found in both studies.
As in study I, the outcomes on demography and linguistic characteristics of first-year UCC
and UEW students tell us that, although they are part of the same study programme, their
ages and linguistic backgrounds differ a lot. As was concluded in Chapter 3, designing
academic programmes that take into consideration these differences and, consequently,
the different levels of reading and learning abilities in the groups is, and will remain, a major
challenge for the institutions.
Reading behaviour and attitude
On average, students in the current study reported reading more stories or novels than
students who participated in study I. In the current study, 23% of the students reported
reading novels every day or almost every day, whereas in study I this was 9%. Compared
to study I, they also reported reading more newspapers. In the current study 38.0% of the
students reported reading those on a daily basis. For reading magazines, no differences
were found. The fact that 73.5% of the students reported reading study books in English
every day or almost every day is contrary to the opinions of lecturers, who feel that students
do not read sufficiently. Also, reading behaviour amongst female and male students, and
between the different age groups was similar to the findings reported in study I.
As expected, the first-year UCC and UEW students had a positive attitude towards
reading for school, and even reported a more positive attitude than the students in study I.
Contrary to expectations, no significant difference was found between younger and older
students. Another difference with the first study was the reading attitude of the female
students, which appeared to be significantly more positive than the attitude of the male
students.
Overall we can conclude that the data from study II largely replicate those of study
I. Consequently, the samples in study I and study II are comparable.
English reading proficiency test (RQ1 & RQ2)
Two key questions were posed at the beginning of this chapter. Firstly, what is the English
reading proficiency level of first-year B.Ed. students at UCC and UEW? [RQ1]. Secondly, do
the first-year B.Ed. students at UCC and UEW have a sufficient level of academic English
reading proficiency to perform their academic studies without encountering reading
difficulties? [RQ2]. To address these questions, a language test was compiled from reading
items on two internationally recognised tests: the Pearson Test of English Academic (PTE
Academic) and the Programme for International Student Assessment (PISA). The results of
both tests will be discussed separately.
The PISA 2000 test, in which a total of 180,000 students from 32 countries
participated, reported a global average score of 500 (SD = 100) (OECD, 2002). In the present
study, the Ghana sample scored an estimated average of 504, just above the global average.
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This result places the Ghana sample at more or less the same level as the United States
(504) and Denmark (497). Students’ scores were lowest for the reading tasks that entailed
reflecting on the form and content of a text.
There are three factors that need to be taken into account when interpreting
this result. Firstly, the target group of the PISA test are 15-year-olds and with an average
age of 22.5 years the Ghanaian students in this study are much older than the PISA test
participants. Secondly, the samples in the global PISA study represent the entire population
of school going 15-year-olds in a particular nation, whereas the Ghanaian sample includes
a selection of students who have already finished their secondary education and went
through a selection process to be admitted to university. Thirdly, the PISA country samples
are tested on proficiency in their language of instruction at school, which is usually their
mother tongue. Although the test items in the current study were in English, which is not
the mother tongue for many Ghanaians, the students did successfully follow a secondary
school curriculum with nominally English as the language of instruction. Furthermore, they
are expected to do their university studies in the English language.
Taking all this into consideration, the results of this experiment indicate that most
students in the samples drawn can adequately deal with reading texts in English such as
they might encounter as citizens (PISA standard). The test results do not indicate whether or
not the students possess sufficient linguistic skills for an academic career.
On the PTE Academic about 19% of the students manifested a reading ability at CEFR level
A2 or below, 33% were at the B1 level, 36% at B2 and 12% at C1. Furthermore, the sample
had an estimated average score of 56.8. The lower boundary for B2 on this scale is 59. What
does this tell us about the English reading abilities of the Ghanaian sample? Since there are
no research publications available on the CEFR from an African perspective, the results of
our study will be compared with non-African contexts.
According to the University of Cambridge ESOL teacher support, “examinations at
Level C1 may be used as proof of the level of language necessary to work at a managerial or
professional level or follow a course of academic study [my emphasis] at university level.”
However, learners at the B2 level “can be assumed to have sufficient expertise in the language
for it to be of use in clerical, secretarial and managerial posts, and in some industries, in
particular tourism” (Cambridge-English, 2013a). If this information were correct, almost
88% of the Ghanaian sample in our study would not have attained the required level of
English language proficiency (C1) to follow a course of academic study.
Although the description of CEFR level B2 on the category ‘reading for information
and argument’ does not explicitly mention academic study or university level, it does explain
that students obtaining the B2 level “can obtain information, ideas and opinions from highly
specialised sources within his/her field.” And that they “can understand specialised articles
outside his/her field, provided he/she can use a dictionary occasionally to confirm his/her
interpretation of terminology.” (Council of Europe, 2001, p. 70). This seems to indicate that
level B2 is sufficient for academic study purposes. In fact, looking at higher educational
language admission requirements in practice informs us that indeed level C1 is often not
required at universities.
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With regard to language requirements for admission to European undergraduate
programmes, two types of practices exist. First, there are countries that have determined
the required language proficiency levels for universities at national level, e.g. by the
Ministry of Education. Secondly, there are countries where the higher education institutions
themselves determine the required language level for admission to their programmes. The
countries where a national legislative body determines the language entry requirements
for universities are presented in Table 16. These data suggest that L2 learners of the
national languages concerned will have to perform minimally at B2 or C1 level in order to be
admitted to undergraduate university programmes. For example, if a student from the UK
wishes to obtain an undergraduate degree in Italy, he or she will have to provide evidence
of mastering the Italian language at B2 level and can do so by obtaining the Italian as foreign
language Certificate (Certificazione di Italiano come Lingua Straniera, CILS).
From these data we can conclude two things. First, six out of the 20 European
countries require at least B2 level for entry at undergraduate level. Second, there is no unity
when it comes to application of the CEFR at European level. If we place the results of the
current study in this context (non-English speaking European Universities), it would mean
that 52% of the Ghanaian sample in the current study does not attain the required level of
language proficiency and that they need assistance in processing academic texts.
Table 16 Required proof of language proficiency for entry into undergraduate programmes.
Country

Required Language Test

CEFR Level

Germany

Sprachprüfung Test Deutsch als Fremdsprache (TestDaF) (Language test,
German as a foreign language) (DAAD, 2013)

B2 - C1

Hungary

No specific test, required level determined by National legislation (Studyin-Europe, 2013)

C1

Italy

Certificazione di Italiano come Lingua Straniera (CILS) (Certificate of Italian
as a foreign language) (CILS, 2013)

B2

The Netherlands

Staatsexamen NT2 programma II (State exam Dutch as a foreign language,
programme II) (CVE, 2013)

B2

Norway

Test i norsk, høyere nivå (Norwegian Language Test - Advanced Level)
(Folkeuniversitetet, 2013)

B2 - C1

Sweden

Test i svenska för universitets- och högskolestudier (TISUS) (Test in Swedish
for University studies) (UNESCO, 2005)

C1

For the other European countries (Austria, Czech Republic, Denmark, Estonia, Finland, France, Greece, Iceland,
Ireland, Luxemburg, Slovenia, Spain, Portugal, Switzerland) no language requirements at national level exist. In
these countries the higher education institutions determine the language requirements (UNESCO, 1974).

Since the data in the present study are about the English language requirements (not
Italian, Dutch or any other European language) it is also important to place the data in a
higher education context where English is the language of instruction. In a recent study
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by Pearson7, English language requirements were investigated for universities in English
speaking countries. Data were collected from 100 universities in the United Kingdom,
100 universities in the United States, and 40 universities in Australia. The following three
major disciplinary areas were included: business, engineering, and IT/Computing. The
study included admission scores from three commonly used English language tests: The
International English Language Testing System (IELTS), the test of English as a foreign
language (TOEFL) and the Pearson Test of English (PTE). Results show that the minimum
entry requirement for TOEFL is 87, for IELTS it is 6.4 and for PTE Academic it is 59.6. These
requirements correspond to the lower boundary of the CEFR B2 level. In other words, for
admission to universities in the US, the UK and Australia, an average level of B2 is required.
For undergraduate level, the requirements are a bit lower (57.41 PTE).
If we place the results of the current study in this context (English speaking
universities), it would mean that almost 52% of the sample did not attain the required CEFR
B2 level of English language proficiency and that they would need assistance in processing
academic texts.
Reading proficiency test results by subgroups
With regard to the test scores of the different subgroups an effect of age was found that
proved to be caused by the relatively high scores for the age category 17-20 years compared
to the age category 21-25. This is noteworthy, because compared with other age groups
they scored lowest on the scale that measured attitude towards reading in English for study
purposes. Clearly, a low score on the reading attitude scale did not necessarily lead to a
low reading performance, as is often suggested in the literature. These findings are in line
with the lack of correlations between reading attitude and reading proficiency found in the
present study (see next section for details).
Linking reading proficiency, reading behaviour and attitude
Contrary to expectations, no positive correlations were found between academic reading
proficiency and reading behaviour, nor between academic reading proficiency and reading
attitude. This is noteworthy, since a lot of studies suggest a strong link between reading
proficiency and behaviour and reading proficiency and attitude (Guthrie & Knowles, 2001;
McKenna, 2001; Mol & Bus, 2011; Mullis, et al., 2007; OECD, 2009; Shaw & McMillion, 2011).
A possible explanation could be the use of self-reported instruments. Students might be
inclined to give socially acceptable answers and consequently obtain high scores on reading
behaviour and attitude, whereas in practice they do not read as much as they report. A
qualitative follow-up study could provide additional information on how reading behaviour
and attitude relate to reading proficiency. Detailed suggestions for follow-up studies are
included under recommendations in the final section of this chapter.

7
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Limitations of the study
The current study is unique in its sort, in the sense that this is the first study that combines
PISA and CEFR items for the measurement of one student population. Furthermore, this is
the first study that applies both frameworks in an African context. However, some limitations
must be kept in mind when interpreting the results.
Firstly, a limitation of both instruments is the lack of participation of African countries
in the development of the reading items and their verification on cultural sensitivity. Except
for Tunisia, no African country has ever participated in the PISA assessments; consequently,
no African country participated in the PISA working groups. Furthermore, there was no
African representation in the PTE Academic sensitivity project. In addition, it is important to
realise that the CEFR was developed for the European context. Transposing the results to a
non-Western context should be done with caution. As far as we know, there are no research
publications available on the CEFR from an African perspective.
Secondly, the instrument used in this study consisted of only a sample of items
from PISA Reading and from PTE Academic and not a complete set. Each student took a total
of 18 items, which as a measure of individual reading ability would be considered too short
to base high-stakes decisions on. The carefully balanced and linked design combined with
the sample size of close to 500 students allows interpreting the results as an indication of
the reading ability of the students at the group level.
Finally, the relation of these results with the international standards of PISA and
the CEFR needs to be interpreted with caution because the limited sets of items included
from the original instruments, although representative with respect to their difficulty level,
cannot be considered to be entirely representative of the constructs underlying the original
instruments.
Recommendation for future research
Four recommendations for future research can be distilled from the study that was
described in this chapter. Firstly, the lack of positive correlations between both reading
behaviour and attitude with reading proficiency is remarkable. A more qualitative analysis
of students’ reading behaviour and attitudes will help to understand causes that underlie
this lack of correlations. Therefore, in the following chapter a qualitative research design
will be presented which was used to follow up 22 students from the current sample by using
interviews and diaries. Also, their lecturers were interviewed in-depth in order to provide a
fuller picture of the teaching and learning context in practice.
Secondly, there is need for a follow-up investigation on how to improve the reading
proficiency of first-year students in Ghana. From an international perspective, the reading
proficiency levels of the student population in the current study have proven to be limited
and many students would need assistance in processing academic texts. This is in line with
the opinions of academic staff at both institutions (see Chapter 1). The next step in this
investigation is to determine what kind of assistance can be useful for first-year students
in Ghana. Therefore, Chapter 6 presents the design, development, and evaluation of an
academic reading intervention programme that aims to improve the academic reading
proficiency of students in two academic courses at UCC.
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Thirdly, to overcome issues of comparability, future studies should investigate
possibilities to calibrate European language tests, such as PISA and PTE, with African reading
tests, so that policy makers, educators and language specialists can come to an informed
decision that is based on actual language proficiency levels in African countries.
Finally, although the essence of this chapter has been about academic reading
proficiency in Ghana, it is partly described through the lens of the CEFR. The CEFR is an
important and powerful instrument for language learning and language testing in Europe
(Figueras, et al., 2005; Fulcher, 2004). However, the lack of consistent implementation of
the CEFR by European universities, as described in this chapter, cannot be ignored. CEFR
levels are not applied consistently by universities, and there is need for homogenisation.
Therefore, future studies should look into the underlying causes of the non-consistent usage
of CEFR levels and look into potential solutions to make application of the CEFR and Higher
Education in Europe more credible and trustworthy.
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Staff and students’ perceptions on reading and learning:
a qualitative approach
Chapter 4 described the outcomes of an English reading proficiency test combined with a
questionnaire on reading behaviour and attitudes in which 496 B.Ed. students participated.
A remarkable finding was that students’ reading behaviour and attitude did not correlate
with their academic English reading proficiency. The study presented in this chapter will
follow up these findings and has as main objective to research the broader reading and
learning context of the students by using a qualitative research approach.

5.1

Introduction

Study I (Chapter 3) and study II (Chapter 4) provided an informative perspective on the
reading attitudes, behaviour, self-concept and academic English reading proficiency of firstyear students in the B.Ed. programmes at UCC and UEW.
A noteworthy finding in study II was that students’ reading attitude and reading
amount (novels, magazines and newspapers) did not correlate with their academic English
reading proficiency. And although 73.5% of the students reported reading study books in
English every day or almost every day, only a weak correlation (rs =.08) was found between
time spent on reading study books and academic English reading proficiency. These findings
in study II are noteworthy since reading research provides strong evidence that reading
behaviour is strongly linked with reading proficiency. In other words, students who read
more become better readers (Guthrie & Knowles, 2001; McKenna, 2001; Mol & Bus, 2011;
Mullis, et al., 2007; OECD, 2009; Shaw & McMillion, 2011). The question arises what causes
this absence of relations between reading behaviour and reading proficiency in study II.
Knowing more about students’ reading amount and the type of reading they engage in
can provide further understanding of the study II results. Therefore, the first part of the
current study will investigate the students’ reading amount at a more detailed level, by using
students’ activity diaries.
Other findings in both study I and II were the correlations between first-year
students’ reading attitude and behaviour. In study I the correlation found between students’
attitude towards reading for school and their time spent on reading for school was moderate
(rs =.23). The relation between their attitude towards reading for enjoyment with time spent
on reading novels (rs=.33) and magazines (rs=.34) were moderately strong. In study II the
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correlation between reading attitude and overall reading behaviour (time spent on reading
novels, magazines, newspapers and study books together) was also moderately strong
(rs=.32). These findings are in line with reading research findings that state that students
who have a positive attitude towards reading are inclined to read more (Cox & Guthrie,
2001; Guthrie & Wigfield, 1997; Guthrie, et al., 1999; Mullis, et al., 2007; Nuttall, 2005).
However, the correlations found were not very strong and the question remains what other
factors, besides reading attitude, might influence students’ academic reading behaviour.
The second part of this study will use interviews with staff and students to investigate the
academic context in which students reading activities take place. This will provide more in
depth understanding on what other factors possibly influence academic reading behaviour.

5.2

Theoretical framework
Reading amount

The concept of reading amount is used to refer to “the frequency and time spent reading
a range of topics for various purposes.”(Guthrie, et al., 1999, p. 232). Other terminology
used in the literature that describes a similar activity is ‘print exposure’ (Mol & Bus, 2011;
Stanovich, 2000). The emphasis in study I and II was on reading frequency as an indicator
of reading behaviour. The questionnaire items were based on the PIRLS 2006 study that
measured students’ reading frequency of stories and novels (Mullis, et al., 2007). Frequency
scales for the items of the PIRLS 2006 were as follows: every day or almost every day, once
or twice a week, once or twice a month, and never or almost never. Students in study I and
II were questioned about reading novels or story books, but also on reading magazines,
newspapers, subtitles and reading for school (study I) and magazines, newspapers and study
books in English (study II). The PIRLS scale informs about the reading frequency in general,
but does not provide any details about the actual time spent on reading. For example, if a
student reported reading stories or novels every day or almost every day it could vary from a
few minutes up to a few hours per day. Another disadvantage of the PIRLS scale is that it does
not provide specific information on the type of reading that students engage in, apart from
the genres that are included in the questionnaire (novels, newspapers, etc.). For example,
students might be reading other academic genres besides study books, such as hand-outs or
manuals for laboratory practicals in laboratories. Knowing more about their reading amount
and the type of reading that they are engaged in will provide a more complete picture of the
reading context. This, in turn will help interpret the results of study II at a more profound
level. Therefore, the current study will try to answer the following research question:
RQ1: How do B.Ed. students spend their time during the academic semester, in
particular on reading for academic purposes?
In order to answer this question, students’ activity diaries were used as a data source.
Investigating reading behaviour by using activity diaries is a useful addition to interviews or
questionnaires. The advantage of using activity diaries is that they are documented close
to daily events, which increases validity. Furthermore, they provide information over a
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longer period of time rather than a temporary recall like for example in questionnaires or
interviews, which increases reliability (Carp & Carp, 1981).
The use of activity diaries to measure reading amount has been applied in
previous research, often combined with other reading research instruments, such as
reading motivation questionnaires (Guthrie & Wigfield, 1997), reading comprehension tests
(Anderson, 1988) or vocabulary tests (Allen, et al., 1992). In these studies, the length during
which activity diaries were used varied from several weeks (Allen, et al., 1992) up to eight
months (Guthrie & Wigfield, 1997).
Academic cultural context
Variation across different individuals’ reading proficiency levels cannot be explained by
individual cognitive abilities or affective factors only. Research has shown that the context in
which reading development takes place, such as family circumstances, school and classroom
setting and interaction with teachers and peers, influences reading proficiency (Grabe,
2009). There is little research available on the social factors that influence L2 reading.
However, there is a large body of L1 research available, mostly carried out in the United
States at primary school level that demonstrates strong influences of socioeconomic status,
home literacy and language situation, class levels and ethnic and cultural factors on literacy
development (Grabe, 2009).
In the case of Ghana, very little is known about socio-cultural factors that influence
reading at the academic level. From previous studies we know that core cultural values
in Ghanaian primary schools are traditional: “respect for knowledge, a belief that some
people are strong and others are weak, and that learning is serious and bookish” (Stephens,
2007b, pp. 95-96). Classroom observations in the same study revealed the use of almost
completely teacher-centred approaches, content-driven pedagogy and oral responses to
teacher’s questions. As a consequence, students are not trained to actively participate
in classroom settings, nor to develop independent reading and writing skills due to the
strong emphasis on oral skills. To what extent the primary and secondary school culture
actually influences students’ academic reading performance and behaviour at tertiary
level is unknown. Therefore, the present study aims to investigate the academic reading
culture within first-year B.Ed. programmes and the social circumstances, perceptions and
behaviours that are prevalent in this context. In particular, it aims to discover and describe
the academic reading culture through the eyes of academic students and staff of UCC and
UEW. What are the norms and customs inside and outside the classroom? How is academic
teaching and learning perceived? What expectations do lecturers have about their students
in general and how do they perceive their reading characteristics? Typical factors that can
stimulate students’ academic reading proficiency were investigated. These include access
to and quality of academic books, homework and assessment practices. Finally, due to the
strong influence of motivational aspects on reading proficiency (Guthrie & Wigfield, 1997),
factors that could influence students’ reading motivation were investigated.
In order to discover the academic reading culture as perceived by staff and students,
the following research questions were formulated:
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RQ2: What perceptions do students and lecturers have about their academic
teaching and learning environment?
RQ3: What perceptions do students and lecturers have about reading resources,
homework, and assessment?
RQ4: What perceptions do students and lecturers have about the role of academic
English reading proficiency in the curriculum?
RQ5: What perceptions do students and lecturers have about reading motivation?
Student and staff interviews were used to answer research questions 2 to 5; for details see
the methods section.
Daily activity diaries and interviews are qualitative research methods. One of the
key elements of qualitative research is “providing an in-depth and interpreted understanding
of the social world of research participants by learning about their social and material
circumstances, their experiences, perspectives and histories” (Ritchie & Lewis, 2012, p. 3).
Other characteristics of qualitative research include the use of small samples, close contact
between the researcher and research participants, detailed data and interpretation of
social meaning (Ritchie & Lewis, 2012). As this study aims to paint a detailed picture of the
students’ reading behaviour, the use of such a qualitative method seems excellently suited
to that goal.

5.3

Method

5.3.1

Target population

This research builds upon study I and II and therefore included first-year B.Ed. students from
UCC and UEW. Because the outcomes of the language proficiency test conducted in study
II played a significant role in the analysis, students from the same B.Ed. programmes as in
study II were invited to participate in the activity diaries and interviews. These programmes
include: B.Ed. Science, B.Ed. Mathematics, and B.Ed. Social Sciences. In order to mirror the
students’ perceptions that were gathered during the interviews, the second part of the
study also included interviews with academic staff members from UCC and UEW teaching
on similar B.Ed. programmes.
5.3.2

Sample
Student sample

From the 496 students that participated in the English reading proficiency test in study II,
thirty students were selected and invited to participate in the current study for both the
activity diaries and interviews. Students from UCC and UEW with top scores on the English
reading proficiency test as well as students with middle and low scores were approached.
Equal participation in terms of gender and academic programme was aimed for. Twentytwo out of the thirty students agreed to take part in the activity diary project. It turned out
that especially students with middle to high scores on the language test volunteered to take
part in the project. Therefore, the average test score of the student sample in the current
study (75.2 average score) was higher than the one from the larger sample in study II (59.8).
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For further details see Table 1. Although it was the intention to interview all twenty-two
students after completion of the project, only twelve students were available for interviews.
The students were not paid to participate in the experiment. However, at the end of the
experiment they received an usb-stick as a token of appreciation. They were informed that
the outcomes of the interviews would be used for research purposes and all students gave
permission for the researcher to record the interviews.
Table 1 Background details of student sample.
Institution

Programme

Gender

Age

Home language

Score

Participated
in interview

UCC

B.Ed. Social Sciences

M

25

English

84.2

yes

UCC

B.Ed. Social Sciences

M

22

English

50.0

no

UCC

B.Ed. Social Sciences

F

20

Akan

89.5

yes

UCC

B.Ed. Social Sciences

F

19

Ewe

73.7

no

UCC

B.Ed. Social Sciences

M

19

Fante

84.2

no

UCC

B.Ed. Social Sciences

F

-

-

-

yes

UCC

B.Ed. Social Sciences

F

20

Twi

36.8

yes

UCC

B.Ed. Social Sciences

F

20

English

38.9

yes

UEW

B.Ed. Biology

F

20

English

100.0

yes

UEW

B.Ed. Biology

M

21

Fante

89.5

no

UEW

B.Ed. Biology

F

20

Twi

63.2

yes

UEW

B.Ed. Chemistry

M

21

Fante

94.7

no

UEW

B.Ed. Chemistry

M

29

Ewe

57.9

yes

UEW

B.Ed. Physics

M

20

Ewe

94.7

no

UEW

B.Ed. Mathematics

F

22

Twi

89.5

yes

UEW

B.Ed. Mathematics

M

26

Twi

94.7

no

UEW

B.Ed. Mathematics

M

21

Twi

89.5

yes

UEW

B.Ed. Mathematics

F

19

Twi

94.7

no

UEW

B.Ed. Mathematics

M

23

English

63.2

no

UEW

B.Ed. Mathematics

M

19

Twi

63.2

yes

UEW

B.Ed. Mathematics

M

21

Akan

63.2

no

UEW

B.Ed. Mathematics

M

20

Twi

63.2

yes

Average

21.3

75.2

Staff sample
For the staff interviews, a sample of fourteen academic staff members was taken from UCC
and UEW. The selection of staff members was based on the academic content they taught
to students in B.Ed. programmes and their availability to be interviewed. Staff teaching on
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B.Ed. science, B.Ed. mathematics and B.Ed. Social Science courses were approached for
participation. One staff member was included who was teaching Communicative skills to
all first-year students at UCC and one who was teaching Educational Psychology to all firstyear students in the education programmes at UCC. Participation was voluntary and unpaid.
The staff was informed that the outcomes of the interviews would be used for research
purposes and all staff members gave permission for the researcher to record the interviews.
The academic staff that participated in the study ranged from 34 to 57 years of age
with an average of 46.6 years old. Their teaching experience ranged from 4 till 37 years, with
an average teaching experience of 19.5 years. During the time of the interview, all but three
lectures were teaching first-year (level 100) students. Most of the staff in the Education
departments at UCC and UEW were professional teachers and all but one had taught at the
lower levels of the educational system: kindergarten, primary or secondary school prior to
their employment at the University. For further details see Table 2.
Table 2 Background details of lecturers in the sample.
Department (subject matter)

University

Previous teaching
Gender experience

Age

Nr years
Teaching*

Science education (Biology)

UCC

Male

Primary and Secondary

56

10

Educational Psychology

UCC

Male

Primary and TTC**

50

30

Science (Chemistry)

UCC

Female Secondary

45

15

Mathematics and statistics

UCC

Male

Secondary

34

7

Zoology and Wildlife (Biology)

UCC

Male

Secondary

55

30

Social Sciences (management/
accounting)

UCC

Male

Kindergarten and
Secondary

32

9

Social Sciences (management/
accounting)

UCC

Female -

29

4

Arts and Social science education
(religion)

UCC

Male

TTC

-

15

English (Linguistics and Comm. Skills)

UCC

Male

Secondary

47

16

Science Education (Physics)

UEW

Male

Secondary

56

32

Science Education (Chemistry)

UEW

Female Primary and Secondary

48

20

Mathematics Education

UEW

Male

Primary and Secondary

54

37

Science Education (Biology)

UEW

Male

Primary and Secondary

56

33

Science Education (Physics)

UEW

Male

Primary and Secondary

44

15

46.6

19.5

Average

* Teaching experience in number of years including experience at the lower levels. ** Teacher Training College

5.3.3

Instruments
Diaries

In order to get a realistic impression on how students spent their time on a daily basis during
the academic semester, they were asked to keep personal daily activity diaries. Similar to
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Allen et al. (1992), students kept diaries over a 3-week period. The students received a
hard-copy diary with pre-set dates from an external researcher who was not an academic
staff member at their institution. During a face-to-face group instruction meeting they were
explained that the purpose of the research project was to get a better understanding of their
workload and their use of time. Students were instructed to follow the example provided,
and to fill in the diary on a daily basis and report specifically on the following categories:
1.

2.

3.
4.

Study: How much time did you spend on study-related activities, such as going to
lectures or group work, laboratory practice, working on assignments, preparing for
exams, making assessment, etc.? Please be as specific as possible about the amount of
time you spent on reading for academic purposes.
Leisure: How much time did you spend on activities that are not related to studying,
such as playing sports, shopping, cooking, watching television, reading story books,
newspapers, choir or theatre practice, church, etc.? If you don’t feel comfortable
writing down the details of your leisure activities, just write down ‘leisure’.
Work: Some students may have jobs that they combine with their studies: work related
activities fall into this category.
Other: There might be activities that we didn’t think of that you can include as well.

Students were instructed that the diary should only contain activities that they had actually
done during the day. They were also asked to report as realistically as possible. Furthermore,
it was explained to them that a reporting day should start at the time they woke up, and end
Exhibit 1 Two diary pages from a 20 year-old male student in B.Ed. Mathematics, UEW.
Sunday February 6
Time (hours)

Activity

05.30 – 07.30
07.30 – 10.00
10.00 – 13.00
13.00 – 14.30
14.30 – 16.00
16.00 – 19.30
19.30 – 22.30
22.30 –

Leisure: devotion, bathing, breakfast and ironing of my shirt
Leisure: church services
Study: studying calculus 122 for test
Leisure: siesta
Leisure: cooking, dinner
Leisure: watching television, supper
Study: studying ICT121 for the next day lecture
Leisure: sleep

Friday February 11
Time (hours)

Activity

04.30 – 05.30
05.30 – 09.00
09.00 – 13.30
13.30 – 16.30
16.30 – 19.30
19.30 – 22.30
22.30 –

Leisure: devotion, bathing
Study: listening to radio lectures, making note, and learning
Leisure: breakfast, watching football match on the field, lunch
Study: Geometry 124 lectures
Leisure: cooking, supper
Study: revising Geometry 124 note and doing calculus 122 assignment
Leisure: devotion, sleep.
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at the time that they went to sleep again. During the three weeks that students were keeping
their diaries they received weekly personal text messages on their mobile phones and email
messages from the researcher to motivate them to fill in their diary. During the first week of
the experiment a research assistant from UCC and UEW checked whether students followed
the format in the right way. An example of two diary pages is included in Exhibit 1.
Student and staff interviews
As stated earlier, only 12 students who kept a diary were available to participate in the
interviews. Some of the scheduled group interviews had to be changed into individual
interviews due to lack of participants. A total of ten students were interviewed in 3 different
groups, and two students were interviewed individually. Five female students and seven
male students participated in the interviews. The fourteen academic staff members from
UCC and UEW were interviewed individually.
A semi-structured interview approach (Bryman, 2004) was used. The interview
guide (see Exhibit 2) contained questions in four categories related to the research questions:
1) teaching and learning, 2) reading resources, homework and assessment, 3) academic
reading proficiency and 4) reading motivation. The interview questions for the lecturers
were pre-tested during a pilot interview, after which the formulation of some questions was
slightly adjusted.
The first round of interviews was held with the lecturers, after which the students
were interviewed. In spite of the test round, some of the staff members needed clarification
on question number 4 (How would you describe your personal teaching style?), question
10 (In what way do academic reading skills play a role in your courses?), question 12 and 13
(How would you characterise their reading/ your own reading?). In order to prevent the same
interpretation problems during the student interviews, these questions were simplified and
in some cases split into multiple questions. First of all, question 4 from the staff interview
guide was transformed into the following three questions for the students: 1) How would
you describe the way that lecturers teach you? 2) Can you describe what you do during a
lecture? 3) How do you like the activities that you have just described? Secondly, question 10
from the staff interview guide was transformed into student question 12) If you look at the
courses that you take, is it important to be a good reader? Thirdly, question 12 from the staff
interview guide was transformed into three separate questions for the students: 13) What
does it mean if students have good reading skills? 14) What about students who have poor
reading skills? 15) How would you grade your personal English reading skills? Question 13
from the staff interview guide was not repeated for the students because they are not in the
position to evaluate their lecturers’ reading characteristics. Because the lecturers’ answers
to question number 7, 8 and 9 on the topic of reading materials, homework and assessment
were very general in nature, it was decided to make the questions for the students in this
category more specific and to emphasize reading homework and textbooks so that more
detailed information could be retrieved. Finally, an additional question 17 was added to the
students’ interview guide, to gather information about how the university could help the
students to improve their English reading skills.
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The interview questions for the students were reviewed by two Ghanaian academic
staff members, after which the formulation of some questions was slightly adjusted.
During the interviews, all of the questions were asked in similar wording. As the interview
progressed, both the interviewer and interviewees raised additional or complementary
issues related to the subject, and these form an integral part of the research findings.
One observer was present to make sure procedures were followed correctly and to ask
for clarifications if necessary. The length of the student interviews varied from 18 to 35
minutes, the length staff interviews varied from 25 to 45 minutes.
5.3.4

Data analysis

The student diaries were analysed and reported activities were placed in two categories:
time spent on study related activities and time spent on non-study related activities.
Within these two categories subthemes were identified. Examples of these subthemes are:
attending lectures, research on the internet (study related activities) and leisure, religion,
travelling (non-study related activities). The average time spent on each category per
student was calculated in minutes per day, using an Excel spread sheet. For example, if a
student reported to spend fifteen minutes on academic reading on Monday, two hours (120
minutes) on Wednesday and an hour and a half (90 minutes) on Friday, this was calculated
as 15 + 120 + 90 = 225 minutes / 7days = 32.1 minutes on average per day. Because students
also reported study-related activities during weekend days, a workweek was considered to
contain seven days. Averages were first calculated for individual students and thereafter
for the subcategories. If a student reported a fixed amount of time for activities from
several different subcategories, the total time reported was divided between the number
of subcategories and equally distributed over these categories. For example, if a student
reported: 6 pm – 7 pm Leisure: supper, on Facebook, it was recorded as 30 minutes in the
category ‘eating’ (i.e. supper) and 30 minutes in the category ‘internet’ (i.e. Facebook).
Interviews with both lecturers and students were recorded and transcribed.
Responses to the questions for lecturers and students were analysed separately. For each
question the responses were analysed separately and categorised into occurring themes.
However, during the analysis some of the same themes reappeared under different
questions. For example, the topic of access to books was addressed by students while
answering questions 2, 7, 8, 10, 16, and 17. Other themes that reappeared under different
questions were: secondary school culture, academic reading proficiency, reading online,
and cheating. For these themes, an additional cross-sectional data analysis was applied. This
is a technique whereby the data are analysed as a whole, rather than studying particular
parts separately (Ritchie & Lewis, 2012).
Themes that occurred were grouped and analysed on frequency. For example, in
Exhibit 3 the following themes arose: negative attitude towards reading (1), feeling that
reading is important (1), reading makes you feel lazy (1), lecture notes are fine to read (1),
no reading for enjoyment as a child (1), positive self-perception of reading (1), poor reading
resources at primary school (1), poor reading resources at home environment (1).
A central feature of descriptive analysis is the language of the interviewees
(Ritchie & Lewis, 2012). Therefore, the outcomes were described using the actual words
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Exhibit 2 Interview guide for students and lecturers.
Interview guide students

Interview guide lecturers
Teaching & Learning

<No equivalent questions>

1) What are you teaching at this university?
2) How long have you been teaching?
3) How do you feel about teaching as a
profession?

1) How would you describe the way that
lecturers teach you?
2) Can you describe what you do during a
lecture?
3) How do you like the activities that you have
just described?

4) How would you describe your personal
teaching style?

4) What is the most important thing that you
can learn at university?

5) What is the most important thing that you
can teach your students?

5) What makes a person a good student?

6) What makes a person a good student?

6) What makes a person a good lecturer?
Reading resources, homework and assessment
7) Which texts have you recently read for your
studies? For example this week?
8) Do lecturers ask you to read textbooks?
9) If you have to read, do you find it easy or
difficult?

7) What kind of teaching materials are you
using in your level 100 course
8) What kind of homework do you give to your
students?
9) How do they perform on their homework?

10 If you get reading assignments or other
homework, how do you perform on your
homework? Do you do well?
11) Is (student) assessment important?
Academic English reading proficiency
12) If you look at the courses that you take, is it
important to be a good reader?
13) What does it mean if students have good
reading skills?
14) What about students who have poor
reading skills?
15) How would you grade your personal English
reading skills?

10) In what way do academic reading skills play
a role in your courses?
11) How would you describe the reading level
of the level 100 students in your classes?
12) How would you characterise their reading?
13) How would you characterise your own
reading?

Reading motivation
16) Do individual lecturers motivate you to go
and read?
17) How can the university help students to
improve their English reading skills?
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of the interviewees as much as possible. As a consequence, quotes form a major part of
the reporting. Since the quotes are transcriptions of colloquial speech they may contain
grammatical inaccuracies. For both students and lecturers, each quote is reported in
italic and for each quote the source is reported. For example, in case of a quote selected
from Interview question 3 [I3] that was expressed by interviewee number 8 [i8], this was
categorised as follows: [I3i8]. To indicate the difference between students and lecturers
responses, the letter ‘s’ was added behind the respondent number in case it is a student:
[I3i8s]. The transcription is available upon request.

Exhibit 3: Excerpt from interview with 2 science students from UEW.
Question 9: If you have to read, do you find it easy or difficult?
(m1) Actually, I don’t like reading. I didn’t get that from the start. They used to say to me that
continuous practice becomes a habit [Negative attitude towards reading].
I need to cultivate the habit of reading. I think I have started, since the student diaries. It wasn’t
so easy. [Feeling that reading is important. Reading is not easy.]
Why is it not easy?
Because I don’t like it. [Negative attitude towards reading / repetition]
Why don’t you like it, is it boring, difficult, can you put a word to it?
I feel lazy when I read, as if I am not doing anything. [Reading makes you feel lazy].
When I am reading lecture notes, fine. But I am talking about reading story books, newspapers.
[Lecture notes are fine to read]
Researcher, addressing the other interviewee: If you have to read, do you find it easy or difficult?
(m2) Actually, I didn’t start reading those things when I was young. No story books? No no [No
reading for enjoyment as a child]
But you do have to read some books in order to pass the English exam, right?
(m2) I read very good [Positive self-perception of reading].
How I was trained, how we started the basic education those days, they are reading books
alright. You can read, there is a book for the whole class for a 2 hour period. You alone are not
entitled to read everything; and then afterwards it is collected and kept in the cupboard, so you
go home without books [Poor reading resources at primary school].
And I didn’t have story books at home. [Poor reading resources at home environment].
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5.4.

Results

First, the outcomes of the diaries will be presented. Secondly, the interviews with the
students and lecturers will be reported per theme.
5.4.1

Diaries

All students completely filled in their diaries; no days were left blank. The average time
reported per day was 830 minutes (13 hours and 50 minutes) per day. The student with the
highest average reported 1064 minutes (17 hours and 44 minutes) on average per day, and
the student with the lowest average reported 615 minutes (10 hours and 15 minutes) on
average per day.
Time spent on study-related activities
The outcomes of the student diaries (Table 3), show us that, on average, students reported
spending 416.7 minutes (6 hours and 56 minutes) per day on study related activities, based
on a seven day workweek. This means that students reported to have an average workweek
of 48 hours and 37 minutes. Out of these hours, a total of 185.8 minutes (3 hours and
6 minutes) on average per day were reported to be spent on study activities inside the
classrooms whilst attending lectures, laboratory practicals or tutorials. Tutorials as mode of
instruction were only used for the Social Sciences, whereas practicals in laboratory settings
were reported as a typical mode of instruction for the Sciences.
Students reported spending a total of 231 minutes (3 hours and 51 minutes) on
average per day on study related activities outside the classroom in which homework was
included. These activities included: group work, library research, personal study, online
research, reading textbooks and lecture notes, solving questions and making assignments.
These last two activities seemed to be a more common form of homework for the
mathematics curriculum where students reported to spend 49.5 minutes per day on average
on solving questions and making assignments, whereas group work was most common for
science students (45.2 minutes on average per day).
Students reported spending 21.4 minutes on average per day on preparation
for lectures or laboratory practicals. However, it is possible that students reported their
preparatory course work as part of one of the other categories, such as library research/
personal study, group work or group discussion, and reading lecture notes or hand-outs.
Looking at those categories in more detail informs us that students reported spending an
average of 80 minutes on average per day on library research / personal study, and 32.1
minutes on average per day on group work or group discussion. Furthermore, students
reported to be involved in solving questions, examples, and making assignments during 33.8
minutes on average per day. Finally, students reported spending 41.5 minutes on average
per day reading lecture notes or hand-outs and 16.5 minutes on average per day reading
textbooks or other text materials. These activities could be considered as preparation for
lectures, laboratory practicals or tutorials.
The number of students who read lecture notes (16) is higher than those who
read textbooks (14), and the average amount of time that was spent on reading lecture
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notes is more than double the amount spent on reading textbooks. These figures might be
somewhat distorted by the fact that students could have integrated reading textbooks in
the category library research / personal study (80 minutes per day). However, since students
were asked specifically to report about their reading activities it is assumed that these
results are correct and that students indeed spend more time on reading lecture notes than
reading textbooks.
Finally, students reported spending 5.2 minutes on average per day on online
research for their studies. Out of the 22 participants, 13 students reported using the internet
for study purposes.
Table 3 Time spent on study related activities, average time in minutes per student per day*.
Average
Maths
Students
(n=8)

Activity
Attending lectures (incl. quizzes)

Average
Science
students
(n=6)

Average
Soc. Science
Students
(n=8)

Average all
students

172.8

169.4

22

Nr studentreplies (n)

206.3

129.0

Attending laboratory practicals

0.0

32.4

0

10.8

6

Attending tutorials

0.0

0.0

16.7

5.6

5

206.3
161.4
189.5
(3hrs 26min) (2hrs 41min) (3hrs 10min)

185.8
(3hrs 6min)

Total time spent on study inside
classroom
Preparation for lectures / lab.
practicals

22.5

23.0

18.7

21.4

15

Group work or group discussion

34.1

45.2

17.0

32.1

19

Library research / personal study

64.1

93.6

82.4

80.0

19

Online research (using the internet)

10.7

3.0

2.0

5.2

11

Reading (textbook, unspecified
reading)

13.5

25.7

10.3

16.5

14

Reading lecture notes or hand-outs,
note review

26.8

53.3

44.5

41.5

16

Solving questions and examples,
making assignments, writing notes,
unspecified

49.5

34.2

17.6

33.8

18

0.9

0.7

0.0

0.5

2

Student association (formal position)
Total time spent on study outside
classroom

222.1
278.7
192.5
231.0
(3hrs 42min) (4hrs 39min) (3hrs 13min) (3hrs 51min)

Total study activities per day

428.3
440.1
381.8
416.7
(7hrs 8min) (7hrs 20min) (6hrs 22min) (6hrs 57min)

* On the basis of a seven-day workweek.

A one-to-one comparison between the results of study II and the current results with regard
to time spent on reading textbooks is not possible due to differences in scales. However,
based on the findings in the current study, it is possible to add information about reading
amount at a more specific level (hours per week/day). In study II, 73.5% of the students
reported reading study books every day or almost every day (Table 4). The current study

135

Chapter 5

shows that on average students read textbooks during 16.5 minutes per day. Combining
the results from study II and the current study, in which students from the same sample
participated, would lead to conclude that 73.5% of the students who read every day or
almost every day will do so for a bit over a quarter of an hour (16.5 minutes).
Table 4 Reported frequencies spent on reading study books (Study II) in percentages.
I read study books in English
Amount of reading*
Reported percentages (n = 496)

4

3

2

1

73.5

18.5

6.6

1.4

* 4 = almost every day; 3 = 1-2 times per week; 2 = 1-2 times per month; 1 = almost never

Time spent on non-study related activities
The students’ diaries clearly illustrate that students spend a lot of time on non-study related
activities, adding up to an average of 413.4 minutes (6 hours and 53 minutes) on average
per student per day. This amount is equal to 48 hours and 14 minutes per student per week,
and about the same amount of time spent on study related activities per week. The nonstudy related activities can be divided into four major categories: leisure, religion, eating/
household. Details are presented in Table 5. Firstly, all students (22) reported spending
time on leisure activities, with an average of 148.8 minutes (2 hours and 28 minutes) per
student per day. These social activities are most often done together with friends. Leisure
activities include watching or playing sports and games, watching television, chatting,
texting, hanging or socializing with friends, strolling and beach visits, theatre and music
performance, bathing, relaxing, visit hairdresser or just socializing. Secondly, all students
(22) reported being engaged in religious activities with an average of 88.8 minutes (1 hour
and 29 minutes) per person per day. Quiet time is a private religious undertaking, but most
religious activities are performed in groups. Examples in include church services, religious
meetings and activities, choir practice, choreography ministration, and visitation of people
who are ill or missed the church service. Thirdly, students live in student halls on campus
and have to take care of their own household. With the exception of two (male) students,
all students reported spending time on household related activities, such as cleaning their
rooms, washing clothes (manually), buying groceries, ironing and sweeping. An average of
28.3 minutes per student per day was reported for these household activities. In addition,
students have to prepare their own meals for breakfast, lunch and dinner. All students (22)
reported spending time on cooking and eating, with an average of 88 minutes (1 hour and
28 minutes) per student per day.
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Table 5 Time spent on non-study related activities, average time in minutes per student per day*.
Maths
Students
(n=8)

Science
students
(n=6)

Soc. Science
Students
(n=8)

Average all
students

Leisure: browsing the internet, visiting
an internet café

7.0

20.8

7.8

11.9

13

Leisure: reading a novel or story book

9.1

7.9

7.2

8.1

11

Leisure: general reading, magazines,
journals, newspapers

4.1

10.7

0.7

5.2

4

92.3

151.2

127.2

123.6

22

Activity

Leisure: general**
Leisure Total

Studentreplies
(n)

112.5
190.6
142.9
148.8
(1hr 53min) (3hrs 11min) (2hrs 23min) (2hrs 29min)

Religion: quiet time, church services/
activities, choir practice, prayers,
choreography ministration, visitation

124.4

80.8

61.3

88.8

22

Eating: breakfast, lunch, dinner or
supper, incl. cooking

106.0

69.6

88.4

88.0

22

Household: cleaning, washing/folding
clothes, shopping for groceries, ironing,
sweeping

23.6

26.9

34.5

28.3

20

Travelling

20.2

0.0

1.3

7.2

3

Resting during daytime

55.3

47.5

42.2

48.3

22

0.0

12.1

0.0

4.0

2

Illness
Non-study related activities total
(including leisure)

441.9
(7hrs 22min)

427.5
370.5
413.4
(7hrs 8min) (6hrs 11min) (6hrs 53min)

* On the basis of a seven-day work week. ** Sports, watching television, listening to radio, chatting, texting,
beach visit, theatre, music performance, bathing, hanging out with friends, relaxing, visit hairdresser, strolling,
socializing, unspecified, watching sport, playing games.

During the time of the diaries, some students were taking additional academic courses in
the capital Accra for a special programme. The journey to Accra from Cape Coast is about 3
hours, from Winneba it is about 1.5 hours. The travelling time reported was related to this
programme. Not many students travel home during the semester due to long distances.
All students (22) reported to be resting during daytime, with an average of 48.3 minutes
per student per day. Most frequently this was reported after students had finished their
afternoon meal. Two students were ill during the reporting period.
Finally, the diaries indicate that students spend 11.9 minutes per day on average
online for leisure related activities (Google, browsing, Facebook, etc.). Out of the 22
participants, 11 students reported using the internet for leisure. Some overlap existed
between students who browse the internet for leisure and studies. Further analysis showed
that out of the 22 participants, a total of 16 students used the internet either for leisure or
study purposes during the three weeks of the diary project.
In study II, 23 % of the students reported to read stories or novels almost every
day (Table 6, repeated here for convenience). In the current study, half of the students (11)
reported reading a novel or a story book over a period of three weeks. The average time that
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students spent on reading a novel or story book per day was 8.1 minutes which equals less
than one hour (56.7 minutes) per week on average per student. Combining the results from
study II and the current study, in which students from the same sample participated, would
lead us to conclude that 23% of the students who reported to read stories or novels almost
every day will do so for about eight minutes per day on average.
From all participants, four students reported reading magazines, journals or
newspapers during the reporting period. The average time spent on reading magazines,
journals or newspapers reported was 5.2 minutes per day on average. Since the magazines
and newspapers scales in study II were not combined, it is not possible to compare these
results with the current study.
Table 6 Reported frequencies spent on reading for enjoyment (Study II) in percentages.
I read stories or
Novels in English
Reading
amount*
Frequency in
%**

4

3

2

23.0 33.1 37.7

1
6.2

I read magazines in
English

I read newspapers in
English

I read study books in
English

4

4

4

3

2

1

3

2

11.3 31.3 43.5 13.9 38.0 40.1 16.6

1
5.2

3

73.5 18.5

2

1

6.6

1.4

* 4 = almost every day; 3 = 1-2 times per week; 2 = 1-2 times per month; 1 = almost never. ** Based on 496 students

5.4.2

Interviews with students and lecturers
I Perceptions on teaching and learning

Students were asked what the most important thing is that they can learn at university. The
most important thing that students feel they can learn at university is how to socialize (n
= 6). This is expressed for example by the following quote: How to socialize. […] Because,
I for one, I was anti-social. But when I got to the hall, we were six in the room you know
so I learned how to socialize [I4i1s]. The second most important thing they mentioned is
learning academic content (n = 3). Thirdly, they mentioned tolerance (n = 2). Socialization
and tolerance seem to go hand in hand, as this girl explains: Because when you come here
you meet different people from different backgrounds who have different characters and
behave in different ways [...]. So if you learn to tolerate whatever anyone does it will help you
when you get out of here and you have to learn how to relate to each and every one. So that
you do not get on their nerves or cause trouble for them [I4i7s]. Other things that students
find important to learn are freedom of expression of thought (“You are allowed to stand for
any position that you want in the school. You are given the freedom to stand for whatever
you wish to stand [I4i2s]”, and also teaching skills, discipline, personal development and
discussing and communicating with other people.
Lecturers were asked what the most important thing is that they can teach their
students. Their answers differed from those of the students. Both teaching academic
content (n = 4) and training students to become independent learners (n = 4) came out as
the most important things to teach. This is expressed by the following quote: Students who
are going to leave here on their own in the future, […] you must guide them to learn. You
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are not with them always, how do they learn something? They have to become independent
learners [I5i9]. Furthermore, two lecturers mentioned preparation for the labour market as
important, two mentioned the development of students’ teaching skills and two mentioned
teaching to understand concepts as important. Preparation for the labour market can consist
of practical matters, such as learning how to write a CV and go to job interviews. But also
lessons about (moral) life, honesty, sincerity, punctuality and discipline were mentioned.
The development of teaching skills, illustrated by the following quote, was linked to their
future jobs: to learn adequate teaching styles or enough teaching styles and be able to
impart such knowledge adequately to their students when they go out into the field to teach
too, that is always paramount to us, that our students go out and teach very well [I5i7].
Finally, a range of topics were mentioned by individual lecturers. These include working
hard, personal appearance (how to dress properly as a teacher), social skills, interpersonal
communication skills and conducting research.
Teaching styles and classroom participation
The students stated that the teaching styles of their lecturers are quite diverse and that
they use different teaching approaches. According to the students, some are very good
in teaching, whereas others don’t care whether students understand their classes. No
particular method was described as the most commonly used, but the following three
were mentioned: lectures where lecturers dictate and students take notes (these notes
are sometimes supported by notes drafted by the lecturer), interactive lectures during
which students contribute actively in class by answering questions, engage in discussion or
problem solving (mathematics). The third method that was mentioned was the ‘practical’ in
a laboratory setting for students in biology, physics and chemistry.
In general, students stated that they enjoy going to lectures and find them interesting
(n = 7), especially the ones that they understand and the ones that are interactive. Although
lectures are not compulsory, students (n = 4) stated that they do their utmost to attend
all of them. Not only because they want to keep up with what is being taught, but also
because sometimes lecturers conduct unannounced quizzes. Even at times they conduct
some quizzes and tests unannounced so if you are not around you will miss it. So your grade
will be an incomplete one and you will have to write it again. […] It’s just to check on you,
class attendance. It makes you come to class every day. [I3i2s].
Four students found it important to be on time for class, but the tight schedules
and large distances between venues, especially at UCC, make it difficult. If students are late,
some lecturers ask them to go out and come back next time. The clashes on the timetable
worry students. At UCC students sometimes have two courses at the same time. […] the fact
that some of the lectures end when others are supposed to start. At times the venues are
different. Some may be at the old site and another one at the new site. So you have to rush
to make it and when you come you are even tired. If you are not lucky you are very late as in
30 minutes or 15 minutes. Some lecturers may ask you to walk out of their class [I3i4s].
In spite of their enthusiasm for lectures, four students also mentioned some
negative points. For example, some lecturers do not always show up. And large class
sizes, especially for the general courses (lectures in the amphitheatre) are described as
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problematic. The sound system is of poor quality, or lecturers might not use it; some only
speak and don’t write, use slides or give notes. We have so many in one class, so at times
listening to this lecture becomes a difficult task. […] It is not conducive for learning. Even a
place for writing is difficult, as there is no space. For the electives it is very interesting to be in
the classroom. But for the core subjects we meet in a class of let’s say 400 or 500, you might
not get a place to sit, you have to struggle to find a place [I3i9s].
Three science students who reported going to practicals in a laboratory setting
enjoy those very much; they felt that it is very helping to get first-hand experience and
it improves understanding of the theory. Students found both lectures and laboratory
practicals necessary and important as they work hand in hand. They stated that the
laboratory practicals helped them to better understand the concepts. Because as you work
on it there are certain things you saw and touched so you are able to describe it during an
exam [I3i5s].
Lecturers were asked to give a description of their personal teaching style. The most frequent
style mentioned by the lecturers (n = 8) was student-centred or active learning. However,
three of these respondents stated that the use of student-centred learning depended on
class size. For larger classes this type of teaching method was not deemed suitable and
the more passive ‘lecture style’ would be used instead. In Ghana we teach large classes.
For smaller group I depend on group work and exercises which make the students more
responsible for their learning. In large classes I don’t conduct a number of exercises, if you
have 400 students for 14 weeks you cannot mark them. The maximum number of exercises is
two. It is more a lecture approach with large classes [I4i4]. Therefore, the question remains
whether student centred learning can be carried out in practice as often as lecturers might
like. Student-centred learning was explained as follows: Putting the student in the centre
stage. I don’t give them everything but motivate them to do most of the work themselves
[I4i1], and achieved by active involvement and interaction with students in class: I normally
want to get my students involved in class activities, so my teaching is more of studentcentred [I4i14].
Secondly, six lecturers also explained that their teaching styles were flexible
and influenced by students’ academic level and class size. Maybe I have a kind of flexible
approach that meets the different understanding capabilities of the students. You know,
people understand things in very different ways. As much as possible I try to find out the
differences among the students and then I try to meet the different learning styles that the
students have with the appropriate teaching styles [I4i7]. Although the word ‘tailor-made’
was not mentioned as such, it would be a suitable description for this approach.
In line with this flexible approach, three lecturers seemed particularly concerned
about making sure all students understand what they are teaching. Ensuring understanding
was explained by one of them as follows: All means to make the students at least understand
what I am doing and I resort to it. It is not a question of let me go through it and they get it
or not get it, I will make sure they get it. If a particular strategy is not working I have to look
for an alternative [I4i8].
A variety of other descriptions regarding teaching styles were mentioned by
individual lecturers, all with positive connotations. These included the following: liberal,
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friendly, teach with humour, no pressure, and enthusiastic. One physics lecturer explained
that his teaching is in such a way as to provide opportunities for students to learn and I try to
use all avenues that I can to provide opportunities to learn. This included activating students
to read. Get them reading so that they can broaden their horizon [I4i6].
Three interviewees mentioned the use of PowerPoint as supporting ICT tool.
However, since this was not an explicit question during the interviews the actual number of
lecturers using PowerPoint might be higher.
Teaching as a profession
All but one of the lecturers expressed great enthusiasm for their teaching profession and
showed intrinsic motivation for their work. Only one interviewee, a chartered accountant,
was considering a transfer to commercial business for reasons of better payment. Reasons
for the lecturers’ enthusiasm varied, but the most common argument was the opportunity to
work and interact with students (n = 5). One lecturer explained it as follows: The opportunity
to interact with people and to help them to understand issues of life, it is that which makes
me happy [I3i2].
Secondly, four lecturers mentioned that they like helping students, for example to
discover their talents, to adapt to new situations in life and give them directions on how
they can learn. Thirdly, tangible results of teaching and the impact that graduates might
have on society were mentioned by four staff members as factors of satisfaction; If I have
managed to train somebody to be one of the leaders, the future leaders actually I feel very
good [I3i8]. Fourthly, the personal relations with the students (n = 3) and the opportunity for
personal academic development (n = 3) were put forward by three lecturers as positive sides
of teaching. Personal relations refer to the fact that students sometimes confide in their
lecturers, as expressed by the following statement: They see me as a role model, or even a
parent. Some call me father, there are a number of students that I council. They see me as
their father and they can confide in me [I3i9]. Personal development relates to the fact that
working in a university environment provides opportunities to learn for staff, as expressed
as follows: […] one continues seeking knowledge and building up knowledge. It’s a lifelong
learning process [I3i6]. Other appealing factors that were put forward by individual lecturers
include: freedom, no stress and the fact that remuneration is not as bad as in secondary
school.
In addition to their teaching careers at tertiary level, all lecturers but one have
teaching experience at primary and/ or secondary school level, also referred to as ‘the lower
levels’. One of the lecturers explained that most of the lecturers in both institutions are
professional teachers and about 60-80% of them started teaching at primary level. There
are very few teachers who came straight into the university without coming through the
lower teaching forms at all.
What makes a person a good student?
Students were asked what makes a person a good student. The majority of the students
stated that a good student has to be disciplined and hard working. Examples within this
category include the idea that a student always has to do his homework, is productive, will
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go to the library and do research, reads books as an engaged reader, revises what he has
read and is always learning. And a good student, when you read you should also revise as
you sit down doing your leisure work you should gain to revise all that you have read. That
will help you to store something at the end of your stay. So that it sticks in your mind [I5i10s].
Secondly, the students replied that a good student is academically excellent and morally
upright. A good student should be an academically excellent person, morally upright. You
cannot just go about your lectures [I5i12s]. Thirdly, a good student should have respect for
the lecturers and follow their instructions; one who is able to follow instructions to the letter.
Whatever you are asked to do you are doing at the right time and at the right place and
not cause trouble [I5i8s]. Finally, two students stated that being a good student also means
socially engaged. And socially good, you have to be able to mingle [I5i12s].
The lecturers mentioned several important characteristics of a good student. Most
mentioned was the ability to apply knowledge, concepts and skills in practice (n = 4). In this
academic field [Chemistry] a good student is one who understands […] the concepts very well
and is able to apply it [sic] in other situations very well. From the academic point of view, you
would say this is a good student [I6i7]. Furthermore, a good student is someone who shows
good academic performance (n = 2), is hard working (n = 2), interacts in the classroom (n = 2),
is a team player (n = 2) and possesses presentation skills in speaking and writing (n = 2) and
someone who obeys the rules (n = 2). Finally, answers to this particular question resulted in a
broad range of additional characteristics.: A good student has leadership skills, is innovative,
has respect for colleagues, is subject to authority, obeys rules, is an independent learner,
possesses teaching skills, is a good listener, is someone who concentrates on academic
work rather than on extra-curricular activities and who knows how to conduct academic
research and asks questions. Although the same respondent added: those are the qualities
we normally don’t find in Ghanaian students. They find it difficult to ask questions […] it has
some sort of cultural connotation. If you are questioning the elder you show stubbornness,
so students are not supposed to talk back while elders are talking [I6i10]. The opinions of the
students did not differ that much from those of the lecturers on this topic.
What makes a person a good lecturer?
Two topics came up when students were asked what makes a person a good lecturer. Firstly,
the majority of the students (8) stated that a good lecturer is someone who makes students
understand what he or she is teaching in class. OK, a good lecturer is someone who teaches
and the students understand what he teaches. If he teaches and by the end of the day we
couldn’t understand we say it is a bad teacher [I11i6s]. Teach the students to understand. At
least 80% should understand what he is teaching [I11i9s].
Secondly, the relationship between students and lecturers was said to be
important. Students feel that lecturers must care about them, they should be patient and
friendly, cooperative, respectful, understanding, and able to relate well with the students.
Furthermore, they should make students feel comfortable in class and be able to deal with
slow learners. Someone who is patient. They are human beings, some people are not patient.
And you don’t have to make the students fear. You have to be friendly with the students
[I6i1s]. The lecturer must be able to relate well with the students. He should understand

142

Staff and students’ perceptions on reading and learning: a qualitative approach

the students how they feel about things that he teaches how they feel about he himself
personally and try to cooperate with them [I6i4s]
Finally, the following topics were mentioned as important: a good lecturer sticks
to the course outline, uses a ‘lively’ methodology and humour in class. No remarks about
academic excellence or knowledge of subject area were made.
II Perceptions of reading resources, homework and assessment
Students use lecture notes/ hand-outs and textbooks to prepare for class. Reading
assignments are part of their homework. Whether students find their homework difficult
varies a lot and depends on the topic, type of course and lecturer. For difficult assignments
students cooperate with classmates. In order to prepare for quizzes they mostly use lecture
notes. The main reason for this is that lecture notes prepare students best for the exam
questions: Well, at times the questions that they [lecturers] seem to ask have been answered
in the hand-outs or the lecture notes. So if you really concentrate on the textbook, even
though it will give you a broad understanding, you may not answer the question the way the
lecturer wants you to [I10i4s]. And that is why they are giving you the lecture notes [I10i3s].
The following clarification was given about taking notes and receiving lecture notes: With
the lectures they teach and you have to make your own notes. With the giving of notes they
have drafted some guidelines and they give it out to us [I1i2s]. The use of lecture notes
or hand-outs that are prepared by the lecturer and distributed in class is very strongly
engrained in the Ghanaian school system, also at tertiary level.
Some students prefer reading textbooks rather than just following what the
lecturers say because it gives them an open mind: Reading from the textbook would be
better, because that one you will get an open mind to write any assignment. If it is from the
lecture notes you will be forced to write everything from the lecture notes, but if it is from
the textbook you can add your own understanding [I10i3s].
Sometimes students worry that they don’t get all the essential information while
taking notes in class. Therefore they feel it is important that after the lecture they can verify
their notes with the lecturers’ hand-outs, a textbook or the internet. One thing is also that
the lecture may also get you the notes you have to go and read and get more understanding.
But as you read it, you might not get the explanation very clear. So you go to the net and you
read and you might get the same information but it will explain it better. And sometimes you
read it from the net and you can’t get it and when you read it from the textbook you get the
explanation also better. So it is a matter of comparing and contrasting [I2i9s].
Students stated that there is no incentive for using the list of reference books
that many lecturers provide as part of the teaching materials, as indicated by the following
quotes: Most of the time the lecturers give us the hand-outs. But then we are to go and then
look for the other references and for that one we go to the main libraries [I7i5s]. [Researcher:
But normally you can do without the reference books, if you have the lecture notes?] Yes
[plural]. Everything is coming from the hand-outs and the notes [I7i5s]. And you can get
most of the things from the net [I7i2s].
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Lecturers were asked what kind of teaching materials they use in their courses for firstyear students. Textbooks were mentioned as the most commonly used teaching resource (9
lecturers). They stated that availability of textbooks to students differs per course but that
in all cases students can choose to either purchase their own copy, or use a copy from the
library. We encourage them to buy, but we don’t force them. If they so wish [I7i11]. Students
don’t have personal copies, they use the ones in the library. I advise them to borrow it,
and make photocopies. I have seen students do that [I7i10]. Although in two cases it was
mentioned that there were not enough book copies available, the majority of the lecturers
did not mention lack of access to books, like the students did. Books are available in the
library, but they are not enough. About 30-35 % [of the students] have purchased their own
copy [I7i8].
More than a third of the lecturers stated that they give the students lecture notes.
As stated earlier, the use of lecture notes or hand-outs, is very strongly embedded in the
Ghanaian school system, also at tertiary level. One of the lecturers explained that students
who come from secondary education are used to being spoon-fed: In Ghana we spoon-feed
the students a lot. We do almost everything for them, and it’s very prevalent in secondary
education. In the university students should be more responsible [I3i4]. Although one lecturer
stated that he was trying to make the students work more independently, this is not always
being accepted by the students, as the following quote illustrates: Initially they have not
been used to reading on their own and so on. So they thought it was too much work. I am
shifting my work to them. On one of the assessments a student made a comment that I was
lazy because I was not giving the [lecturer] notes [I9i1]. Although students at university level
are expected to work more independently than at secondary school, still many lecturers in
the system make it possible for students to pass their exam depending on lecture notes only,
as these statements illustrate: We have compiled lecture notes that we give to them and a
reading list. Most of them wouldn’t get all the books, but they will dwell on the lecture notes,
because it is a summary from various books. […] If students would confine themselves just
to lecture notes, and will not be reading the textbook at all, I think he or she might be able
to pass the test [I7i13]. Some lecturers make it possible to pass the exam depending on the
notes only and the passed questions [I7i4].
Six of the interviewed staff members stated that they use reference books as part
of their course. The status of a reference book is a different one than that of a course book.
A list of reference books is often provided to the students, but students are free to decide if
they are going to use them or not. Reference books; it may mean that the students may read
it or not [I7i5]. In addition, students are not assessed specifically on the content of reference
books. Due to this discretionary nature of reference books, many students will not read
them. As one of the lecturers explained: Most of the time students will not read [reference
books]. Textbooks are not available, they can’t get access to them. In every department
there is supposed to be a library, about 80% forget it [I7i4].
Besides textbooks, reference books and lecture notes, a wide variety of teaching
materials was mentioned by the interviewed lecturers to be used in their courses. They
range from content-specific materials, such as coach lab (Physics), microscopes (Biology),
periodic tables (Chemistry) to more general materials, such as blackboard, data projectors
with PowerPoint, and overhead projectors with transparencies. Support materials, such as
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course manuals or course outlines were mentioned by six lecturers; these are used to inform
students about more general course information, e.g. time table, assessment procedures
and homework.
Homework and assessment
Twelve lecturers stated that they expect their students to prepare homework on a more or
less regular basis. Homework can consist of assignments, exercises (sciences), group work.
Reading tasks were mentioned by six lecturers. The purpose of the homework is to prepare
before class or to revise course content of past classes. Just like the teaching styles, the
assignments vary widely and depend on class size, subject matter and available materials.
Examples of assignments are studying pictures or graphs, independent research into a
particular topic, writing an outline or paragraph on a specific topic, reading assignments,
solving (mathematical) problems, prepare class presentation, field trips to the industry
(accounting) or secondary schools, etc. Assignments are carried out individually or in groups.
Students did not report to find their homework particularly easy or difficult.
Difficulty depends on the type of assignment and topic. Four students did state that lack
of library resources sometimes makes it difficult to accomplish the assignment on time. We
have some kind of pressure assignments. Like, he will dismiss you for his class and we have to
submit the assignment by 2 pm. So you will be under pressure. A class of maybe 50 students
and then we are all going to the library for a maybe a book with only 3 copies. So we find it
difficult [I10i4s].
Students were asked if assessment is important to them. All of them confirmed that
it is. They expressed that it is a motivator to perform well on their homework assignments
and that it helps the lecturer to monitor students’ progress. Yes, it helps the lecturer to know
if students are improving. Helps to know if what he is teaching is coming across [I11i11s].
Furthermore, it was stated that assessment is important for students’ career after university:
Because at the end of your stay here you will be graded first class, second class, third class,
etc. And if you don’t get a good class in Ghana you can’t get a good job to work [I11i3s].
Lecturers were also asked how students perform on their homework. Eight of the lecturers
replied positively to this question, stating that students do well, quite good or very well. More
than half of these lecturers also stated that the reason for students’ good performance was
because it is linked to assessment such as quizzes or written assignments. They perform well,
because they know I will conduct a quiz, and it will add up to their continuous assessment
[I9i1].
Three negative remarks were made about the homework performance, ranging
from very poor [I9i3], to some of them are struggling [I9i5] and you see that some of them
don’t have the strong command in writing skills [I9i9]. Because quite often students are
asked to do group work it is difficult to examine the quality of individual cases, as the
following example shows: You will find out that some of them are struggling. When you put
them in groups of 5 or 6 they are able to do it, at least one or two people from the group. It
is obvious from the presentation; one person is always talking. You check whether this other
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person also understands, and you realize the understanding is not there or they haven’t read
[I9i5].
Lecturers stated that they notice from the responses in class whether students
have actually done their homework. When I ask questions […] there is some response, but
not the way it should be. Only a few people respond. Sometimes in a class of about 100 you
get about 5 people. I hate getting answers from the same people. I want somebody else’s
answer [I9i3].
Cheating
Although no question about cheating was included in the interview guide, the topic was put
forward by the interviewed lecturers in their answers to questions 5, 6, 8 and 9. For details
see Exhibit 2 ‘Interview guide for students and lecturers’. Eight of the interviewees stated at
one point during the interview that they suspect students to cheat in their classes, and some
were even convinced that their students cheat. The main concern of the lecturers was that
when students have to make homework assignments they copy from the good students and
present it as if they did it themselves, as the following lecturer explained: Sometimes with
the assignments they copy a lot. I explain to them it doesn’t pay if you copy from your friend.
The little knowledge that you have it is better than getting it through devious means. If it is
grade D and it is out of your own sweat it is better that way then copy to from your friends
and get a grade A [I5i8].
The lecturers explained that large class sizes are stimulating this behaviour of
copying, simply because it is difficult to supervise all students at the same time and to
devote sufficient time to individual cases. Because of the large class sizes quite often more
than one person marks the assignments, which can also pave the way to misuse. As one
lecturer expressed: Because there are many we don’t mark alone. The teaching assistants
mark as well and they have a relation with the students, so there is also something going
on there, behind closed doors. And that is a factor [I6i3]. Only one lecturer did not seem
to mind copying too much; he stated that Even if you copy from a friend, you still learn
something [I9i6]. The topic of cheating did not arise during the interviews with the students.
III Perceptions of academic English reading proficiency
All students agreed that it is important to be a good reader for the courses that they take,
even for courses that mainly concern calculations. Even with those with calculations you
still have to get some basic concepts and understand the terms in that topic. So if you don’t
read widely you would suffer [I12i4s]. They felt that reading is important because it helps
them to understand concepts, to get access to information and do research, and to get
understanding of the content area. Yes, because when you read a lot you get information
that will help you to solve problems around you and make you understand how certain things
happen and other things. So it helps you to research more [I12i10s]. Very much, because you
have to read in order to get the understanding. Because you cannot get the understanding
solely from the lecturer. You have to read, so reading helps a lot [I12i11s].
According to the students, a good reader is someone who reads fluently, with
understanding and as a consequence is good in language and communication. It is someone
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who is involved in research, who studies a lot, who reads often and reads widely. Finally,
according to the students, a good reader can decipher texts and interpret tables and graphs
well.
Students were also asked what the characteristics are of a student who has poor
reading skills. They stated that students who have poor reading skills are reading without
understanding and cannot express themselves very well. That person is very slow in
understanding what he reads. Maybe someone will be reading a text but as you read the
thing he is not following what he or she is reading. He has to go back. Sometimes they read
and realize it’s not all the things that he has read that are in his mind. That person is unable
to capture whatever he reads [I14i6s]. A poor reader is someone, when I see a poor reader, I
will know because the person may not be able to express himself well [I14i2s]. Furthermore,
they stated that poor readers get bored easily, are not serious in their studies, don’t read
wide, and when they have to read out loud they are not fluent, have poor intonation and
feel shy.
Students (n = 98) graded themselves average (between 6 and 8 on a scale from
1-10) with regard to their personal English reading skills; the lowest grade mentioned was
5. This indicates that they don’t perceive themselves to be either poor readers or good
readers. A look at their performance on the reading proficiency test (Table 1) indicates
that this particular sample scored indeed above average on academic English reading
proficiency. The opinions of the students on whether academic reading is easy or difficult
varied. Logically, as they stated, reading difficulty varies per text type or book. However, they
indicated a number of factors that make reading easy or difficult for them. First, familiarity
with the topic, for example whether or not a topic or concept has been treated in class.
Students stated that reading assignments for courses that are new or outside their field of
study can be difficult. Secondly, they found the type of language used in the textbooks to
be sometimes difficult to understand because most textbooks are written by foreigners.
For example, the vocabulary in the textbooks can be different from the vocabulary that the
lecturers use in their classrooms. Finally, the students said that if the amount of reading that
they are required to do is too much, they find it difficult and boring to read.
Academic English reading proficiency
Lecturers were asked in what way academic reading skills play a role in their first-year
courses. Only one lecturer stated that students don’t have to read texts for his course; all
the other lecturers have integrated reading assignments or texts into their lectures. The vast
majority of the lecturers (12) stated that academic reading skills are very important. Yes,
English reading is important. Those skills will help them to go and do research. If you have
to read about a topic that you have been taught, you need to read further [I10i14]. It was
also noticed that reading well influences academic performance and class participation. A
student who is able to read and concentrate is likely to perform better. Those who achieve
high grades are those who are really reading seriously or who do frequent reading [I10i6].
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Not all students were able to answer this question
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You realize that students who are able to read the assigned texts are interactive in class. But
students who do read tend to participate well in class discussions [I10i7].
Lecturers were asked to describe the reading level of the first-year students. All
but one lecturer stated that the reading level of first-year students is low and in need of
improvement. The interviewees mentioned several problems related to academic reading
proficiency. The majority of the complaints (n = 9) were about students’ lack of time spent
on reading in general. They put forward that students don’t read if you ask them to or don’t
like reading but prefer listening. It is not encouraging. I don’t know whether they are not
used to it, or they don’t like it or they don’t want to. I don’t know the right way to describe it,
they just don’t read [I12i3]. In the first place a lot of them are not reading. I have no figures
on that but I can say that in a large class about 95% of them are not reading textbooks. […]
You go to the library and you see students they are reading their notes, not textbooks [I12i4].
Secondly, according to the lecturers (n = 8) lack of reading skills is a problem. In
particular lack of the following skills were mentioned: limited vocabulary, bad pronunciation,
not able to identify main topics in a text, interpreting the context in which words occur, and
lack of critical reading skills. Some students don’t read because they don’t have the skills.
Lack of textbooks plays a role, but also lack of skills. […] But even the few who do pick up
the books to read, they really need the skills. And that is the reason why students will not go
to the library and make the effort to read, because they prefer to read from their notes, the
teacher has said it, explained it and made much easier. […] He finds it very difficult to learn
on his own [I10i4]. You see some students reading they have a pencil and go through the
reading in the book. Try to identify what is important in the reading and sometimes they end
up underlining everything instead of identifying of what is important [I12i1].
Another limitation with regard to academic reading that was put forward by the
interviewees (n = 5) was the lack of students’ perseverance when reading texts. The lecturers
were under the impression that students give up easily if they don’t understand a text. It
was stated that students read hurriedly without taking notes and get bored with long texts.
They cannot read much. When you give them so many pages, they get bored. They always
do their selective reading. Where they think it is too difficult they will jump over it. They try
to go to places where they think the reading will be easier, in terms of understanding. Those
areas which they think they are familiar. They will try to go to those areas of which they have
a basic understanding [I12i10].
Fourthly, students’ reading speed and fluency was considered to be a problem (n
= 5). They haven’t acquired the skill of reading fast. So that is why they complain that they
have too much to do. And they expect me to read and summarize for them, to lessen their
work. Because they haven’t got the skills. It takes them a long time to read a piece of text.
That is a problem we are still grappling with [I11i1].
Finally, lack of comprehension was considered to be a feature of first-year students’
reading problems (n = 2). If you write anything in English they will read, but their next
problem question is how they will comprehend? How will they get the facts from what they
have read […]. To be able to read and take note of the important aspects of what they have
read, we do encourage them or at times guide them to read. Comprehension is a problem
[I11i8]. Reading without comprehension was referred to as recall reading.
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One of the lecturers explained that low reading levels exist because the course
content is being carried by the English language, which is not the mother tongue language
for Ghanaian staff and students. He gave the following example: If you are dealing with
biology for example, you will have to take time to understand the word ‘DNA comprising’
before you can understand the content. I should like to think that mother tongue speakers
will not have these problems [I12i5]. No other reference to mother tongue language was
made during the interviews.
Although some lecturers seem to be able to explain what kind of problems students
encounter while reading academic texts, still many questions remained amongst the lecturers
about the skills, behaviour and attitudes of students with regard to reading for academic
purposes. Is it a reading or a writing problem, or do they not read in an efficient way? Do
they read hurriedly without taking notes or can’t they just get the facts from what they have
read? Do they read at all? These are some of the questions that lecturers asked themselves
during the course of the interviews. Four lecturers referred to the communicative skills
course that is offered to all first-year students as a solution to the reading skills problem.
Primary and secondary education in Ghana
During the interviews many lecturers (9) indicated that students’ problems with academic
reading skills have been built up in primary and secondary schools. They state that the lower
levels are responsible for the reading problems faced by first-year academic students. The
following example expresses this view: So, I would like to push some of the blame to teachers
handling them at the lower forms at the primary and senior high. Just to help them find a
way to improve the reading skills. Because here, we are not expected to teach the reading
skills, it is not our job to teach reading skills. At the lower form it is in the curriculum that they
should read a certain amount to or have a fair knowledge of the English language [I10i8].
One major problem at primary and secondary schools that was put forward is the lack of
resources and books. If you go to a very typical village, and a school, you realize that the
textbooks are not there so the child has nothing to read. In some urban areas parents will
supplement what the government has done, by buying books for them [I10i8].
Furthermore, the large difference in quality between schools was put forward
as problematic by the lecturers (n = 3). This causes different levels of academic reading in
their classrooms. They hardly read, only well-endowed schools, the top schools. […] Ghana
government is aware that students shy away from reading. Teachers are now to use all
kinds of methods to make students read. But the less endowed schools don’t even have
books, that’s what’s happening. And if they have books they are not very relevant [I15i1].
We cannot talk of parity in the quality of education in pre-university education institutions.
In Ghana, […] Wesley Girls is an A school, there are B schools, C schools, etc. When you have
all these people, you will find that some of them are having difficulty [I11i11].
Finally, one lecturer mentioned the ‘spoon-feeding’ of students. Students at
primary and secondary level are not trained to be independent learners. There [at SSS] they
are spoon-fed. They [the teachers] are reading textbooks for them, they use oral pamphlets,
that their teachers prepare, not textbooks [I11i4].
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Lecturers were also asked to characterise their own reading. The responses to this question
varied widely. Six lecturers state that they read a lot and four stated that they like reading.
Another five replied that they don’t read novels or story books. I like reading a lot but not
story books, I like reading the bible, physics books and newspapers. The story books are for
my kids. In Ghana we call novels story books. I like reading some of these magazines [I13i10].
The most common genre that lecturers read is newspapers (n = 6) and subject area
reading for teaching and reading for research and PhD programme (n = 6). Finally, reading
the bible, magazines and reading on the internet were mentioned. I do a lot of reading,
critical reading. Subject area reading. No novels, I don’t have time for that. I glance through
the newspapers. I briefly flip over [I13i6]. One lecturer commented on his personal reading
skills and stated that he is not a fast reader. I am not a fast reader. When I read I read slowly
and trying to make sense of what I am reading. Because I have not had the training […] that
I need [I13i1].
Access to books
The majority of the students (11) indicated that access to books in the library and bookshops
at both UCC and UEW is a problem. In addition to that, seven students stated that many of
the books are old and difficult to read. But for most of our textbooks, the understanding
is very difficult to grasp, because they are written by foreign maybe tutors or something
[I7i11s]. Yes, I agree with what he is saying. I think the vocabulary in the book might be
different from what the lecturer uses [I7i12s]. The lack of books and poor quality of the
(outdated) material cause delay, stress and frustration, as the following quote indicates. At
times I go to the library and finding books is very difficult; you may not get the books over
there. I describe it as old books. Because if you read, you don’t even understand because
the language is old. And the type of book that you want, you cannot find it over there.
Maybe you have to buy, and then even buying those books is not easy. At times you go to the
bookshop, you request and you will not get it. So it’s difficult. So we take what the lecturers
give us. At times they write notes and when we go you read them [I2i8s]. Most of the time,
the copies at the library are not enough for everyone to get. So by the time you go someone
has borrowed it and when the person returns it someone else comes for it, so if you don’t
have a personal copy you would really suffer. And at times, when we order for our own
copies it delays, by the time they bring the books they might have finished the topic [I7i4s].
Especially the UCC students felt that they are not encouraged to use the books in
the library, because there is lack of time and stress. Even your lecture notes you don’t finish
reading; going for more textbooks is kind of tedious, it’s very tiring. We don’t even have
the time to go to the library. Because you have the lecture notes to read, you have a quiz
tomorrow [I17i3s].
Reading online
Because textbooks and reference books are not always available, 9 students reported to
use the internet to add information to their course materials but also to clarify their lecture
notes. Over half of the students stated that they found reading online easier than reading
textbooks, because textbooks were found to be boring and time consuming. Furthermore,
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they stated that you have to read much more before you get the point than if you would
consult the internet. From the net you get the straight point, straight away. But in a book
you have to read, read, read [I9i3]. If you are using the textbooks it takes a lot of time, but
if you are using the net it is very easy [I8i7]. A disadvantage of the use of the internet is the
cost: When you go to the net you have to pay for it, and before you know your time will be
up [I9i5].
IV Perceptions of reading motivation
Students were asked whether individual lecturers motivate them to go and read. All students
confirmed that lecturers motivate them to read by giving them reading assignments as
homework. These assignments are not always discussed in class by the lecturers, but students
usually do their homework. By the discussion in class they will know if you have really read
it. If you have not read it, you will be disgraced in the class. You better get prepared before
a lecture, the reading, you have to [I16i3s]. Sometimes they give us reading assignments.
So you have to go to the library to do research, so that you can do the assignment. And
sometimes when you come to class they ask questions about the assignment. [Researcher:
What if you don’t read the assignment?] You are not going to be in trouble but you are not
going to be comfortable. You are not going to feel fine. You feel like, oh inferior [I16i1s].
Lecturers were asked what their role is as a lecturer to motivate students in
their reading process. Responses were divided. Eight of the interviewed lecturers were of
the opinion that they have a role to play but six of them put forward that it is not their
responsibility. If we look at the positive answers, those who stated that they can influence
the reading process, made a variety of suggestions as to how to influence students’ reading
behaviour. First of all, lecturers put forward that it is possible to motivate students within
the courses that they teach. Not only by selecting exciting texts and pointing them into
interesting reading material, but also by using assessment and including elements of
competition. Some gave examples of typical learning activities that stimulate students
to read in their courses, such as preparing notes and presentations, specific reading
assignments, looking up information in textbooks and analyse it, and projects or work for
which they have to seek information from textbooks. Well I think that my role as a lecturer
is for students to understand the kind of things that we need to do in class. I have a role to
play in getting them to be exited in the texts. That’s why some of the texts we choose had
to have a local colouring [I14i11]. The motivation I see is that when I tell them to read I ask
them to prepare a small note and ask them to do a small presentation. We try to decide
which presentation was the best. This urges them on to read. When I realize that thing [that
presentation] makes them read, when there is some element of competition I use it [I14i1].
A limitation to these learning activities is the large number of students in the classrooms.
Because they are many, it is difficult to monitor their progress or ask them to read during
class. In addition to that, for larger classes the number of books is limited.
Secondly, talking to the students was mentioned as means to influence their
reading behaviour (n = 3). At least you have to direct them to read what is good. I always
tell them they should read for improvement in the English language. If you don’t read, if you
don’t listen, then how do you get language? [I14i8].
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Finally, serving as a role model and showing personal interest in reading was stated
to have a positive impact on students (n = 2). I have to advise them, that’s what I do most of
the time. And serve as a role model and show that I am also reading. The fact that I am using
all these books is showing that I am reading widely [I14i6]. The lecturers who stated that it
is not their responsibility to engage students in reading activities felt that it belongs to other
areas or persons in the system to take care of reading, such as the students themselves, the
communication skills department or the faculty of Arts. This idea is reflected in the marking
system, where the correct use of language or clarity of expression is not emphasized. I
will not award any marks for good language. As I did say, we are not even concerned with
achieving good reading skills, it is not even part of it, we are not even thinking about it
[I14i2]. One lecturer just never thought about it: I never gave it much thought; I haven’t
given much attention to this. That was never my role [I14i7].
Students were asked how the university can help students to improve their English
reading skills. The following suggestions were made: getting more books in the library and
revise the ones that are there, make them more interesting, hire good teachers who teach
English, give more reading assignments that are tied to assessment because it will force
students to read, and organize reading competitions between students. The school the
university has to be staffing of the books in the library, the reading books, course books, so
many things. When someone goes to the library and will find out that the edition of the book
there is very old, somewhere in the 1990s, that person will be thinking oh it is old, I won’t
read it. New books, new versions, new additions are out. We’ve got to find out what they are
[I16i6s].

5.5

Conclusion and discussion

The first research question that was posed at the beginning of this chapter was ‘How do
B.Ed. students spend their time during the academic semester, in particular on reading for
academic purposes?’ To address this question, 22 students were asked to keep an activity
diary covering a period of three weeks during the academic semester. Several important
findings can be reported. Since these findings are strongly intertwined with the results
of the other four research questions that were posed, they will be reported jointly with
the findings from the interviews. The overall results will be presented in the following
categories: I) teaching and learning environment, 2) the role of academic English reading
proficiency in the curriculum, 3) reading resources, homework, and assessment, and 4)
reading motivation. Finally, the results of study I and II will be discussed briefly in the light
of these new findings.
I Teaching and learning environment
The academic teaching and learning culture at UCC and UEW appears to be a positive
one. Lecturers show intrinsic motivation for their work, and the opportunity to work
and interact with students is an important factor of satisfaction. The altruistic motive of
imparting knowledge and interest in working with young people was also found in the study
by Stephens (2007a) amongst beginning student teachers in Ghana. Students as well are
enthusiastic about participating in lectures and laboratory practicals, activities on which
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they spent many hours per day. A variety of teaching styles are practiced at UCC and UEW,
ranging from more passive lectures to interactive lectures and laboratory practicals.
The teaching and learning environment at UCC and UEW is also an environment
in which many hours are spent on study-related activities. As much as 48 hours and 37
minutes per week were reported by students on academic work inside and outside the
classroom. Compared with their peers in the United States and Europe this is a lot. Babcock
and Marks (2011) analysed academic time investment by full-time college students in
the United States, based on data sets from different time periods. They discovered that
in 1961, full-time students spent 40 hours per week on study related activities (class time
and studying), whereas in 2003, they spent about 27 hours per week (Babcock & Marks,
2011). Taking a European perspective on the matter, the Accreditation Organisation of the
Netherlands and Flanders (NVAO) expects Dutch students to spend 1680 hours per year on
study related activities. This comes down to approximately 40 hours per week, based on an
academic calendar of 42 weeks (NVAO, 2013). However, this is expected time; whether or
not Dutch students actually spent this amount of time on study-related activities depends
on the individual student. In 2011 the Dutch ministry of Education commissioned an
investigation into the actual time that Dutch students in Business administration spend on
their studies. Student activity diaries were used to collect the data. The study revealed that
first-year university students in business administration spend 188 minutes (3.1 hours) per
day on study-related activities, which equals almost 22 hours per week based on a sevenday workweek. However, during the exam weeks this amount increased to 337 minutes (5.6
hours) per day, which equals approximately 39 hours per week, based on a seven-day work
week. In other words, Dutch students spend fewer hours on their studies than the Ghanaian
students, even during exam-weeks. The authors of the Dutch study also reported that the
amount of time that students spend on household/eating is similar as the amount of time
they spend on study-related activities. However, Dutch students spend most of their time
on leisure activities such as watching television, listening to music and doing computerrelated activities (Torenbeek, Suhre, Jansen, & Bruinsma, 2011). In summary, based on the
self-reported activity diaries, the Ghanaian students seem to be spending more time on
study related activities than their peers in the US and the Netherlands. In section six of this
chapter, the validity of the student diary-method will be discussed further.
From the total of hours reported by Ghanaian students to be spent on study related
activities, 21 hours and 40 minutes on average per week are spent in the classroom and 26
hours and 57 minutes are spent outside the classroom. The latter category includes group
work, library research, personal study, online research, reading textbooks and lecture notes,
solving questions and making assignments. Again, this is far more time than their peers in
the United States reported. In another paper by Babcock and Marks (2010), it is stated that
in 1961, students spent 24 hours per week studying outside the classroom, whereas in 2004
that number had decreased to 14 (Babcock & Marks, 2010).
If we look at expectations with regard to student behaviour, Ghanaian lecturers and
students share similar opinions about what the characteristics of a good student should be.
They agree on the fact that a good student has to be disciplined and hardworking, must be
academically excellent, has respect for the lecturers and should follow the rules. In addition,
lecturers feel that a good student should also be able to apply knowledge, concepts and
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skills in practice and ask questions in class, although one lecturer put forward that asking
questions to the elder is not always accepted in Ghanaian culture. This is in line with findings
by Stephens (2007b) in his study on Ghanaian basic education, who states that “As a child
he or she is expected to listen to their elders, who are experienced and who know ‘better’”
(p.88). The fact that both students and staff seem to agree on these characteristics indicates
that students know what is expected of them.
Lecturers and students have different expectations about what is important for
students to learn at university. Remarkably, students reported socializing to be the most
important thing that they can learn at university, even more important than learning
academic content. The students spend 148.8 minutes (2 hours and 28 minutes) on average
per day on leisure activities (see Table 5). These activities include watching or playing
sports and games, watching television, chatting, texting, hanging out or socializing with
friends, strolling and beach visits, theatre and music performance. In addition to leisure
time, students also spend almost an hour and a half (88.8 minutes) on average per day on
religious activities that contain social elements. The important role that religion plays in
students’ lives fits well within the highly religious Ghanaian culture. It is clear that students’
priorities are different from those of the lecturers, who stated that academic content and
training students to become independent learners are the most important things to teach.
Finally, if we look at the more practical side of the teaching and learning
environment, we see that students mentioned a variety of logistical challenges that
interfere with the teaching and learning process. These include: tight timetables, large
distances between venues, and large class sizes. The concerns about large class sizes were
shared by some of the lecturers. As a consequence of large class sizes, space is limited
and sound quality is problematic. For lecturers, large classes limit the possibilities to use
a student centred learning approach. Consequently, more passive forms of education are
used. Furthermore, large classes foster an environment of cheating, which has impact on
the quality of education.
II Perceptions about academic English reading proficiency
Lecturers made strong statements about the reading level of first-year students. According
to them, the students’ academic English reading proficiency level is low and in need of
improvement. The most important issue that was put forward is the lack of compliance
with reading assignments. In other words, students don’t seem to read as much as lecturers
would like them to. If we look at the activity diaries, we see that on average, students
only read textbooks for 16.5 minutes per day. Compared with other studies (Berry, Cook,
Hill, & Stevens, 2011; Sikorski et al., 2002, see details below), this is not much. Lecturers
at UCC and UEW are not alone in complaining about students’ lack of compliance with
reading assignments before class. In recent years, there has been an increasing focus on
students’ non-compliance with reading assignments in higher education. This growing body
of research implies that students’ lack of reading assigned texts is a universal problem in
academia. Although this research mostly comes from western educational settings, many
similarities exist with the reading challenges at tertiary level in Ghana, as the following
examples will indicate.
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Sikorski et al. (2002) surveyed 1178 first-year psychology students at two American
universities regarding their use of introductory level college texts. They discovered that the
students spent less than three hours per week reading their texts. Most students believed
that studying class notes and attending lectures were more important than reading the text
for receiving a good grade. Clumb, Bauer and Bradley (2004) examined the extent to which
students in different psychology courses reported reading their textbooks. They found that
students read on average 27.5% of the assigned readings before class and 70.0 % before
an exam. Although they did not investigate the reasons underlying this behaviour, they did
find that the majority of students (61.6%) felt that teachers should tell them exactly what
is important in the reading materials. In a more recent study by Berry et al. (2011) on the
use of textbooks among 264 undergraduate finance students the authors conclude that
“students know it is important to read, know the professor expects them to read, and know it
will impact their grade, yet most students still do not read the textbook” (Berry, et al., 2011,
p. 38). Their results show that approximately 92% of the students reported that they spent
three hours or less reading their finance textbook, which is consistent with the findings of
Sikorski et al. (2002). Additionally, only 18% of the students reported that they frequently or
always read before coming to class, which is even less than what students reported in the
study by Clumb, Bauer and Bradley (2004). Being busy was put forward as the number one
constraint. Students were especially busy with following classes, working to earn money,
and other extra-curricular activities. Brost and Bradley (2006) investigated student reading
behaviour in a more advanced level Philosophy course and conclude that students rarely
completed all the reading assigned.
Students’ lack of reading textbooks is not specific for any particular field of
study. Apart from the examples described here from Psychology, Finance and Philosophy
courses, there is other evidence from Science, Sociology, English as a Second language,
Communications and Education courses (Starcher & Proffitt, 2011). Not only is the noncompliance issue affecting many fields of study, the problem is also increasing over time. In
their longitudinal study, from 1981 to 1997, Burchfield and Sappington (2000) found a trend
of non-compliance with reading assignments amongst 910 Psychology students. According
to the authors, compliance rates “declined dramatically” (p.59) over the sixteen years that
they investigated the reading behaviour of their students (Burchfield & Sappington, 2000).
The fact that academic students read less fits in an international trend of reading decline,
reported in a number of studies over the past ten years (Lyengar, 2007; Skaliotis, 2002).
Apart from the lack of compliance with reading assignments, the Ghanaian lecturers put
forward other problems related to students’ academic English reading proficiency. They
mentioned problems such as poor reading skills, limited vocabulary, bad pronunciation, not
being able to identify main topics in a text or to interpret the context in which words occur,
and lack of critical reading skills. Also, reading speed and lack of comprehension (recall
reading) were considered to be a problem. Both lecturers and students made remarks about
students’ lack of perseverance when reading long texts. Students seem to get ‘bored’ easily
when reading longer texts. Coping strategies include changing from one text to another, or
going online to find information on the same topic. This behaviour seems to fit in with the
cycle of frustration discussed by Nuttall (2005). Readers who find it hard to understand what
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they read do not enjoy reading and will read as little as possible and due to lack of practice
will not improve on their skills (Nuttall, 2005). Since it is likely that students will be faced
with long texts throughout their academic career, training them in processing long texts and
teaching them about discourse organisation is important.
The student diaries also indicated that the internet is used as an additional source
to textbooks and reference books. Reading online was reported to be easier than reading
textbooks, because textbooks were considered boring and time consuming. Furthermore,
students stated that they had to read much more before they get the point in a textbook
than if they would consult the internet. In spite of their apparent preference for reading
online, their diaries indicate that they only spend 11.9 minutes per day on average online
for leisure related activities (Google, browsing, Facebook, etc.) and another 5.2 minutes per
day on the internet research for their studies. A total of 16 students used the internet either
for leisure or study purposes during the three weeks of the diary project. A study by Jones,
Johnson-Yale, Millermaier and Seoane-Pérez (2009) investigated how college students in the
United States use the internet. Based on a sample of 7421 students they found, amongst
other things, that 94% of the students reported spending at least one full hour on the
Internet every day. Compared to their peers in the US, Ghanaian students in the current
study reported to use the internet less frequently and for shorter periods of time. It is very
well possible that students are limited in their internet access due to lack of computers in
the institutions.
In the current study, only half of the students reported reading a novel or a story
book over a period of three weeks. The average time that students spent on reading a novel
or story book was 8.1 minutes per day. Only four students reported reading magazines,
journals or newspapers during the reporting period. The average time spent on reading
magazines, journals or newspapers was 5.2 minutes per day on average. Reading for
enjoyment is an important predictor for academic achievement. Mol and Bus (2011) for
example found that for college and university students, print exposure explains 34% of the
variance in oral language skills, and that frequent readers are more successful students (Mol
& Bus, 2011). Consequently, lack of time spent on reading for enjoyment contributes to low
academic English reading proficiency levels. Since the student sample of the current study
scored above average in the academic English reading proficiency test, it is not surprising
that they perceived themselves to be good readers who do not find reading assignments to
be particularly difficult.
Finally, in spite of the negative perceptions of lecturers about students’ reading
proficiency, both students and lecturers agreed that academic reading is a very important
aspect of all university courses. According to students, a good reader is fluent, understands
what (s)he reads and is fluent in language and communication, is involved in research, studies
a lot, reads often, and reads widely. On the other hand, they stated that students who have
poor reading skills are reading without understanding and cannot express themselves very
well. Poor readers get bored easily, are not serious in their studies, do not read widely, and
when they have to read out loud they are not fluent, have poor intonation and feel shy.
Interestingly enough, these are precisely the skills that seem to be lacking amongst students
in the views of the lecturers.
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III Perceptions on study resources, homework and assessment
Firstly, there seems to be a mismatch between students and lecturers opinion about
accessibility of textbooks for study purposes. Only two lecturers indicated that there is a
lack of books in the library, whereas all the others stated that books are available in the
library or bookshops. Students depict a much more negative picture of the library resources
and reported that access to books is a severe problem that causes stress and frustration
and hampers their preparation for academic assignments. Moreover, the books that are
available are old and difficult to read. The lack of access to books and poor quality of books
does not motivate students to undertake reading assignments by themselves, let alone
engage in extensive reading. This is a severe problem that hinders the further development
of academic reading proficiency.
The use of lecture notes is very strongly embedded in the Ghanaian higher
education institutions. Students use lecture notes, hand-outs or textbooks to prepare for
class. Both lecturers and students confirmed that lecture notes prepare students best for
the exam questions. The activity diaries indicated that the number of students who read
lecture notes is higher than those who read textbooks, and the average amount of time
spent on reading lecture notes (41.5 minutes per day) is more than double the amount
spent on reading textbooks (16.5 minutes per day). The fact that many lecturers still make it
possible for students to pass their exam depending solely on lecture notes does not provide
incentives for the students to read texts independently. This system is not conducive to
training important reading skills such as critical reading, summarizing, and retrieving main
ideas from a text. In addition, it does not provide opportunities for extensive reading.
A confusing element in the homework situation is the use of reference books.
Students stated that there is no incentive for using the list of reference books that many
lecturers provide as part of the teaching materials. The use of reference books is a remarkable
phenomenon and it should be seriously questioned what exactly the purpose is of these
reference books. Distributing lists with reference books without assessing their content
gives the wrong signal to students, especially in a culture where assessment is considered
to be very important. For students, assessment is a strong motivator to perform well on
homework assignments. Lecturers confirmed that students’ performance on homework is
influenced by the use of quizzes and written assignments.
Finally, lecturers were seriously concerned about cheating, especially related
to homework assignments. Large class sizes stimulate this behaviour of copying, simply
because it is difficult to supervise all students at the same time and devote sufficient time
to individual cases. Although students did not report anything about cheating, they did
mention that for difficult assignments they work together.
IV Perceptions of reading motivation
All students stated that lecturers motivate them to read by giving them reading assignments
as homework. Although these assignments are not always discussed in class by the lecturers,
students reported making their homework regularly. Lecturers were divided about what
their role is in motivating students to engage in reading. Almost half of the lecturers did not
perceive it as their task but as the responsibility of other areas or persons in the educational
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system. The ones who were considering it as their task to motivate students to read shared
plenty of ideas to stimulate reading. Again, the large number of students in the classes
limits a proper implementation of these learning activities. In addition, for larger classes the
number of books is limited.
The following suggestions were made by the students to address the reading
problems: getting more books in the library and revise the ones that are there, make them
more interesting, hire good teachers who teach English, give more reading assignments that
are tied to assessment, and organize reading competitions between students.
The literature proposes multiple strategies to overcome the problem of students’
non-compliance with reading assignments. A popular strategy is quizzing. Many scholars
suggest that quizzes on textbook content will improve the preparatory reading work of
students (Burchfield & Sappington, 2000; Carney, Fry, Gabriele, & Ballard, 2008; Sikorski, et
al., 2002; Starcher & Proffitt, 2011). Although Marchant (2000) found that prior awareness
of a quiz makes students indeed read an article more thoroughly, which results in greater
knowledge of the text content, there are studies that suggest that students themselves do
not perceive quizzing to be effective. Rather, they prefer lecturers to make a better use of
the reading material in the lecture or discussion (Brost & Bradley, 2006), or they would
like to receive more direction and guidance on exactly what to read (Berry, et al., 2011).
Brost and Bradley (2006) emphasize that pedagogy and teaching behaviour of academic
staff can effectively decrease reading apathy among students. They claim that it is the way
that faculty members integrate and use assigned reading in the classroom that can affect
how students perform and take responsibility for their own reading (Brost & Bradley, 2006).
Other suggestions from the literature, based on students’ perceptions, include giving less
reading homework, providing a reading guide or choosing better reading materials (Brost
& Bradley, 2006). Yet others propose to give extra credits to students who complete their
assigned readings or to engage students in developing their own textbook material (Clump,
Bauer, & Bradley, 2004). Whatever solution works best depends on the specific educational
and cultural context in which the problem occurs.
Interpreting study I and II from a new perspective
In the introduction of this chapter, the question was raised as to what caused the absence
of correlations in study II between reading attitude and reading proficiency on the one hand
and reading amount (novels, magazines and newspapers) and reading proficiency on the
other. The low correlation (.08) between time spent on reading study books and academic
English reading proficiency found in study II was questioned. It was stated that knowing
more about the details of students’ reading amount and the type of reading they engage in
might provide explanations for these low correlations. Furthermore, the question was asked
what other factors, besides reading attitude, might influence students’ reading proficiency
at UCC and UEW.
First of all, reading amount as investigated in the current study indicated that
although many students in study II claimed to read on a daily basis (73.5%), the amount
of time spent on reading textbooks is in fact 16.5 minutes per day. For novels it is about
eight minutes per day, for magazines and newspapers together it is about five minutes per
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day. These findings suggest that students may be reading often but that the quantity of
their reading is fairly limited. This would explain the lack of correlation between reading
behaviour and reading proficiency in study II.
In addition to reading attitude, other factors might influence reading proficiency.
UEW and UCC students’ problems with academic reading skills have been built up in primary
and secondary schools, due to a system of ‘spoon-feeding’ and lack of resources and
books. The prior instructional history of a student is known to influence students’ literacy
development in later years (Grabe, 2009). Therefore, many students who come in at tertiary
level are not trained to be independent learners. Consequently, their reading levels are low
and in need of improvement. Moreover, because of the large quality differences between
pre-university education institutions, lecturers have to deal with varied levels of academic
reading skills in their classrooms. It goes without saying that this will not favour the students
who do have sufficient reading skills.
Once students are in the tertiary educational system, problems with academic
reading proficiency are partly maintained because of a number of contextual factors: lack of
access to textbooks and poor quality of books, an academic culture of using lecture notes,
large class sizes with few possibilities for individual attention and cheating, no ownership
of the reading problem amongst staff and few motivational practices by academic staff
members. Students reported spending a lot of time on their academic work, more than their
colleagues from the US or Europe. However, in terms of reading amount, the current study
discovered that students do not spend many hours on reading textbooks nor do they read a
lot for enjoyment. More than anything, they are spending their time on attending lectures,
group work or reading lecture notes. These are not the kind of activities that train students
to develop critical reading skills, or lead to deeper learning. Although many hours are spent
on study related activities, the question arises if these activities are effective in developing
their academic English reading proficiency.

5.6

Limitations of the study

In the current study, student activity diaries were used to investigate students’ reading
behaviour. Furthermore, the perceptions of students and staff concerning the academic
reading context at UCC and UEW were investigated during a number of interviews. Both
instruments have yielded informative data. However, some limitations of the instruments
must be kept in mind when interpreting the results. These limitations will be discussed in
the following sections.
Students’ activity diaries
In the activity diaries students reported spending as much as 48 hours and 37 minutes per
week on academic work inside and outside the classroom. Since this amount seems rather
high, especially when compared with their peers from the United States and Europe, the
question arises whether students reported accurately. Stanovich (2000) indicates that using
personal diaries as a methodology to measure reading or study activity faces two difficulties.
First of all, the retrospective estimation of time spent on particular activities during the day
is a difficult task. As a consequence, the question arises how valid these estimations can be.
159

Chapter 5

Secondly, social desirability may influence students’ reporting as they might be inclined to
paint a more positive situation of their study behaviour than is real. The outcomes of the
diaries should be interpreted in the light of these restrictions. To address these reliability
issues, the activity diaries were checked for completeness by research assistants during the
first week of the investigation. Furthermore, students were prompted by text messages and
email on a regular basis to remind them of their task.
In spite of the limitation of the chosen instrument, there are a number of
indications in the data that could indicate students’ truthfulness in reporting. First of all,
the amount of time reported on non-study related activities is equally high compared to the
time reported on study related activities. If students were to paint a more positive picture
of their study behaviour they would probably have limited the amount of time reported on
non-study related activities. Secondly, the diaries include a lot of (personal) details on both
study and non-study related activities. Examples are: ‘taking my bath’, ‘eating breakfast and
washing dishes’, ‘on the field watching inter-house games’, ‘going to the hairdresser’, ‘going
through my Geometry notes’, ‘making photocopy of study materials’, ‘a visit to the bank
to redraw money’, ‘visiting friends, watching movies and going out to have fun’, ‘Woke up
from bed, bath and washed my dirty clothes’ . The fact that students included many details
in their diaries, often at a personal level, is an indication that they took the assignment
seriously and devoted the necessary time and energy to complete their diaries. Thirdly,
during conversations with the students after completion of the project they indicated that
they enjoyed being part of the research and felt motivated to keep their diaries, especially
because they learned about their own study behaviour. Fourthly, the time reported inside
classrooms seems high, but is in accordance with the study programmes at UCC and UEW
that include many lecture hours and laboratory practicals per week. Finally, the students
who participated in the diary project came through a traditional Ghanaian secondary school
system in which respect for teachers is highly valued. Based on the educational context in
which the experiment took place, and the fact that they were asked to keep their diaries
by an academic staff member, it can be expected that students have taken the assignment
seriously.
A final remark concerning the diaries concerns the analysis of the results. Some
students had a tendency to report a fixed amount of time for activities from several different
subcategories. During the analysis, the total time reported was divided between the number
of subcategories and equally distributed over these categories (see data analysis). Although
this was done systematically, the results might be influenced by this reporting system.
Interviews with staff and students
Three limitations are important to consider when interpreting the data gathered from the
student and staff interviews. First of all, the sample size of students who participated in the
interviews was rather small. Only 12 students who kept a diary were available to participate
in the interviews. This makes generalizations difficult. Secondly, some of the scheduled focus
group interviews with students had to be changed into individual interviews due to lack
of participants. A key feature of a focus group interview is the interaction between group
members and it is therefore considered to be more than just “a collection of individual
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interviews” (Ritchie & Lewis, 2012, p. 171). If all of the students would have been part of
a focus group discussion the data gathered might have been richer due to spontaneous
discussion and interaction between the group members. Finally, a limitation of using
interviews as an instrument for data collection is the risk of sociably desirable answers.
Representation of B.Ed. programmes
The students who participated in the activity diaries and interviews represented only three
B.Ed. programmes offered at UCC and UEW: Science, Mathematics and Social Sciences.
The staff who participated in the interviews represented five departments from the same
universities: Science, Mathematics, Social Sciences, Communication, and Psychology. The
choice for using samples from both UCC and UEW was determined by the fact that they
are the only two providers of B.Ed. programmes in Ghana. And because both universities
had been involved in study I and II. The sample was somewhat limited, since other B.Ed.
programmes besides the ones in our research are offered at both institutions. Involving
students and staff from other B.Ed. programmes could have enhanced the research findings
and would have allowed for broader generalizations.
Suggestions for future research
The reading challenges described in this chapter are manifold and they are influenced by
various contextual factors. Possible solutions to these problems should be investigated
further in practice. In the next phase of this research project, an educational intervention to
addresses students’ reading proficiency was developed and tested in practice. This research
was performed in close collaboration with lecturers from UCC and UEW. An educational
design research approach was used to provide hands-on practical solutions but at the same
time yield theoretical insights in the form of ‘design principles’ (Van den Akker, 1999). The
design, development and implementation of the educational intervention will be reported
in Chapter 6. The outcomes of the summative evaluation of the educational intervention
will be reported in Chapter 7.
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Chapter 6
From initial design principles towards an intervention
This chapter describes the development, design and evaluation of an intervention to improve
the academic English reading proficiency of first-year students at UCC and UEW in Ghana.
Firstly, the chapter presents several arguments that are supportive of a reading intervention
to improve the academic English reading proficiency of first-year B.Ed. students in Ghana.
Secondly, the chapter describes the creation of the design team, the development of tentative
design principles, and the development of prototypes. Finally, the chapter reports on the
formative evaluation of the prototypes through a number of iterations. The chapter ends by
presenting the characteristics of the final design principles.

6.1

Introduction

The literature review (reported in Chapter 2) and the context analysis (reported in Chapters
3, 4 and 5) provided information for an intervention that could improve the academic
English reading proficiency of first-year students at UCC and UEW. An intervention can take
the form of educational programmes, teaching-learning strategies and materials, products
and systems (Plomp, 2007). The current chapter describes the entire process of the design,
development and evaluation of the intervention. This process included the transformation
of the literature review and context analysis into a set of tentative design principles.
Consecutively, these design principles guided the development of prototypes through
several cycles of formative evaluation. First, the need for an intervention at UCC and UEW
is explained and accounted for. Secondly, the establishment of the teacher design teams
that developed the prototypes is described. Thirdly, the tentative design principles that
were deducted from the outcomes of the context analysis are presented. Design principles
are used as “how to do” principles to structure and support the design and development
activities within educational design research (Plomp, 2007, p.13). Finally, the transformation
of the design principles into prototypes is described, based on several cycles of formative
evaluation.

6.2

The need for an intervention

The context analysis and literature review described in Chapters 2 to 5 presented a number
of arguments that are supportive of a reading intervention to improve the academic English
reading proficiency of first-year B.Ed. students in Ghana. The following factors validate
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the development of this intervention: the importance that is contributed to academic
reading proficiency by lecturers, students and the reading research literature; the low
level of students’ reading proficiency as perceived by the lecturers (study III); the positive
correlations between reading behaviour, attitude and self-concept (study I); and the low
test scores on the language proficiency test (study II). These factors will now be further
elaborated.
First of all, students and lecturers emphasized the importance of academic English
reading proficiency in their academic courses (study III). Lecturers declared that a student
who is able to read well is likely to perform better. Also, students who read frequently tend
to participate in discussions and are more interactive in class. Furthermore, the lecturers
stated that well developed reading skills improve the learning process and will lead to a
better understanding of content and concepts. Likewise, all students agreed that it is
important to be a good reader, even for courses that mainly concern calculations. These
views are supported by a growing body of research in western and non-western contexts
that demonstrate the positive effect that reading for school and for enjoyment has on
academic achievement of students (cf. Kirsch, et al., 2002; Lyengar, 2007; Mol & Bus, 2011;
Pretorius, 2000, 2002).
Secondly, lecturers argued that the academic English reading proficiency level of
their students was low and in need of improvement (study III). Their main complaint was
lack of time spent on reading in general. They also identified other problems such as: limited
vocabulary, bad pronunciation, lack of ability to identify main topics in a text and to interpret
the meaning of a text, and lack of critical reading skills. The results of the English reading test
that was conducted in study II support the views of the lecturers: students’ English reading
proficiency was low. If we place the results of that particular test in the context of English
speaking universities, it would mean that almost 52% of the sample does not attain the
required level of English language proficiency and that they need assistance in processing
academic texts.
Thirdly, study I showed positive correlations between reading behaviour, attitude
and self-concept. It showed that students who spent more time on reading for school had a
more positive attitude towards reading for school and enjoyment, and their self-concept of
reading was higher. Inclusion of additional reading activities in the curricula should lead to a
more positive reading attitude and self-concept.

6.3

Creating the design team

As explained in Chapter 2, the design, development and evaluation of the intervention was
performed in cooperation with academic staff from UCC and UEW in the form of teacher
design teams. A teacher design team can be described as “a group of at least two teachers,
from the same or related subjects, working together on a regular basis, with the goal to (re)
design and enact (a part of) their common curriculum” (Handelzalts, 2009, p. 7).
The three studies that were conducted for the context analysis received formal
approval and support from the university management at UEW and UCC. A large number of
staff members at both institutions contributed their time and effort to assist in the various
research activities and provided feedback to the results. Thus far the cooperation of staff
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had been of an informal nature. However, for the process of designing and developing the
prototypes of the intervention a more formal establishment of teacher design teams was
required.
The first step towards creating the team was taken in September 2011, during an
interactive research workshop held in Ghana. Twelve lecturers from the departments of
English language and literature and Communication and Media Studies participated in the
workshop (seven from UEW and five from UCC). The workshop was prepared by the Dutch
researcher and an academic staff member from VU University Amsterdam, who were both
present. The aim of the workshop was to inform UEW and UCC staff about the results of
the context analysis and literature review, to receive feedback on those results, to share
views and experiences on teaching academic English and consider steps forward, including
participation of staff in future research activities.
The outcomes of the workshop provided a productive start towards the formation of
teacher design teams. Firstly, participants recognised and confirmed the finding that English
reading proficiency of first-year students at UCC and UEW is low and in need of improvement.
Secondly, the majority of the participants stated to be available for participation in future
research activities to improve the reading proficiency of their students. Finally, a preliminary
step towards creating a common understanding about academic reading proficiency and
related topics was established amongst the delegates. Ideas about the necessity of teaching
reading and ways to incorporate reading activities were numerous. Solutions offered in
the literature on teaching reading were presented and discussed (cf. Anderson, 1999; R. P.
Carver, 1990; Etsey, 2009; Grabe, 2004, 2009; Grabe & Stoller, 2010; Greenall & Swan, 2007;
Nuttall, 2005). Interesting discussions emerged about the definition of reading, the place of
teaching reading in the curriculum (as a separate course or integrated in content courses),
the use of ICT, and the characteristics of reading activities that are especially suitable for
the Ghanaian context. Participants were enthusiastic about the workshop, and about the
opportunity for interaction between the two institutions.
After the workshop, in consultation with the heads of department, a number of
delegates were approached to take part in a teacher design team. One team was established
for UCC and one for UEW. The following selection criteria were used:
A member of the teacher design team is a lecturer who:
- has excellent command of English in reading and writing
- is enthusiastic and has affinity with education and teaching reading
- is interested in learning about design research
- is available for the two day intensive research seminar in June 2012
- is committed to and available for research activities on a regular basis during the
academic year 2012-2013
The UCC team consisted of four academic staff members from the English department: the
senior Head of department (female), one female lecturer, and two male senior research
assistants. The UEW team was composed of two male academic staff members from the
Department of English Education: one senior lecturer and one lecturer. Moreover, the team
included three female assistant lecturers from the department of Communication and
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Media Studies. It was agreed that the team members were compensated for their time
according to UCC and UEW standards. The role of the senior staff members was merely to
act as advisory body, not to contribute directly to the design. They were not compensated
for their time. The Dutch researcher who initiated the project fulfilled the function of team
leader for both teams. A follow-up workshop was organized in June 2012, during which the
team members were formally appointed. The outcomes of that workshop are described in
section 6.6.

6.4

Development of tentative design principles

Based on the outcomes of the context analysis, the literature review and the feedback
received during the workshop, the researcher developed a set of tentative design principles.
It is important to stress that these tentative design principles functioned as a starting point
for the development of the prototypes. Only after the prototypes had been through several
design cycles of analysis, design, evaluation and reflection, the final scientific yield from the
research was captured in a set of final design principles. See also Figure 1 in Chapter 2 for
the overall research design.
Van den Akker (1999) distinguishes between design principles of a “substantive
nature” that refer to the characteristics of the intervention (what the design should look
like), and design principles of a “procedural” nature (how the design should be developed)
(p.5). This distinction is well reflected in the format in which Van den Akker (2010) proposes
to frame design principles (see also Chapter 2):
If you want to design intervention X [for purpose/ function Y in context Z]; then
you are best advised to give that intervention the characteristics C1, C2, …, Cm
[substantive emphasis]; and to do that via procedures P1, P2, …, Pn [methodological
emphasis]; because of theoretical arguments T1, T2, …, Tp; and empirical arguments
E1, E2, …, Eq. (p.190).
In the current study, the characteristics of the tentative design principles [C1, C2, …, Cm] are
described in the following sections. These are based on the theoretical [T1, T2, …, Tp] and
empirical arguments [E1, E2, …, Eq] that were identified in the context analysis and literature
review. These tentative design principles were used to develop prototypes. Throughout the
various research cycles of analysis, design, evaluation and reflection, the prototypes were
refined, and at the same time an inventory was made of the procedural characteristics that
best suited the design [P1, P2, …, Pn]. By the end of the evaluation, a reduced set of final
design principles remained, these are presented in section 6.8.3. The order in which the
tentative design principles are presented in the following sections is arbitrary.
1. Teaching of text structures
One of the conclusions of study III (Chapter 5) was that the reading problems that first-year
students encounter and which are built up in secondary schools, are partly maintained at
tertiary level because of contextual factors. One important contextual factor is the academic
culture of using lecture notes. In general, lecture notes are almost always content-focused
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and provide only a limited scope of learning. They reinforce learning some important issues
well, but they don’t provide students with opportunities to practice and attain reading skills.
As a consequence, many students who come out of secondary schools with limited reading
skills are not motivated to start improving their reading skills at tertiary level. It is beyond
the scope of the current research to address the lecture notes culture at both institutions.
However, providing sufficient texts to students who participate in the intervention was
considered a prerequisite. This idea will be further elaborated in design principles 6
(selection of reading materials) and 8 (access to relevant reading material). In addition to
providing a sufficient number of interesting texts, it was considered important to train the
students in such a way that they can deal with long expository texts.
As discussed in the literature review (Chapter 2), reading research in L1 settings
has shown that knowledge about organisational features of a text and learning how to
recognise text structure can help readers to process information. Using structure in text is
an effective way to build a coherent mental representation of the text (Sanders, et al., 1992).
The outcomes of the English language proficiency test in study II showed that students faced
difficulties with reflecting on the form or content of a text. Training the students to recognise
organisational features of texts, such as headings, sub-headings, paragraph structure,
and topic-sentences will improve their reading comprehension and recall, especially with
expository texts (Grabe, 1997). Based on these arguments, the following design principle
was formulated:
DP1: The reading intervention should aim at improving text structure awareness

2. Homework and assessment
The results reported in study I (Chapter 3) indicated that for most courses students were
expected to do homework in the form of reading (texts and lecture notes) or take home
assignments. In general, lecturers stated that students perform well on their homework
when it is linked to assessment. However, the lecturers complained about the lack of
compliance with reading assignments that are not tied to assessment. In other words,
students don’t seem to read as much as lecturers would like them to. Both lecturers and
students agreed that a successful motivator for students to do their reading homework is to
tie it to a system of continuous assessment.
In study III (Chapter 5) multiple strategies were proposed to overcome the problem
of students’ non-compliance with reading assignments. The most important one was
quizzing (cf. Burchfield & Sappington, 2000; Carney, et al., 2008; Marchant, 2002; Sikorski, et
al., 2002; Starcher & Proffitt, 2011). Based on these findings, the following design principle
was formulated:
DP2: The reading intervention should include homework that is linked to some sort
of assessment.
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3. Large classes
In study III, both students and lecturers stated that large classes are a problem at their
institutions. Large classes make it difficult for lecturers to monitor students’ progress or
ask them to read aloud during class. Furthermore, it limits the possibilities to use a student
centred learning approach; as a consequence, more passive forms of education are induced.
Additionally, large classes foster an environment of cheating, which has impact on the quality
of education. Students complained that, as a consequence of large class sizes, classroom
space is limited and sound quality is problematic. Large classes are a problem that cannot
be solved by this intervention. However, they are a fact that should be taken into account
when designing the intervention. Therefore, the following design principle was formulated:
DP3: The reading intervention should include teaching and learning activities that are
suitable for large classes.

4. Cheating
The topic of cheating was put forward by the lecturers during the interviews in study III. The
main concern of the lecturers was that students were copying homework assignments from
each other. Large class sizes are stimulating this behaviour of copying, simply because it is
difficult to supervise all students at the same time. Although the intervention itself cannot
solve the general problem of cheating, it should try to include measures to prevent students
from cheating. Therefore, the following design principle was included:
DP4: The reading intervention should include measures to prevent students from
cheating.

5. Monitoring reading progress
The context analysis revealed a mismatch between the perceptions of lecturers (negative)
and self-reported attitudes of students (positive). Study III reported that lecturers
considered the reading level of first-year students to be low and in need of improvement,
whilst students graded themselves as average and definitely not as poor readers. Providing
feedback to students about their personal reading proficiency level will inform them and
their lecturers about possible room for improvement. Therefore, the following design
principle was included:
DP5: The reading intervention should allow students to monitor their own reading
progress.
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6. Selection of reading materials
The outcomes on demographic and linguistic characteristics of first-year UCC and UEW
students (study I and II) tell us that, although students are part of the same study programme,
they find themselves in very different stages of life, different linguistic backgrounds and
different language proficiency levels. Some students come from very good (international)
schools, whereas others come from poor quality schools. This causes huge differences in the
quality of first-year students’ reading skills. Students from well-endowed schools for example
are more comfortable with reading materials and are more experienced in accessing books.
Students are likely to engage in extensive reading behaviour if they can choose texts that are
interesting and relevant to them (Eskey, 2005). It pays off to allow students a certain amount
of liberty with regard to selecting relevant reading material on their own. Therefore, the
following design principle was deducted:
DP6: The reading intervention should allow students to select at least some of the
reading material themselves.

7. Online reading
Computer access level in Ghana is still limited (study III). However, the majority of the
students found reading online easier than reading textbooks. Some found books boring and
time consuming and stated that one needs to read much more before one gets the point.
Although students preferred online reading, it did not really translate into large amounts of
time spent online.
Integration of ICT in education and the use of the internet are opportunities that
should in principle not be overlooked in educational research. However, the possibilities
of ICT depend very much on the available ICT infrastructure, resources and competencies
of teachers. A good alternative that was presented in study I is the use of mobile phone
technology in education. Therefore, the feasibility of both computers and mobile phones as
supportive tools should be investigated during the design and development process.
DP7: The reading intervention should include online reading activities on computers
or mobile phones.

8. Access to relevant reading material
The lack of access to textbooks that was reported in study III has serious consequences for
the development of students’ reading skills. As was explained in Chapter 2, research has
shown that the amount of reading that students do for school and for personal enjoyment
has a positive effect on their reading achievement and comprehension skills, and contributes
to their academic knowledge development (Cox & Guthrie, 2001; Mullis, et al., 2007). Mol
and Bus (2011) found that for college and university students, print exposure explains
34% of the variance in oral language skills, and that frequent readers are more successful
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students. A number of studies have shown that the amount of people’s overall exposure to
print is directly related to their vocabulary knowledge and reading comprehension abilities
(Guthrie, et al., 1999; Stanovich, 2000).
UEW and UCC students claimed that access to books is a severely limiting problem
at both institutions (study III). The main problems they reported were a lack of textbooks
in the library, poor quality of the books and out-dated books. When they were asked how
their institutions could help them to improve their English reading skills they stated that
the University should provide more books in the library, revise the ones that are there, and
make them more interesting. The lecturers indicated that in their classes they use a mix
of compulsory textbooks and non-compulsory reference books, lecture notes and handouts. Nevertheless, in reality not all these books are available. Based on these findings, the
following design principle was deducted:
DP8: The reading intervention should provide a sufficient number of academic texts
that are related to the subject content of the courses.

9. Vocabulary
There are three reasons why building students’ vocabulary should be included in the
research design. Firstly, research in both L1 and L2 shows a strong relationship between
vocabulary knowledge and reading proficiency on the one hand (Grabe, 2004; Read, 2004)
and vocabulary knowledge and academic performance on the other (Nagy & Townsend,
2012). Also, Anderson (1999) argues that one of the typical challenges that L2 readers face
is the development of vocabulary skills. For further evidence from the literature on the
relevance of building vocabulary see Chapter 2. Secondly, textbooks and library resources at
UCC and UEW are often imported from Western countries and include dense and technical
language. Teaching students subject specific and general academic vocabulary is highly
relevant and will contribute to improved text processing. Thirdly, UCC and UEW lecturers
specified a number of features of low reading levels. These included, amongst others,
limited vocabulary, lack of comprehension, bad pronunciation and incorrect intonation.
Teaching students new words will enhance their comprehension skills and phonetic skills.
Based on these reasons, the following design principle was included:
DP9: The reading intervention should include vocabulary training.

10. Extensive reading
In study III, lecturers stated that students don’t read much; some even estimated that 95%
of the students were not reading textbooks. Moreover, students were more likely to read
lecture notes in the library than textbooks. This was confirmed by the students’ diaries (see
Chapter 5).
Extensive reading refers to reading longer texts for long periods of time. Engaging
in extensive reading is important to develop reading skills (Eskey, 2005; Grabe, 2004; Nuttall,
170

From initial design principles towards an intervention

2005). Research confirms that long-term extensive reading leads to vocabulary growth
(Nation, 2001; Stanovich, 2000). As a consequence, the reading intervention should include
activities that promote extensive reading. Therefore, the following design principle was
included:
DP10: The reading intervention needs to include extensive reading of academic texts.

11. Reading for enjoyment
In general, the tendency to read for enjoyment amongst UCC and UEW students is low:
less than 10% of the students reported reading stories or novels on a daily basis in study
I. In study II this was less than 23%. Almost 20 % of the students stated to never or almost
never read stories or novels study I. As reported earlier, study I showed some positive
correlations between reading behaviour, attitude and self-concept. Students who spent
more time on reading for enjoyment had a more positive attitude towards reading for
school and for enjoyment and they had a higher self-concept of reading. Also, there was a
positive relationship between students’ attitude towards reading for enjoyment and their
self-concept of reading.
The amount of reading that students do for school and for personal enjoyment
has a positive effect on their reading achievement and comprehension skills. Furthermore,
reading amount contributes to academic knowledge development (Cox & Guthrie, 2001;
Mullis, et al., 2007). Recent research confirms that students who read for enjoyment are
more successful students (Mol & Bus, 2011). Based on these findings, the following design
principle was deducted:
DP11: The reading intervention needs to include extensive reading for enjoyment
(story books, magazines, etc.).

12. Entry level test
There are several arguments that support the use of an English language entry level test
at the beginning of the intervention. First of all, only 0.3% of the student population at
UCC and UEW reported English as their mother tongue (study I). This is in line with the
literature which considers Ghana an ESL country (Ahulu, 1995; Kachru, 1985) and confirms
that students at UCC and UEW are L2 users of English. Research has shown that there are
significant differences between L1 and L2 reading comprehension abilities and that L2
readers face particular reading challenges that L1 readers do not (Grabe, 2009). Research
(reported in Chapter 2) indicates that L2 language learners lag behind their first language
peers in reading literacy skills (Droop & Verhoeven, 2003; Mullis, et al., 2007). Furthermore,
reading with understanding and reading speed are especially problematic for English second
language learners (Alderson, 1984). Anderson (1999) also mentions reading rate as a
problem for L2 readers and in addition signals development of vocabulary skills as an issue.
Conducting an entry level test for students at the beginning of the academic year could
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indicate which reading skills need further development. Additionally, it was argued under
design principle 6 (selection of reading materials) that students find themselves in very
different stages of life, different linguistic backgrounds and different language proficiency
levels. This causes huge differences in the reading capacity of first-year students. Measuring
students’ English reading proficiency could inform both students and lecturers about the
actual reading proficiency level. This can then also clear up the mismatch between the
perceptions of lecturers (negative) and self-reported attitudes of students (positive).
DP12: Students need to participate in an entry level test before they participate in the
reading intervention activities.

6.5

Formative evaluation of the design

As stated in Chapter 2, formative evaluation plays a central role in the design and
implementation process of educational innovations and is a key research activity in
educational design research. In the current study, formative evaluation was used as defined
by Tessmer (1993) “formative evaluation is a judgment of the strengths and weaknesses of
instruction in its developing stages, for purposes of revising the instruction to improve its
effectiveness and appeal” (p.11). The following research questions, which have also been
presented in Chapter 2, guided the evaluation process:
RQ39: Is the intervention logically designed? (Consistency)
RQ4: Is the intervention expected to be usable in first-year courses at UCC and
UEW? (Expected practicality)
 	
RQ5: Is the intervention usable in first-year courses at UCC and UEW? (Actual
practicality)
RQ6: Is the intervention expected to result in improved academic English reading
proficiency of first-year students at UCC and UEW? (Expected effectiveness)
RQ7: Does the intervention result in improved academic English reading proficiency
of first-year students at UCC and UEW? (Actual effectiveness)
The following methods, based on the work of Tessmer (1993) and Nieveen (2007), were
used to gather data during the prototyping phase:
• Screening: members of the design team checked the initial prototypes by using
checklists in which important characteristics of the design were specified
• Expert appraisal: Experts from the field provided feedback on the validity of the
intervention and decided whether the intervention was logically designed and usable.
9
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Table 1 Chronological overview of the research design stages in relation to the criteria of formative
evaluation.
Period

Quality
criterion

Development
stage

Methods used

Evaluators

June 2012

Consistency
(RQ3)

Design
principles

Expert appraisal on initial
design principles. Questions:
Is the choice for these design
principles logical? Are they
in line with your personal
scientific knowledge in the
area of second language
acquisition? Which design
principle is still missing?

Expert in curriculum
development and design
research in African context
(VU University)

Interactive 2-day workshop
in Ghana. Decision on details
of intervention: 3 courses
selected and research teams
appointed.

UEW: 6 academic staff

Expert appraisal of first
three prototypes. Screening
followed by group
discussion.

Expert in curriculum
development and design
research in African context
(VU University)

June 2012

July 2012

Consistency
and Expected
practicality
(RQ3, RQ4)

Global design

Expected
practicality
(RQ4)

Partly
detailed
intervention

Expert in second language
acquisition (VU University)
Ghanaian design team

UCC: 5 academic staff
VU University: 3 academic
staff, including researcher

Expert in second language
acquisition (VU University)
Expert in English Linguistics
(VU University)
August
2012

Actual
practicality
(RQ5)

Partly
detailed
intervention

Micro-evaluation of one
lecture at UCC and one
lecture at UEW

Design team, graduate
students and Dutch
researcher

AugustNovember
2012

Actual
practicality
and Expected
effectiveness
(RQ5, RQ6)

Partly
detailed
intervention

Classroom observation

Ghanaian design team and
Dutch researcher

November
2012

Actual
effectiveness
(RQ7)

Complete
intervention

Experiment: reading
proficiency test with pretest (August) and post-test
(November) design

Interviews with staff and
students

Ghanaian design team and
Dutch researcher

Interviews with staff and
students

•
•
•

Micro-evaluation: a group of learners tried out the intervention and was observed by an
evaluator
Interviews with users: staff and students were interviewed during and after the
intervention
Field test: the evaluator observed the intervention being tried out in a realistic classroom
situation.
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The intervention contained four development stages. All stages but one were evaluated
through formative evaluation. The final development stage (the complete intervention) was
evaluated through summative evaluation. For a full description of the various development
stages see Chapter 2. Table 1 presents the various development stages of the intervention
in relation to the formative evaluation methods that were used.
6.5.1

Consistency of the tentative design principles (RQ3)

Two Dutch experts and the Ghanaian design team members were invited to participate
in the appraisal of the twelve tentative design principles. The backgrounds of the Dutch
experts were as follows: one male expert in curriculum development and design research
in the African context from the Netherlands Institute for Curriculum Development (SLO),
and one female expert in second language acquisition from VU University Amsterdam.
The design team members were experts in the areas of English language and literature,
and Communication and Media Studies; for details on the composition of the team see
section 6.3. The twelve tentative design principles were presented to the Dutch reviewers
individually, whereas the design team members discussed the principles with the team
members from their own institution (UEW and UCC). All were asked to answer the following
three questions:
1. Is the choice for these design principles logical?
2. Are they in line with your personal scientific knowledge in the area of second language
acquisition?
3. Which design principle is still missing?
The answers of the Dutch reviewers were written down during an individual interview with
the researcher. The Ghanaian design teams reported their answers to the researcher during
a research seminar. A detailed report of the interviews is presented as Appendix III.
Main outcomes
Nine out of the twelve design principles were considered appropriate and logical to the
reviewers. The Ghanaian experts were cautious about design principle 7 (online reading).
They stated that the lack of ICT knowledge and skills of students and lecturers prevented
them from using the internet. The UEW team indicated that the use of ICT as part of the
intervention would be problematic at their institution due to the insufficient number of
computers and unreliable internet facilities. They felt it was inappropriate to ask students to
do their work in internet cafés, because of the costs involved.
The Dutch reviewers were both hesitant about the feasibility of design principles 11
(extensive reading for enjoyment) and 12 (entry level test). They did not question the idea
that extensive reading enhances reading comprehension abilities nor that an entry level
test could be useful to indicate the training needs of the students. However, they cautioned
about the limitations of reading for enjoyment activities within the academic curriculum.
Since reading for enjoyment involves different vocabulary than reading textbooks for an
academic study, it is unlikely that reading for enjoyment will teach students new academic
words. Secondly, they argued that reading for enjoyment should not necessarily be an
174

From initial design principles towards an intervention

activity within the framework of an academic course, but that other programmes, such as
reading clubs, would be a more appropriate place. For design principle 12 (entry level test)
both Dutch reviewers cautioned about the amount of extra work it would entail. Finally, the
Ghanaian team proposed to include two additional tentative design principles:
DP13: The reading intervention should include teachers who can serve as role
models and who can motivate students to read independently.
DP14: The reading intervention should be based on active learning methodologies,
whereby students are engaged in their own reading and learning process.
Regarding DP14, active learning refers to the use of instructional methods that actively
engage students in the learning process. Strategies that promote active learning can be
defined as “instructional activities involving students in doing things and thinking about
what they are doing.” (Bonwell & Eison, 1991, p. 2). The Ghanaian design team members
argued that the use of an active learning approach would help students to become
more independent readers. This might be an obvious approach even one that needs no
specification. However in the Ghanaian context, a lot of the teaching is teacher-centred. As
a consequence, students are not taught how to read independently and are lacking reading
proficiency (Abudulai, 2011).
Based on the expert appraisal, principles 11 and 12 were excluded from the list of
tentative design principles. Since the feedback on design principle seven (online reading)
mainly came from the UEW team it was decided to keep this design principle on the list and
study its feasibility at UCC. The new tentative design principles DP13 and DP14 were both
added to the list.

6.6

Deciding on the boundaries and details of the intervention

A second workshop was organized in Ghana in June 2012, with a two-fold purpose. Firstly,
the research team was officially appointed and trained in conducting design research.
Secondly, important decisions on the global design were made, taking into account the
consistency and expected practicality of the intervention. Participants included the Ghanaian
design teams, an assistant professor of English Linguistics and a professor of Language and
Communication, both from VU University Amsterdam.
Firstly, an introduction to educational design research was provided by a Ghanaian
PhD student from the University of Twente. His presentation included a case study on the
preparation of pre-service mathematics teachers in Ghana based on educational design
research. Finally, the team decided upon the framework of the global design.
6.6.1

The global design

A brainstorm session was organized, during which the global design and target group of the
intervention were discussed. Participants agreed that the basis of the intervention should
be an academic first-year course in which students are required to read long expository
texts. The reason for selecting a first-year course was that students who come in straight
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from senior secondary schools would benefit most from the intervention. An important
prerequisite was that there should be a possibility within the course to divide the students
into an experimental and control group. Using an experimental design would yield the
most valuable data. Based on these requirements, three options were elaborated by the
team: integrating reading activities in the existing communication skills courses; designing a
separate reading course; or integrating reading activities in existing courses.
The first-year mandatory courses in Communication skills at both institutions
already include academic reading skills as a topic, albeit for a short period of time. The
courses are designed to help students develop effective study skills needed for their
academic work. At UCC it is a two semester course that is called ‘Communicative skills’. The
first two out of the twenty-six weeks are devoted to developing reading skills and include
the following topics: skimming and scanning, the SQ3R method, which stands for Survey,
Question, Read, Recite, and Review (Gborsong, 2001), intensive reading and extensive
reading. At UEW, it is a one semester course, entitled ‘Communication skills’. Out of the
eleven weeks one week is devoted to developing reading skills. Topics include: the SQ3R
reading technique, reading errors, faster reading and extensive reading. Because both
courses are mandatory for all first-year students, the number of students is high and many
different teachers are involved in teaching the courses. This could provide opportunities
for an experimental design. However, the major problem with the communication skills
courses is that no expository texts are included as reading material. Students work from a
textbook with mainly exercises. The team agreed that it would be very difficult to exchange
the existing textbook for expository texts. Moreover, the number of weeks designated to
teaching reading within the courses was limited. The team argued that this is a fixed amount
of time that cannot be increased, since it would be at the cost of other skills training. For
that reason both courses were deemed unsuitable for the intervention.
The second option was to design a new course. The design team members were
convinced that designing and implementing a new course would not receive approval
from university management. The third option, integrating reading skills training into
existing content courses therefore seemed the most feasible approach. The courses that
already used expository texts or a textbook and in which the design team members were
teaching themselves were considered to be most suitable for the intervention. These were
the following courses: The Use of English (ENG101) at UCC and Introduction to Literature
(LIT111D) at UEW. It was decided to use those courses as a basis for the intervention. In
other words, the subject matter of these courses would be used for teaching reading of
academic English. The advantage of integrating academic reading skills training into existing
courses was that the course descriptions could be used as a basis for the intervention.
This decision had two consequences. Firstly, no skills training course was selected
as a basis for improving the reading proficiency of first-year students. In many universities,
academic skills are trained in separate first-year courses, such as the Communication
skills courses at UCC and UEW. However, in the past decade, it has become increasingly
popular to integrate the training of academic skills into content courses (cf. Fang et al.,
2008; Spektor-Levy, Eylon, & Scherz, 2008; Williams, et al., 2009). Following Snow (2001)
“content-based second language instruction generally has a strong reading for academic
purposes orientation.” (p.303). There is sufficient evidence in the literature that supports
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the approach of content-based language instruction (cf. Grabe & Stoller, 1997; Norris &
Phillips, 2003; Snow, 2001). Snow (2001) argues that content-based language instruction
fulfils a number of conditions that are needed for successful second language acquisition.
During content-based language instruction, learners receive comprehensible input related
to the subject matter, rather than studying grammar and vocabulary in isolation. It also
offers them possibilities to use the second language extensively in practice which enhances
the processing of coherent and meaningful information.
Integrating language teaching aims in subject matter instruction was likely to be a
challenge in the more traditional environment at UCC and UEW. The second consequence
of the decision was that no science or mathematics students would be involved in the
research since the emphasis was on English language and literature courses. This was rather
unfortunate, because science and mathematics staff and students had been included in all of
the previous context studies. Moreover, in recent years, many scholars have acknowledged
the need to include literacy training especially in the teaching and learning of science in
school classrooms (Hand et al., 2003; Norris & Phillips, 2003). Therefore, including science
and mathematics students in the design was discussed during the next step of the design
process.
6.6.2

Consistency and expected practicality of the global design (RQ3, RQ4)

The next step in the design process was to make sure that the structure of the intervention
was logical and cohesive (consistency), and that the intervention would be usable in the
educational setting at UCC and UEW (expected practicality). Based on these quality criteria,
the following questions were discussed in groups for both ENG101 and CHE101:
1.
2.
3.
4.
5.

Is it possible to create diversification in teaching between control and experimental
groups?
How can we make sure that all students (control and experimental) will read on a
weekly basis as part of the course?
How can we make sure that control groups and experimental groups include students
with more or less the same backgrounds?
Is it still possible to involve science students?
What are the most important design principles to include in the intervention?

First of all, the details of the control and experimental design were further elaborated. It
was decided that both groups (experimental and control) would participate in the same
2-hour lecture every week. However, for the tutorials (1 hour per week) they would be split
into control and experimental groups. Tutorials at UCC and UEW are designed to discuss
homework and to do activities in class to process the content that was presented during
the lecture. Although both groups would discuss the same texts during the tutorials, they
would receive different homework activities to process the texts (question 1). In addition,
the experimental groups would receive vocabulary notebooks to write down the new words
that they learned during the course. For the experimental group a more active learning
approach would be used. Their homework and tutorial activities would be based primarily on
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the tentative design principles (e.g. teaching of vocabulary, text structure, and motivation).
For the control group, the homework and tutorial activities would be of a more general
nature. Although diversification between experimental and control groups in homework and
tutorial activities was required, the teaching style of the lecturer should be held constant as
much as possible, in order not to influence the experimental design. Therefore, the teams
decided that the lectures and tutorials for each course would be taught by the same person.
As a consequence of this decision, the lecturers of the courses would have to teach an
extra hour of tutorial every week. Since this extra hour was not scheduled by the academic
administration, the lecturers had to organize their own classrooms.
Secondly, in order to make sure that all students would read the course texts
(question 2), it was decided that they received a hard copy of the homework assignments
on a weekly basis. Additionally, the ENG101 students received a hard copy of the text to be
treated in class every week. The LIT111d students were expected to purchase the course
book ‘Introduction to literature’ by Kofi Agyekum (2007).
Thirdly, the composition of the control and experimental groups would have to
include students with more or less the same backgrounds (question 3). It was agreed that
during the first week, the lecturers of each course would apply random sampling stratified
by gender and study programme to divide the students into an experimental and a control
group.
Fourthly, it would be logical to continue to include science and mathematics
students in the intervention (question 4). The idea for the intervention started during
the practical project for science and mathematics students (see Chapter 1). Therefore,
science and mathematics staff and students had been included in all of the context studies.
After a long discussion it was decided to talk to the Science department and ask for their
participation in the project. Fortunately they were willing to participate, and a fourth male
team member (senior teaching assistant) was added to the UCC design team. The first-year
course ‘Introduction to Chemistry’ (CHE101) was made available for the intervention. In the
past decade a call for including literacy instruction within science content courses has been
made by several authors (cf. Fang, et al., 2008; Hand, et al., 2003; Norris & Phillips, 2003).
Including a chemistry course in the design of the current study created the possibility to
investigate the effectiveness of content-based language instruction in the sciences.
In order to make the design phase manageable, the teams decided to choose
five tentative design principles to be included in the initial design (question 5). Based on
their personal teaching experiences they identified the following design principles as most
important: 1 (teaching text structure), 2 (homework linked to assessment), 9 (vocabulary
training), 13 (motivate students to read) and 14 (active learning strategies). These were used
as a framework for the drafting of the first course descriptions. Although the main focus of
the activities for the experimental groups was on teaching text structure, vocabulary and
motivation through active learning methodologies and by including forms of assessment,
the other DP’s were integrated in the activities as much as possible. For example, the activity
described in Exhibit 1 (signal words) integrates five DP’s at the same time: text structure
(highlight key words), assessment (presentation of key words during tutorial), large classes
(the method of group discussions) active learning (presentations of findings during tutorial),
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and learning new vocabulary (keep track of these signalling words in your vocabulary
notebook).
Exhibit 1 Example of a homework assignment for the experimental group.
Design principle

Related homework and tutorial activity

(1) Text structure:
signal words

Preview the text and highlight key-words that signal text structure. Discuss
in groups what the function is of these words. Present your key-words and
their function during the tutorial. Keep track of these signalling words in
your vocabulary notebook.

Founded on the decisions made during the group discussion, the teams were ready to draft
their first course descriptions. The existing course descriptions of ENG101, LIT111d and
CHE101 were used as a starting point. The design principles were used as a framework
and translated into possible activities. It was agreed that all teams used the same course
description format that included the following categories: course title, course lecturer,
date, target audience, topic of the lecture, summary of the lecture, learning objectives
(knowledge, skills and attitudes) and homework. For the tutorials the following information
was included: topic, summary, learning objectives and homework. Over a period of five
weeks the design teams worked on the first course descriptions of the intervention. There
was regular contact between the team leader and the rest of the team via email and Skype
sessions. The teams requested assistance from the team leader for the translation of the
design principles into activities. They received suggestions for teaching activities by e-mail.
Regrettably, right after the second workshop in Ghana, two of the female assistant
lecturers from the UEW team had to resign from the project, due to the opportunity for a
PhD training abroad. In consultation with the Head of department, two male lecturers in the
English department were appointed to replace the female lecturers. Unfortunately, there
was only limited time available to train the new team members. A month later, the third
female team member resigned from the project due to her pregnancy.

6.7

Consistency and expected practicality of the partly detailed
intervention (RQ3, RQ4)

Five weeks after the teams started designing their first course descriptions, an expert
appraisal was organised to evaluate the initial work of the design teams. The purpose of
an expert review is an “intrinsic evaluation of the instruction, meaning that the instruction
is evaluated in terms of intrinsic merits such as content accuracy or technical quality.” The
experts did not look at “payoff merits” such as improved reading proficiency (Tessmer, 1993,
p. 47).
For the expert appraisal, the following experts were invited:
1. L2 acquisition and vocabulary expert (female) VU University Amsterdam
2. English Linguistics expert (female) VU University Amsterdam
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3.

Chemistry education and curriculum development expert (male) Netherlands Institute
for Curriculum Development (SLO)

The focus of the expert appraisal was on the consistency and expected practicality of the
design. The following research question was addressed by the experts: What is the internal
consistency and practicality of the reading activities incorporated in the courses ENG101,
CHE101 and LIT111D of which one or two descriptions of weekly tutorial sessions per course
are elaborated in detail?
Consistency (also referred to as construct validity) in this context meant that the
design should be based on state of the art knowledge within the field of L2 reading, Linguistics
and Chemistry education and that the various reading activities in the course descriptions
were consistently linked to each other. Expected practicality is about the expected usability
of the design in practice. In other words, did the experts consider the design to be usable in
the context for which it has been designed? The experts evaluated part of the intervention
in detail, which contained the following course descriptions: ENG101 week 1 and 3; LIT111D
week 1 and 2; CHE101 week 1. These were elaborated to a concrete level for use by the target
group, also called a vertical prototype (Nieveen, 2007). The course description of ENG101
week 1 that was evaluated by the experts is included as Appendix IV. The other course
outlines were designed in the same format. The general research question was translated
into a check list with twelve questions (see Appendix V). Each expert reviewed five course
descriptions. The outcomes were discussed and compared during a panel discussion with
the researcher.
6.7.1

Outcomes of the expert appraisal

The overall feedback from the experts was positive. They liked the set-up of the design
experiment and found the information presented in the course descriptions to be clear.
They also stated that, in general, the homework and tutorial activities for the experimental
group were in line with the rationale of the intervention: to engage first-year students more
actively in academic reading in English. However, they also made valuable suggestions for
changes.
General comments
The experts stated that it is very important to add procedural specifications to the course
descriptions, in the form of ‘teacher guides’. Teacher guides explain in detail what teachers
do during a tutorial, they provide answer models for the homework and describe activities
that are going to be addressed, such as designing semantic- or concept maps, how to teach
strategies on guessing meaning from context, how to teach text structures, etc.
Even though all three course descriptions used a similar format, the experts
commented that the course activities should be more in line with each other. The experts
advised that the Chemistry tutorial should also be one hour (rather than 30 minutes) and
that equal time should be spent on vocabulary and strategic reading activities (50% - 50%)
in all tutorials.
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The experts also stated that there was an overload of activities. The experts
recommended incorporating one exercise on vocabulary and one on text structures per
week. They also stated that motivation is not so much an activity that you can teach, but
that reading activities should be designed in such a way that they are motivating students to
become engaged readers.
Comments on vocabulary and text structure
The panel argued that it had to be decided up front what kind of vocabulary students would
have to learn during the intervention. Activities should be designed accordingly. The vocabulary
list should contain words that are often used in academic texts, signal words (to recognise text
structures) and context words (vocabulary that is specific for the content of the course). Thus
far, only context-specific words had been included in the activities. A possible tool that was
suggested by the experts was the Academic Word List (AWL) developed by Coxhead (2000)
and for which Nottingham University has published an online tool (http://www.nottingham.
ac.uk/~alzsh3/acvocab/). The AWL contains 570 core academic words and is based on a
corpus of over 400 written academic texts, equalling about 3.5 million words in total. The
list covers 28 different subject areas from 4 disciplines: arts, commerce, law and science.
The panel also stated that it should be clear from the beginning what exactly will be
taught to students on text structure. Although the design team used the design principles as a
framework for the design and designed activities accordingly, the experts felt that these could
be made more specific, for example, by making a list of learning objectives of what students
should be able to know and/or do with regard to text structures, after the course has finished.
These learning objectives should give more structure to the design.
6.7.2

Incorporating feedback: towards a new design of the prototypes

The comments from the experts helped to strengthen the research design and to achieve
more coherence between the three courses. The suggestions were discussed and incorporated
into new versions of the prototypes. This was done through email communication and Skype
sessions. Firstly, the team leader developed an example teacher guide that the teams could
use as a model. Suggestions to motivate students to engage in reading were specified in the
teacher guide. Secondly, much extra work was devoted to the vocabulary component in
each course. The Nottingham Academic Word List (AWL) was used as a source for academic
vocabulary assignments. The AWL is divided into 10 sub-lists in order of frequency, i.e. sublist 1 contains the 60 most frequent academic words; sub-list 2 contains the most frequent
61-120 words, etc. The first five sub-lists, i.e. the 300 most frequently used academic
words, were used as a resource for the vocabulary assignments. Each week, the selected
course texts were screened for AWL words. Additionally, the design teams selected the most
important content words for each course (Linguistics, Chemistry and Literature). In total, 120
academic and context words were selected per course over a period of ten weeks. An example
of a weekly vocabulary assignment that was included in all courses is presented in Exhibit 2.
This CHE101 example includes six content specific words (subatomic, matter, symbol, mass
number, mass, isotopes) and eight words from the AWL (section (AWL sub-list 1), text (2),
aware (5), distinctive (2), indicates (1), ratios (5), deduced (3), occurring (1)). Some words
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were both included in the academic word list and the content list, e.g. ‘analysis’, ‘matter’, and
‘reaction’. In addition, some assignments were included that paid attention to the meaning of
words in different contexts, as illustrated in Exhibit 3.
Exhibit 2 Example of vocabulary assignment for CHE101 experimental group week 3.
Vocabulary assignment week 3
The phrases below come from the text by Petrucci. Write down the meaning of the words in
bold in your vocabulary notebook. Try to use the context to decide on the meaning of the words,
if necessary use a dictionary. The words in italic (involved, fundamental, particles, elements,
atoms, consist of) were part of homework week 1 and 2. Revise these words in your vocabulary
notebook if you don’t remember them.
•

The three subatomic particles considered in this section are the only ones involved
in the phenomena of interest to us in this text. You should be aware, however,
that a study of matter at its most fundamental level must consider many additional
subatomic particles.

•

Each element has a name and a distinctive symbol.

•

This symbolism indicates that the atom is element E, and that it has atomic Z and
mass number A.

•

From these ratios he deduced that about 91% of the atoms had one mass and that
the remaining atoms were about 10% heavier.

•

Some elements, as they exist in nature, consist of just a single type of atom and
therefore do not have naturally occurring isotopes.

Exhibit 3 Example of vocabulary assignment for CHE101 experimental group week 10.
Vocabulary assignment week 10
Language used in Chemistry is very particular. Please look at the following example: resonance.
In the field of chemistry, this means “the situation in which two or more plausible Lewis
structures can be written but the “correct” structure cannot be written at all” (p.391). However,
the word resonance can also have a different meaning, outside the Chemistry context. For
example: the quality in a sound of being deep, full, and reverberating: the resonance of his
voice. Or in Physics: resonance means the reinforcement or prolongation of sound by reflection
from a surface or by the synchronous vibration of a neighbouring object.
Look at the underlined words below. For each word come up with a sentence that explains the
meaning of the word in a non-Chemistry context (e.g. the resonance of his voice).
a) Electron affinity, b) Magnetic properties, c) Periodic properties, d) Covalent bonding,
e) Ionic compound, e) Formal charge.

Thirdly, a list of specific learning objectives for text structure assignments was developed.
These learning objectives varied per course, but all had to do with learning about text
structure. Examples of these learning objectives are presented in sections 6.8.2 and 6.8.3.
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Finally, a student guide was developed with background information on text
structures (e.g. paragraphs, topic sentence), skimming, summarising and vocabulary. The
ALW sub-lists 1-5 were included in the student guide, as well as a list of highly frequent
recurrent sequences of words (lexical bundles), based on the study carried out by SimpsonVlach and Ellis (2010). Examples of the adjusted course descriptions of all three courses are
included as Appendices VI - VIII. The student guide is included as Appendix IX.

6.8

From actual practicality to expected effectiveness (RQ5, RQ6)

Following the planning of the formative evaluation process as presented in Table 1, the final
design stages were evaluated in three separate steps. First, the actual practicality of the
partly detailed intervention (RQ5) was evaluated through a micro-evaluation and classroom
observations (see Table 1). During the micro-evaluation a group of learners tried out a
part of the intervention outside the normal user setting. Meanwhile, the Dutch researcher
observed and interviewed the users. Secondly, the expected effectiveness of the complete
intervention (RQ6) was evaluated through classroom observations and interviews with the
users. Finally, the actual effectiveness of the complete intervention (RQ7) was evaluated
through means of an experiment with a reading pre-test and reading post-test.
In practice, the three courses (LIT111D, CHE101 and ENG101) did not follow the
same steps of formative evaluation as planned. This was due to logistical and contextual
factors. Because of the different steps that were followed for each course, the results on
actual practicality (RQ5) and expected effectiveness (RQ6) are presented separately for each
course. The actual effectiveness of the complete intervention will be reported in Chapter 7.
There are two reasons for presenting the actual effectiveness in a separate chapter. Firstly,
the summative character of evaluating the actual effectiveness makes it a different type of
research than the formative evaluation that was used in the other cycles. Additionally, the
large amount of data that were retrieved during the experiment deserves a chapter in itself.
6.8.1

Introduction to Literature (LIT111D)
Actual practicality (RQ5)

The actual practicality of the partly detailed intervention of LIT111D was evaluated through
a micro-evaluation. The micro-evaluation of course week 1 was organized at UEW during
mid-August. Six MPhil students in Linguistics were invited to participate in the lecture, out
of which two were women and four were men. The Dutch researcher observed the lecture.
The micro evaluation took place outside in an open-air classroom. The lecturer
explained the topic of the tutorial (literary phenomenon) in a few minutes. Thereafter, he
distributed a printed copy of the first four pages of Chapter 1 of the textbook by Agyekum
(1999). Students were asked to read the text, which took them about 15 minutes. Then,
they received the homework in print and were given 30 minutes to do the exercise in class.
The last 15 minutes were used for feedback on the assignments.
The lecturer made a good inventory of strategies that were used by the students to
collect and find the meaning of new words. There was some confusion amongst the students
about the topic of the lecture since no summary was provided. There was a difference in
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interpretation on the status of the teacher guide. The intention of the team leader was
to use the guide in preparation for the tutorials. Yet, when it was time for feedback the
lecturer read the teacher guide aloud to the students. Due to the location (outside), it was
sometimes difficult for the students to hear the lecturer. In addition, the lecturer paused for
some time due to a courtesy visit by the Dean. The lecturer did not use the model answers
as presented in the teacher guide; as a consequence there was no agreement in the group
about which answers were the right ones. In conclusion, it was valuable that the lecturer
had a chance to try out the teacher guide in practice. By the end of the micro-evaluation the
design team had realised that a thorough preparation is required for each tutorial. Some
phrasings of the student assignments were unclear, these were adjusted. No major changes
of the assignments were deemed necessary.
Expected effectiveness (RQ6)
The expected effectiveness of the complete intervention was evaluated through a classroom
observation of a tutorial during the first week of the course. The course description and
teacher guide are included as Appendix VI. Since the lecturer did not perform any of the
activities that were specified in the teacher guide, there was no reason to believe that the
intervention would have any effect at all. Additionally, very few textbooks were available
in the bookstore. Waiting for all books to arrive would cause too much of a delay in the
experiment. Based on these observations it was decided to stop the intervention for LIT111D.
The decision to stop the intervention for LIT111D did not come as a surprise. During
the preceding design phases a number of difficulties were encountered that eventually had
led to this decision.
Firstly, three female assistant lecturers from the department of Communication and
Media Studies left the team even before the designing of the intervention had started. The
Head of department replaced them with two male assistant lecturers, who had to be trained
in a relatively short period of time. As a consequence it was difficult for those lecturers
to become fully part of the intervention and create a team atmosphere. The lecturer of
LIT111D who was part of the team from the beginning ended up doing most of the work by
himself.
Secondly, the lack of internet access at UEW caused problems in email
communication and Skype sessions between the team and the team leader. In addition,
other technical facilities on campus, such as printing or photocopying were severely limited.
As a consequence, the lecturer could not provide hand-outs for the students during classes.
The hand-outs that were used during the micro-evaluation were provided by the team
leader.
Thirdly, there was disagreement between the lecturer of the course and the
team leader about the division of tasks. Although the Ghanaian team was paid for their
contributions to the development of the prototypes, it took up far more hours than they
had anticipated. Furthermore, the UEW design team perceived the work as difficult.
Consequently, at one point they argued that the Dutch researcher should take over the
design of the prototypes. The team leader on the other side felt strongly about following the
communicative approach as proposed by Visscher-Voerman and Gustafson (2004), which
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emphasizes that working jointly with users and stakeholders and giving them the opportunity
to contribute to the design increases the chance that they experience ownership of the
product and that the product is implemented and used correctly.
Fourthly, the team was highly disappointed with the feedback from the expert
appraisal of the first two course weeks. They felt that the team leader had not guided them
properly to come to the first designs and perceived it as a failure to rewrite those course
weeks.
Fifthly, the textbook that was used for the course, Introduction to Literature
(Agyekum, 1999), was characterised by technical and dense language use and poor quality
of print. Designing reading activities based on the textbook was therefore rather difficult
and time consuming. Two citations from the textbook illustrate the dense and technical
language style of the book:
Literature is the mechanism and avenue by which we see the real beauty,
productivity, dynamism and pervasive nature of language. In literature, words are
constantly moving from one context into another giving various shades of meanings
as they travel along genres, themes and domains. For instance, words used in
idioms, metaphors and proverbs may have different meanings and interpretations
from their literal usages. (p.7)
Poetry is a writing that formulates a concentrated imaginative awareness of
experience in language chosen and arranged to create a specific emotional response
through its meaning, sound and rhythm. Unlike essays and short stories, a poem is
written in verse. It relies on meter, rhyme and line as its formal unit. (p.86)
The decision to stop the intervention was taken by the team leader after which the team
members expressed their relief. Obviously, the work had been more demanding than they
had anticipated.
6.8.2

Basic general chemistry (CHE101)

Based on the feedback from the reviewers, the tutorials for CHE101 were changed into onehourly sessions. An example of a course description for both the control and experimental
group is included in Appendix VII. An example of a teacher guide for the experimental group
is also included as Appendix VII. For the control group no teacher guides were produced,
since the lecturer used his own preparatory notes for the teaching of the control group.
An overview of the intended learning outcomes concerning academic reading for the
experimental group is presented in Table 2. These intended learning outcomes were still
based on the most important tentative design principles as indicated in section 6.6.2 and
include design principle 1 (text structure), 9 (vocabulary training) and 13 (motivate students
to read). The design principles 2 (homework based on assessment) and 14 (active learning
strategies) were supportive of these intended learning outcomes, but not translated into
learning outcomes as such. These intended learning outcomes are based on Bloom’s
taxonomy of learning objectives, in which he classified educational objectives into three
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domains: cognitive (e.g. knowledge, comprehension, analysis, evaluation), affective
(attitude) and psychomotor (skills) (Bloom, Engelhart, Furst, Hill, & Krathwohl, 1956). A
detailed overview of the homework assignments and their corresponding learning objectives
is presented as Appendix X. The intended learning outcomes for the control group were all
related to the chemistry subject matter. An example of these learning outcomes can be
found in the course description of Appendix VII.
Table 2 CHE101 intended learning outcomes regarding text structure, vocabulary, and motivation.
(x = one assignment, xx = two assignments)
Course week
Intented learning outcomes

1

2

3

4

5

6

7

8

9 10

Actively participate in the tutorial and contribute to
discussions in class (attitude)

x

x

x

x

x

x

x

x

x

x

Explain why it is important to be proficient in
reading academic English (attitude)

x

x

x

x

x

x

x

x

x

x

Identify basic features of text organisation, such as
headings, sub-headings, sections, and paragraphs
(knowledge)

x

x

Identify the most important sentence of a text
(comprehension)

x

x

Summarize the main concepts introduced in a text
(comprehension)

x

x

Interpret the meaning of the author
(comprehension)

x

At the end of the intervention, students are able to:

Analyse text structure, and point out specific
text features that emphasize important concepts
(analysis)

x

x
x

x

x

xx

Explain the different functions of a text:
informative, persuasive, instructive
(comprehension)

x

Interpret images and figures of a text in relation to
the content of a text (comprehension)

x

x

x

x

Determine the meaning of words based on the
context in which they occur (analysis)

x

x

x

x

x

x

x

x

x

x

Consult a dictionary to find the meaning of words
that they do not know (comprehension)

x

x

x

x

x

x

x

x

x

x

Explain the meaning of English academic
vocabulary and chemistry specific vocabulary that
they encounter in their textbook (comprehension)

x

x

x

x

x

x

x

x

x

x

Over a period of ten weeks, the students were instructed to find the meaning of specific
words and register them into their vocabulary notebooks. After ten weeks, the total number
of words amounted to 120, out of which 55 words came from the AWL, and another 65
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were content specific words. The senior teaching assistant was in charge of the tutorials for
the experimental and control groups on Tuesday. The lectures of the course were taught
on Monday by a professor. During the lectures, students from both the experimental and
control groups sat together. For the development of the homework assignments, someone
with a background in Linguistics was required. Therefore, the homework assignments
were developed by the team leader in cooperation with an expert in Chemistry education
from the Netherlands. These assignments were all based on the already existing CHE101
course schedule. Every week, the homework assignments were sent to the senior teaching
assistant, who discussed them with his design–team colleague from the English department.
Homework for control and experimental groups was distributed by the class representative.
Students were expected to access the course book in the departmental library. Because of
time limitations it was not possible to organise a micro-evaluation to determine the actual
practicality of the CHE101 tutorials. Instead, both the actual practicality and expected
effectiveness were investigated through three classroom observations by the researcher and
five more classroom observations by a design team colleague from the English department.
Additional data were collected during three meetings with the CHE101 senior teaching
assistant and the researcher. During one of those meetings the team member from the
English department was present. One meeting was held with the professor of the course,
who taught the lectures on Monday. For the lesson observations a standard form was used.
One group of students was interviewed. Due to problems of sound quality, the interviews
were not transcribed and only the notes of those interviews were used in the data analysis.
Actual practicality (RQ5)
Using the intervention in practice was faced with a number of challenges. First of all, dividing
the group into equal samples for the control- and experimental groups was difficult because
of the course schedules of the students. As a consequence, it was decided to include 15
B.Ed. mathematics students in the control group and 35 B.Ed. science students in the
experimental group. Although this division was unequal in terms of academic programmes
and student numbers it was deemed acceptable because the CHE101course was part of a
larger experiment. The data could still be used and compared with the results of the ENG101
course results.
A second challenge was keeping the students from the control and experimental
groups apart. At the beginning of the experiment, students from the control group had the
tendency to attend the tutorials for the experimental group. They did this because they
were under the impression that in the experimental group concepts were explained in
more detail. After the second week, the teaching assistant started using class lists to check
attendance that prevented the students from sitting in the wrong group.
A third challenge was the marking of the homework. Students in the experimental
group wanted to get grades for their homework; however, the tutorial assignments were
not integrated into the course grading system. Due to the large number of students enrolled
for the CHE101 course (about 1000-1200) the course was taught by a number of different
lecturers. Consequently, it was impossible to adjust the grading system for the sake of the
project. Eventually, the students accepted this.
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Fourthly, there were some logistical issues. The tutorials were held in a Laboratory
with an insufficient number of chairs. As a result, some of the students had to stand during
the entire tutorial. During the first week it had been difficult for the course representative
to distribute the homework to the control and experimental group separately. This problem
was solved during the third week. Finally, only eight of the students in the experimental
group had a copy of the textbook. The others had to work with photocopies which they
received on a weekly basis in addition to the homework assignments.
Expected effectiveness (RQ6)
Based on the classroom observations and meetings with the CHE101 teaching assistant and
professor three topics were identified that impacted on the expected effectiveness of the
CHE101 prototype: the teaching approach and motivation of the senior teaching assistant,
the attitude of the students, and the teaching approach of the other lecturers involved in
the course.
Firstly, the lesson observations revealed that the teaching assistant used an
interactive teaching approach for both the control and experimental groups. He questioned
students about the concepts he had introduced, he made them write on the blackboard
and he frequently asked if the students had understood what he had said in class. Students
commented positively on his teaching, especially because he allowed them to ask questions.
Although he had stated to believe in the concept of integrating reading assignments into
Chemistry content courses, in the beginning it seemed difficult for him to explain the
purpose of reading texts in a chemistry class. Therefore, the senior teaching-assistant was
offered the possibility of co-teaching with his colleague from the English department. The
senior teaching-assistant declined and argued that the vocabulary was chemistry-specific
and could not be taught by someone from the language department. He also stated that the
students would probably complain that people from the English department cannot teach
chemistry, and that it would not be accepted by the academic board. To otherwise support
the senior teaching-assistant in his new role, a few training sessions were organized with
his colleague from the English department who provided feedback and suggestions as to
how the reading assignments should be dealt with in class. This helped the senior teaching
assistant to prepare for the vocabulary and text comprehension assignments and to practice
some motivational aspects of reading. Over time, the senior teaching assistant grew in his
role as motivator for students to engage in reading. In addition, his capacity of teaching
chemistry vocabulary and text structures based on the chemistry textbook improved during
the course of the semester. After some time he used various arguments to convince the
students to engage in reading. The team member from the English department who had
observed five tutorials spoke very highly of the senior teaching assistant. He stated that
he saw him grow during the course and getting more confident by the week. He admired
him for covering linguistic activities as a Chemistry teacher. He also noted that although
the students refused the assignments in the beginning, they came around after the third
week. By the end of the course the students were actively involved in the tutorials. The
observer noticed that the senior teaching assistant was well prepared for the tutorials, and
also discussed the meaning of some words outside the chemistry context. For example, he
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mentioned the word ‘concentration’ which can be used to describe a substance in Chemistry
but at the same time it can be used to describe a lot of people on a market place.
The second matter that influenced the expected effectiveness of the CHE101
prototype was the attitude of the students in the experimental group. Right from the onset
their attitude towards the tutorials and the homework assignments was very negative.
During the first two weeks they complained to the teaching assistant that they only wanted
to do calculations and not to read texts. They stated that the homework was affecting
them because they would lag behind compared to students in other groups. They also
compared the homework activities of the CHE101 course with those of the mandatory firstyear course ‘Communication skills’. They argued that they did not want a repetition of that
type of assignments. They also asked whether the quizzes and exams were going to include
questions on text structure and reading. To make matters more complicated, the students
had numerous questions about the content of Mondays’ lectures which they wanted to
have explained during the tutorials. They claimed that the professor who taught the lectures
on Monday covered the topics too fast and that they could not keep up with him. He
referred students with questions to the textbook, but the students found the textbook too
difficult to understand. After two weeks of complaints by the students, the senior teaching
assistant decided to give the experimental group an extra hour of tutorial to address all their
questions raised during the Monday lecture and to practice doing calculations. That satisfied
the students.
The third influential factor on the expected effectiveness was the teaching
approach of the other lecturers who taught in the CHE101 course. The complaints by the
students about the lecture on Monday were discussed with the professor who taught the
Monday classes. He explained that about 1000-1200 students were enrolled for the CHE101
course; therefore it was taught by a number of lecturers. He stated that all lecturers had to
cover a certain number of topics within a limited amount of time to prepare the students for
the final exam. Therefore students’ questions could not all be addressed during the lecture
on Monday. The professor was asked whether the students were actually asked to read
from the textbook by him and his colleagues. Following the CHE101 course outline, students
would have to read texts from the course book on a weekly basis. He replied that most of
the time the students had to do only calculations as homework. Although the students were
told to read the book, they were not assessed on it. A complicating factor was that only
students from the education department had access to the course book in the education
departmental library, whereas the core science students did not have this access. Because in
the end all students had to do the same exam it would be impossible to test their knowledge
based on the book.
6.8.3

The use of English (ENG101)

The ENG101 course descriptions were designed in the same format as the ones for CHE101.
An example of a course description for both the control and experimental group is included
as Appendix VIII. An example of a teacher guide for the experimental group is also included
as Appendix VIII. For the control group no teacher guides were produced, since the lecturer
used her own preparatory notes for the teaching of the control group. An overview of the
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intended learning outcomes concerning academic reading for the experimental group
is presented in Table 3. As with the CHE101 course, the intended learning outcomes are
based on Bloom’s taxonomy of learning objectives. A detailed overview of all the homework
assignments and their corresponding learning objectives is presented as Appendix XI.
In line with the vocabulary assignments that were included in the CHE101 course,
the ENG101 students were instructed to find the meaning of specific words and register
them into their vocabulary notebooks. After ten weeks, the total number of words amounted
to 120, with 74 words from the AWL, and another 46 content specific words. The assistant
lecturer was in charge of the tutorials for the experimental and control groups and in charge
of the lectures. Students from both the experimental and control groups joined the lectures.
All students received their homework for the tutorials after the lecture. The design team
succeeded in distributing hard-copies of the homework and texts to read to all students.
The actual practicality and expected effectiveness of the ENG101 course were
investigated through one micro-evaluation, two classroom observations by the researcher
and six observations by one of the team members. Additional data were collected during
four meetings with the ENG101 assistant lecturer and the two other colleagues from the
design team. For the lesson observations the same form was used as for the CHE101
classroom observations. The micro-evaluation included 4 assistant lecturers from the
English department.
Actual practicality (RQ5)
The ENG101 design team was facing four challenges with regard to the usability of the
intervention in practice. Firstly, due to the delayed admission of first-year students, some
students came in late and did not participate in the pre-test. During the third week some
students were still joining the group. About eighty students did participate in the pre-test.
Also, as a consequence of the late admission, the implementation of the course was a bit
behind schedule. However, this was caught up after a few weeks.
The second challenge was that, at the beginning of the semester, some students
from the experimental group had joined the control group on a few occasions. The tutorial
of the control group was scheduled one hour before the tutorial of the experimental group.
Some students from the experimental group came early so that they did not risk standing
during class. Sometimes those early students ended up in the wrong group. Eventually, a
class attendance list was used to address this problem.
Thirdly, it was a challenge for the lecturer to keep up with the pace of the tutorials.
Sometimes, the lecturer could not finish the content of the lectures before a new tutorial
started. Then, she was more or less repeating in the following lecture what had already been
addressed during the tutorials.
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Table 3 ENG101intented learning outcomes regarding text structure.
(x = one assignment, xx = two assignments)
Course week
Intented learning outcomes
At the end of the intervention, students are able to:
Actively participate in the tutorial and contribute to
discussions in class (attitude)
Explain why it is important to be proficient in reading
academic English (attitude)
Summarize short pieces of text (comprehension)
Paraphrase the main ideas in a text using their own words
as much as possible (comprehension)
Identify basic features of text organisation, such as
headings, sub-headings, sections, and paragraphs.
(knowledge)
Can evaluate the organisation of a text (evaluation)
Can explain how text organisation can facilitate reading
comprehension (comprehension)
Can predict the content of a text based on skimming the
text and specifically by looking at headings, titles, sub-titles
(analysis)
Can identify the most important sentence of a paragraph,
the topic sentence (comprehension)
Can create a diagram to explain relations between concepts
(analysis/ skills)
Can explain references/ citations in academic texts
(comprehension)
Can identify words that link one section of a text to the
following section (comprehension)
Can point-out sections in the text that explain particular
ideas (analysis)
Can interpret illustrative diagrams in grammar text books
(comprehension)
Can explain what microstructural elements of a text are
(comprehension)
Can identify the repetition of key words and topic
continuity (knowledge)
Can explain the function of linking / connecting words in a
sentence or paragraph (comprehension)
Can identify connecting words at sentence and paragraph
level (knowledge)
Can explain what is meant by the physical presentation of a
text (comprehension)
Can judge the physical presentation of a text (evaluation)
Determine the meaning of words based on the context in
which they occur (analysis)
If necessary, consult a dictionary to find the meaning of
words that they do not know (comprehension)
Explain the meaning of English academic vocabulary and
linguistic specific vocabulary that they encounter in their
textbook (comprehension)

1

2

3

4

5

6

7

8

9 10

x

x

x

x

x

x

x

x

x
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x
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x
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x
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x
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x
x

x
x

x

x

x
x

x

x

x

x

x

x

x

x

x
x

x

x
x

x

x

x
xx
x
x
xx

x

xx

x

x

x

xx
x

x
x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

191

Chapter 6

Finally, the design team was worried that both the control and experimental groups might fall
behind, in comparison with two other ENG101 groups that were not part of the experiment.
The other groups were taught by different lecturers and received three hours of lecture,
instead of two. Whereas the groups that were part of the experiment received two hours
of lecture and one hour tutorial. This meant that those lecturers had more time to explain
things and cover all content. The ENG101 lecturer sometimes had to rush to finish in time
and worried that it might affect the level of the students.
Expected effectiveness (RQ6)
Two factors influenced the expected effectiveness of the intervention: the teaching approach
of the ENG101 lecturer, and the attitude and learning capabilities of the students. Firstly,
both the micro-evaluation and the classroom observations revealed a highly professional
performance of the lecturer. She was enthusiastic but critical, demonstrated a positive
attitude towards the students and actively involved them in the course. At the beginning of
each tutorial the students were asked what they thought about the homework and whether
it was difficult or easy. Many students raised their hands voluntarily to answer questions and
also students in the back of the classroom were included in the classroom activities. Most
students seemed very well prepared and replied well to the questions from the lecturer.
Students were often invited to respond, and seemed not to be afraid to give their answers.
The lecturer checked regularly with the group if they were still following her and she did not
hold back in addressing inattentive students: “Is the gentlemen asleep, or is he meditating?
Sit up!” Furthermore, the lecturer explained the concepts clearly and calmly, and made
frequent use of the blackboard. She often walked around and gave personal feedback to
the students.
Regarding the attitude of the experimental group, the classroom observations
revealed that students from the experimental group did not respond as enthusiastic as the
students from the control group. Although the team did try to divide the homework over
the control and experimental group equally, the experimental group had a higher work-load
because the assignments were more difficult than those of the control group. The lecturer
noticed that the experimental group was not as spontaneous and enthusiastic as the control
group. The experimental group seemed to be more actively involved in studying the text.
Additionally, she remarked that she seemed to have less energy during the class of the
experimental group, because she had already taught the control group for an hour. It was
obvious that the second class cost her more energy. In spite of the different atmosphere in
the classroom, the lecturer felt at ease with the assignments for the experimental group,
and could easily convince the students of their importance.

6.9

Towards final design principles

The original design was guided by fourteen tentative design principles that were presented in
section 6.4. After the first expert appraisal, two design principles (11 and 12) were excluded
from the list. During the consecutive process of design, development, implementation and
evaluation the list of tentative design principles evolved into a list of final design principles
for both the ENG101 and CHE101 courses. First, the list of the final design principles and their
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characteristics, (i.e. what the design looked like) are presented. Secondly, it is explained why
certain tentative design principles were not eligible to be included in the design. Thirdly,
the procedural nature of the final design principles (i.e. how the design principles were
developed) is presented. Finally, the revision process of the prototypes is briefly discussed.
Characteristics of the final design principles
Teaching students about text structures (design principle 1) was an important feature in the
design of both courses, especially during the first weeks of the intervention. The translation
of this principle into student assignments focused on the following: identifying basic features
of text organisation (i.e. headings, sub-headings, paragraphs); identifying topic sentences;
summarizing; and explaining different functions of a text. In general, the students found the
assignments about topic sentences and making summaries difficult to do. In order to keep
students motivated, it was decided to take a break from summarizing and topic sentences
during week 5, 6 and 7. The break helped; from week eight onwards the students continued
to work on text structure assignments. Although in practice it appeared that some texts
were not suitable for identifying topic sentences, the assistant lecturer of ENG101 evaluated
the assignments positively. She stated that they were valuable for the students because it
helped them to understand texts and made reading easier. Furthermore, these were useful
exercises to prepare students for writing essays and reading long texts.
For both courses homework was informally linked to assessment (design principle
2). Both ENG101 and CHE101 used a pre-determined grading system that could not be
adjusted for the sake of the research project. However, inspection of the homework was
an important feature of the tutorials. Students were aware that their homework would be
discussed in class, and this encouraged them to prepare well. ENG101 students who did not
do their homework could not participate in class and were sent out. Students were informed
that all their assignments would be collected by the end of the semester for control. Every
week the vocabulary notebooks were checked in class. For the CHE101 course three quizzes
were included in the formal grading system. The attitude of the students was influenced
positively after they realised that the language assignments had helped them to better
understand the questions of these quizzes. For more details see Chapter 7.
The idea to provide a sufficient number of hard-copy texts (design principle 8)
succeeded for both courses. Students in the CHE101 course were expected to use the
Chemistry course books that were available in the library. For the ENG101 course there was
a new text available every week, from various sources. The students very much appreciated
this approach (see also Chapter 7).
Including vocabulary training on a weekly basis (design principle 9) was implemented
successfully in both courses. Students were actively involved in collecting words for their
vocabulary notebooks that were checked in class every week. At first the ENG101 lecturer
observed that students mainly used the dictionary to find the meaning of words, without
considering the context of usage. This changed after students were taught some techniques,
such as breaking down words in morphemes and parts and using context to guess meaning.
The design team found the vocabulary assignments very useful. They stated that students
were always actively involved. During the first three weeks the students were asked to find
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the meaning of words that were identified in the hand-out. From week 4 onwards students
were asked to also find the meaning of words that were identified by themselves.
Following design principle 13, the teacher had to play a role in motivating students
to read independently by creating an environment of reading and serve as a role model.
The classroom observations of the ENG101 course clearly showed that students were
actively involved and engaged in the discussions. The lecturer herself felt motivated by
the engagement of students in class discussions. An important motivator for the students
seemed to be the provision of hard-copy reading material on a weekly basis. This was not
common practice in many courses in the curriculum.
The final design principle stated that the reading intervention should be based on
active learning methodologies, whereby students are engaged in their own reading and
learning process (design principle 14). As was explained in the previous section, the provision
of reading materials in the ENG101 course stimulated engagement and active participation
in class. The teaching approach of the ENG101 lecturer was student-centred and students
were well aware that they were expected to contribute in class. At some occasions students
were even asked to lead the class discussions. The classroom observations of the CHE101
tutorials also indicated an interactive teaching approach with sufficient possibilities to ask
questions.
Exclusion of tentative design principles 3, 4, 5, 6, 7 and 10
There was no need to include teaching and learning activities that were suitable for large
classes (design principle 3). The students in both courses were split into two groups, so the
classes were not as large as they normally are.
No formal measures to prevent students from cheating were developed (design
principle 4). The interactive teaching approach that was applied in both courses made
students speak individually in class, which made cheating difficult. Moreover, the relatively
small group did not require measures against cheating.
It was too complicated to let students monitor their own reading progress (design
principle 5). The design team explained that it would mean conducting extra tests and
there was no time for that. Also they argued that monitoring personal reading progress
is a personal issue for the students, and not the role of the teacher. Students did receive
feedback on the responses that they gave in class.
It was not possible to allow students to select some of the reading material
themselves (design principle 6). For the CHE101 a pre-described textbook was used. For
the ENG101 course a variety of texts were included in the course. The ENG101 lecturer
stated that because the students were new in the university and unfamiliar with the subject
area, they were not in the position to select appropriate texts. Apart from that, allowing
students to select different texts was considered too difficult to coordinate. In week 8, the
ENG101 course students were allowed to select one article from a pre-determined list of
texts from popular magazines. Although students tried to select the text based on length at
first, eventually they liked the exercise and were enthusiastic in engaging with the text.
Some efforts were made to include reading activities online or on mobile phones
(design principle 7) in the ENG101 course. Firstly, the design teams were introduced to the
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online programme ‘Knowble’ (http://knowble.eu/). This free reading programme provides
online news articles at a personal proficiency level and offers tools to build vocabulary
knowledge and monitor personal reading progress. Since the CHE101 course was added
later, the senior teaching-assistant did not participate in this training. In the end, due to the
slow internet access it was not feasible to use the ‘Knowble’ tool. Secondly, the Facebook
account names of the ENG101 students were collected during the third tutorial, with the
idea to create a Facebook page for the course. However, the design team explained that it
was too much time to elaborate on this idea further. Moreover, electricity and the internet
had been very unreliable during the semester. Mobile phone activities were explored, but
again time to set them up was too limited.
Promoting extensive reading (design principle 10) was considered a bridge too far.
The design team stated that the students had already sufficient reading to do for the other
courses in the curriculum. In week 9 the ENG101 students studied some literary texts.
Procedural design principles
In the current section the following question will be addressed: ‘How should a design
that emphasizes academic English reading proficiency for first-year academic students
be developed?’ The following four factors played an important role in the successful
development and implementation of the prototypes: creating ownership by adhering to the
communicative approach; compensation of staff-time devoted to the project; the possibility
to integrate language instruction into existing content courses (content-based language
instruction); and procedural specifications in the form of teacher guides. These four factors
will now be further elaborated.
The cooperation within the design team was based on the communicative
approach by Vischer-Voerman (2004). A lot of effort was invested in working jointly with
the UCC and UEW team members and getting them involved in contributing to the design.
A complicating factor was the fact that the team leader was stationed in the Netherlands.
Consequently, a lot of the communication had to be done by through email, telephone and
Skype sessions. At five occasions the team leader was present in Ghana. During those visits
the following activities were conducted: training of staff in workshops, development of the
design in cooperation with the team members, observing lectures and conduct interviews
with students and staff, conducting the pre- and post-test. This presence was a necessary
condition for the development phase. Creating ownership of the design only fully succeeded
with the ENG101 team members. At the beginning of the design phase the ENG101 design
team received suggestions and exemplary material from the team leader to include in the
design. By the end of the design phase, they had taken full ownership of the design and
developed the course descriptions and teacher guide independently. Creating a sense of
ownership for the development and implementation of the CHE101 prototypes did not really
work out. Although the senior teaching assistant was assisted by his colleagues from the
English department in developing the course descriptions, it was too much work for them
to work on two designs at the same time. Therefore, the design for CHE101 was developed
by the team leader in the Netherlands with assistance from a chemistry education expert,

195

Chapter 6

and sent to the CHE101 senior teaching assistant. An ENG101 colleague cooperated with the
senior research assistant to prepare himself for the tutorials.
The second factor that influenced the successful implementation of the prototypes
was the financial compensation of the Ghanaian team members. This was an important
incentive for the team members and a necessary condition for the execution of the project.
Lecturers at both universities are in an administrative system that allows for the payment
of allowances for tasks that are considered ‘additional’ to their normal tasks. This can be
anything from attending workshops or meetings, to presenting papers. The task of the
design team was considered such an ‘additional’. It was therefore considered appropriate to
pay the team members according to the local standards.
Thirdly, the idea to integrate language assignments into existing content courses
could only work if suitable courses were available for the research project. The possibility
to use the already existing ENG101 and CHE101 courses provided a solid basis for the
implementation of the design. Adopting a content-based language instruction was a novelty
for UCC, especially at the science department.
Finally, the development of the teacher guides was a prerequisite for the successful
implementation of the design. The teacher guides were developed on a weekly basis and
provided procedural specifications for the lecturers to follow. The teacher guides were made
as specific as possible, see Exhibit 4.
Exhibit 4 Procedural specifications for the teachers.
Heading

Description

1. What does this tutorial
look like?

Short description of what students are expected to learn during the
tutorial and what kind of activities will be performed.

2. Relevant reading
material

References of the reading material to be addressed during the
tutorial

3. Lesson plan and timing

An overview of the main activities in relation to the time available

4. Preparation

Specifies how the lecturer could prepare her/himself for the tutorial

5. Execution of the
tutorial

Explanation of what the lecturer will do. E.g. explaining of the
learning objectives, feedback on the homework, execution of
activities, explanation of concepts, asking questions about concepts,
etc.

6. Conclusion and closing

The lecturer summarises what has been done in the tutorial and
how this is in line with what the purpose of this tutorial was. Time
for questions.

Revision of the prototypes
During the design, development and implementation process, the prototypes were revised
on two occasions. The first revision was based on the second expert appraisal (consistency
and expected practicality). This first revision had the greatest impact on the design. For
all courses, procedural specifications were added in the form of teacher guides and the
expected learning outcomes were specified in more detail. The number of assignments per
week was drastically reduced, which made the design less ambitious and more realistic. The
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focus of the vocabulary component was structured and based on the Nottingham academic
word list and course-specific vocabulary only. Although these modifications changed the
design for the better, some team members were disappointed by the fact that some of the
work had to be done all over again.
The second round of revision was based on two micro-evaluations (LIT111D and
ENG101), several team meetings during the semester and multiple classroom observations.
This time around, the modifications were less drastic and concentrated more on the
refinement of the exercises. For example, some of the assignments for the ENG101 course
were rephrased in order to improve students understanding of the questions. Secondly,
students of both ENG101 and CHE101 were asked to select words themselves for the
vocabulary assignments, in addition to working with the pre-set lists of words only. This
was done to give room to the students to build their own vocabulary lists and stimulate
ownership of their own vocabulary development. Finally, based on the responses in class it
was decided to take a break of 3-4 weeks from the topic sentence in both courses.

6.10

Conclusion and discussion

This chapter described the development, design and evaluation of three interventions
in the following courses: The Use of English (UCC), Introduction to Chemistry (UCC) and
Introduction to Literature (UEW). The aim of all three interventions was to improve the
academic English reading proficiency of first-year students at UCC and UEW in Ghana. The
literature review (reported in Chapter 2) and the context analysis (reported in Chapters 3, 4
and 5) provided the basis for the design of these interventions.
Foremost, this study has shown that the successful design and evaluation of an
educational intervention depends to a great extent on contextual factors, such as the
motivation and quality of the design team, the willingness of the students to participate,
and the academic workload of both students and staff. Moreover, logistical factors such as
classroom facilities, time schedules, quality of the textbooks, and the internet- and printing
facilities played an influential role during the intervention. Because of all these influences,
each course design followed its own path. By the end of the design, development and
implementation phase, only the ENG101 design had been fully successful in terms of design,
evaluation and experimental set-up. Although the CHE101 design succeeded, it was not
possible to organise an equal division of students between the experimental and control
group. For further details and outcomes of the pre- and post-test design see Chapter 7.
Finally, in spite of the fact that all four procedural design principles were accomplished
for the LIT111D course, the implementation was not continued due to the low expected
effectiveness. The unfortunate decision to stop the LIT111D intervention was caused
by several factors. In retrospective, the expectations of the design team did not match
those of the team leader. In that sense, the team leader failed to properly implement the
communicative approach. The team leader was unsuccessful in making the design team
understand precisely what the research entailed. There were misunderstandings concerning
the division of tasks, the function of the expert review and the function of the homework
assignments. A complicating factor was the distance between the design team (Ghana) and
the team-leader (the Netherlands). In spite of several face-to-face contact sessions in Ghana
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it was difficult to follow up satisfactory through email and Skype. Finally, the lack of printing
resources and textbooks also contributed to the difficulties of implementing the LIT111D
design in practice.
Ultimately, six design principles (DP’s) were successfully used in practice, some to
a greater extent than others. These final design principles include: The reading intervention
should include teaching of text structures (DP1); it should be linked to assessment (DP2); it
should provide a sufficient number of texts (DP8); it should include vocabulary training (DP9);
it should include teachers who can serve as role models and who can motivate students to
read independently (DP13) and should be based on active learning methodologies, whereby
students are engaged in their own reading and learning process (DP14). The other design
principles were discarded because either it was logistically impossible to incorporate them or
they were deemed unnecessary in the particular courses that were part of the investigation.
Design principle 14, the use of active learning methodologies, appeared to be one
of the most fundamental principles during the intervention. Without using an active learning
approach, the assignments that were included in the design could not have been carried out
properly. A number of factors made the execution of design principle 14 possible. First of
all, the highly professional teaching approaches of the ENG101 and CHE101 lecturers who
applied the active learning concept throughout the semester. Secondly, the distribution of
homework assignments prior to the next tutorial made the students prepared for class and
ready to interact with their peers. Thirdly, the provision of reading material on a weekly
basis made students read prior to the lecture. This was especially the case in the ENG101
course, where students received hard-copy materials from different sources. The CHE101
students worked on texts from their Chemistry course book only.
The intervention put high demands on the lecturers. Not only were they asked to
divide their tutorials into two groups, which meant an extra hour of teaching, they also had
to prepare for two different tutorials. One of the main differences between the development
of the ENG101 and CHE101 courses was the fact that the ENG101 staff members were
developing materials within their own academic expertise (Linguistics). This did not only
increase ownership of the products, but also led to a very smooth implementation in
practice. On the other hand, the CHE101 senior teaching assistant had never worked with
the type of language assignments that were part of the intervention. Cooperation between
staff from the English and Chemistry departments to jointly prepare educational activities
was very innovative in the UCC context. Integrating the teaching of English language into a
science course was a challenge that encountered a lot of resistance. It could only succeed
because of the endurance of the senior-research assistant and his acceptance to cooperate
with colleagues from the language department.
Regarding the experimental set-up that was chosen, it was not possible to keep
students from the control and experimental groups strictly separated. In both the ENG101
and CHE101 courses the students from the control group exchanged information with
students from the experimental group and vice-versa. This raises the question to what
extent an experimental set-up can grow to full stature within the context of educational
design research. This question will be further addressed in Chapter 7 and 8. Whether or not
the interventions have actually improved students’ academic English reading proficiency
will be answered in Chapter 7.
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Summative evaluation of the intervention
This chapter describes the summative evaluation of the complete intervention that
was presented in Chapter 6. This chapter will investigate whether the academic reading
proficiency of first-year Arts and Science students at UCC has improved after the intervention,
and whether students’ reading behaviour, attitudes and self-concept have changed. Both
quantitative and qualitative instruments were used to investigate these questions and to
determine the actual effectiveness of the intervention.

7.1

Introduction

In spite of an abundant body of research in academic reading, very little is known about how
to succeed in improving students’ academic English reading proficiency in an L2 setting at
tertiary level. The main objective of the current study was to test whether an educational
intervention that stresses vocabulary building, teaching of text structures and reading
motivation improved the academic English reading proficiency and academic performance
of first-year L2 students at UCC. The current study builds on the intervention that was
described in Chapter 6, in which students participated in regular university courses with
integrated training of students’ academic English reading proficiency. The following courses
were part of the intervention: ‘The use of English’ (ENG101) and ‘Introduction to Chemistry’
(CHE101).
Van den Akker (2003) presents a typology of curriculum representations that
distinguishes between three levels of the curriculum. Firstly, he introduces the intended
curriculum, which relates to the plans of the developers or designers of the curriculum.
Secondly, the implemented curriculum refers to how the curriculum is being used and
implemented by teachers. Finally, the attained curriculum relates to the learning outcomes
and experiences of the students. On the basis of this typology, this chapter investigated the
attained curriculum. In other words, what are the “resulting learning outcomes of learners
(learned curriculum)” and what are the “learning experiences as perceived by learners
(experiential curriculum)” (p.38).
In order to measure the effect of the learned curriculum, an experimental design
with an experimental and control group was used during one academic semester. A
questionnaire and language test were used as quantitative instruments to measure students’
reading proficiency, reading behaviour, reading attitude, and self-concept of reading, before
and after the intervention. In order to investigate the experiential curriculum, a qualitative
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approach was pursued that consisted of semi-structured group interviews with students
from the control and experimental groups, conducted by the researcher. Since the current
study is the fourth independent study that was conducted as part of this dissertation,
henceforward it will be referred to as study IV.
A summative evaluation, as was used in the current study, should only be carried
out if “the intervention is developed to such an extent that it has sufficient potential
effectiveness.” (Nieveen & Folmer, 2013, p. 155). On the basis of the various rounds of
formative evaluation that were applied in the current study and reported in Chapter 7,
there was sufficient evidence to support the quality of the intervention and its expected
effectiveness.
Academic English reading proficiency
A pre-test to measure the academic English reading proficiency of the students, was
conducted during the first week of the academic year. A post-test was conducted during
the final week of the first semester. It was expected that all groups, ENG101 experimental
and control and CHE101 experimental and control, would have higher scores on the English
proficiency post-test than on the English proficiency pre-test [Hypothesis 1or H1].
However, because the experimental groups were exposed to additional academic
reading activities during the intervention, it was expected that they would show more
progress with regard to their academic English reading proficiency than the control groups
[H2]. In other words, the difference between pre-test and post-test scores of the ENG101
and CHE101 experimental groups was expected to be larger than the difference between
pre-test and post-test scores of the ENG101 and CHE101 control groups. Finally, because
academic achievement is influenced by reading proficiency (cf. Lyengar, 2007; Mol & Bus,
2011; Pretorius, 2002), it was expected that the experimental groups would obtain higher
final grades for their ENG101 and CHE101 courses than the control groups [H3].
The effect of an intervention of this sort in relation to study programme, gender
and age of the student has not yet been investigated by other studies. Therefore, no
hypotheses were formulated to predict the effect of these variables on students’ academic
English reading proficiency or academic achievement.
Reading behaviour, reading attitude and self-concept
Reading attitudes and behaviour are strongly linked with reading proficiency (OECD, 2009).
Additionally, a positive self-concept of reading influences reading comprehension skills in a
positive way (Mullis, et al., 2007). Because of the importance that the literature attributes
to these affective factors, the reading behaviour, attitude and self-concept of students were
investigated in study I and study II. These factors will again be investigated in the current
study and similar question items will be used. The details of the questionnaire are presented
in section 7.3 (Method).
The samples from the populations in study I and II were similar in terms of
demographics, linguistic diversity, reported reading behaviour and reading attitude. The
current study will also investigate whether the current sample is comparable to the samples
of study I and II.
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A set of hypotheses was formulated in relation to the reading behaviour and
attitudes of ENG101 and CHE101 students. Students who are enrolled for English and
Communication studies (ENG101 participants) are likely to have a higher intrinsic motivation
for learning languages and reading than students in Chemistry. Therefore, it was expected
that, at the beginning of the experiment, the reading behaviour and attitude of the ENG101
students would be more positive than those of the CHE101 students [H4 and H5]. Since
study I did not show significant differences between the reported self-concept of students
in Arts, Science or Mathematics, no differences between the ENG101 and CHE101 students
were expected.
The emphasis on reading motivation as part of the intervention was likely to cause
a positive development in reading behaviour, attitude and self-concept for the experimental
group. Therefore, it was expected that, by the end of the first semester, the amount of time
students spent on reading in English for study purposes would have increased more for the
experimental groups than for the control groups [H6]. Furthermore, it was expected that
the attitude of the experimental groups towards reading for school had developed more
positively than the attitude of the control groups [H7]. And finally, it was hypothesized that,
by the end of the first semester, the self-concept of reading of the experimental groups
had developed more positively than the self-concept of the control groups [H8]. In sum,
the difference between pre-test and post-test reading behaviour, reading attitude and selfconcept of the ENG101 and CHE101 experimental groups was expected to be larger than
the difference between pre-test and post-test reading behaviour, reading attitude and selfconcept of the ENG101 and CHE101 control groups.
Students’ evaluation of the courses
Group interviews were used to investigate students’ opinions and perceptions with regard
to the ENG101 and CHE101 courses. The following research questions were formulated:
RQ1: What perceptions do students from the ENG101 and CHE101 control groups
have about the courses’ tutorials, homework assignments and the effect they have
had on their academic reading proficiency?
RQ2: What perceptions do students from the ENG101 and CHE101 experimental
groups have about the courses’ tutorials, homework assignments and the effect
they have had on their academic reading proficiency?
RQ3: How do students from the ENG101 and CHE101 control groups compare their
courses with other courses in the departments?
RQ4: How do students from the ENG101 and CHE101 experimental groups compare
their courses with other courses in the departments?
RQ5: Do students from the control groups evaluate the ENG101 and CHE101
courses differently than students from the experimental groups?
These questions were translated into an interview guide; for details see the methods section.
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7.2

Method
Experimental design

A between-group design was used in the experiment that included an experimental
and control group for the course Introduction to English (ENG101) and an experimental
and control group for the course Introduction to Chemistry (CHE101). The experimental
manipulation consisted of a weekly tutorial session of one hour for the duration of one
semester (ten weeks). In preparation for the tutorials the experimental groups received
homework on the basis of their course textbook (CHE101) or academic texts (ENG101). This
homework put emphasis on learning about text structures, vocabulary training and reading
motivation. The homework was discussed during the tutorials. The control groups also
received homework related to the same texts as the experimental groups; however, their
assignments were of a more general nature and focused more on the content of the course
(Linguistics and Chemistry). For details on the experimental manipulation see Chapter 6.
The between subjects variable in the analysis is subject group: control versus experimental.
The purpose of the experiment was to investigate what kind of effect the homework
assignments with related one-hour weekly tutorials had on the following dependent
variables: (1) the mean difference between pre- and post- reading test scores; (2) the mean
differences between pre-and post-questionnaire results for reading behaviour-, attitude-,
and self-concept of reading, and finally (3) the final score on the course exams (CHE101 and
ENG101). In order to avoid bias in the experiments, single blinds were applied in the design.
In other words, beforehand, none of the students was informed about the experiment.
Target population
The target population consisted of all students who participated in the intervention as
described in Chapter 6: first-year students at UCC who enrolled for the ENG101 and CHE101
courses. Thus far, the focus of studies I, II and III in this dissertation had been solely on B.Ed.
students. Therefore, the initial plan was to include only B.Ed. students in the current study.
However, in practice this appeared to be impossible. In the ENG101 course that was targeted
for the intervention, a mixed population of B.Ed. and B.A. students participated, who were
all included in the study. In the CHE101 course that was targeted for the intervention, only
B.Ed. science and mathematics students participated.
Sampling
For ENG101, random sampling was applied to divide the students into an experimental
and a control group, which were stratified by gender and study programme. Due to
timetable restrictions in the science department it was not possible to equally divide the
B.Ed. Mathematics and B.Ed. Science students over the experimental and control groups.
Therefore, it was not possible to use the same sampling strategy as was used for the ENG101
course. As a result, the CHE101 experimental group contained only B.Ed. Chemistry students,
and the CHE101 control group contained only B.Ed. Mathematics students (see Table 1). Only
eight students were part of the CHE101 control group. This number was deemed too low
to use as an independent group in the analyses. Therefore, two analyses were carried out.
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In the first analysis the distinction between study programmes was discarded, to the effect
that a control group (n=33) was compared with an experimental group (n=51). Combining
students from two different study programmes was justified because the design of the
interventions for both ENG101 and CHE101 was similar in terms of homework assignments.
For example, both interventions included the same amount of new vocabulary for students
to learn, and the same type of assignments with regard to text structure. Furthermore,
the duration of both interventions was identical; the first semester of the first academic
year in both programmes. In the second analysis the ENG101 control and experimental
groups were analysed as a separate sub-set, since they were equally balanced in terms of
student numbers, gender and academic programmes. None of the students in Study IV had
participated in any of the previous studies.
Table 1 Overview of the study programmes represented in the sample.
Sample group

Study programme

Number

Percentage

ENG101 Control

B.Ed. Arts
B.A. Communication
B.A. Arts
B.Ed. Basic Education

3
8
11
3

12.0
32.0
44.0
12.0

ENG101 Experimental

B.Ed. Arts
B.A. Communication
B.A. Arts
B.Ed. Basic Education

7
9
14
1

22.6
29.0
45.2
3.2

CHE101 Control

B.Ed. Mathematics

8

100.0

CHE101 Experimental

B.Ed. Science

20

100.0

At the end of the semester, a total of 26 students (10 females and 16 males) were interviewed
in 8 different group interviews. From the ENG101 experimental group, 8 students were
interviewed divided over 2 groups, and from the control group 7 students were interviewed
divided over 2 groups. From the CHE101 experimental group 8 students were interviewed
divided over 3 groups, and from the control group 3 students were interviewed in one group.
English reading proficiency test
A pre-test was conducted during the first week of the academic year to measure the English
language proficiency of the students. The same test was repeated in the tenth and final
week of the first semester. To measure the reading proficiency of the students, seventeen
items were selected from the Programme for International Student Assessment (PISA) and
sixteen items from the academic English reading test developed by VU University’s language
centre (Taalcentrum-VU).
A linked design was used, in which 33 test items were distributed over eight different
blocks of four items. Four test forms were created by combining four blocks per test form,
each block appearing in two test forms in different combinations (e.g., Test form 1: block 1a
+1b +2a +2b; Test form 2: block 2b +2a +3b +3a, etc.). Each test form contained 2 blocks from
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PISA and 2 blocks from the Taalcentrum-VU. This resulted in a fully linked design of four
test forms, each containing 16 items. Items from both tests were categorised according to
the PISA aspects of understanding a text (see also Chapter 4). This resulted in the following
division: forming a broad understanding (12 items), developing an interpretation (11 items),
retrieving information (6 items), reflecting on the form of a text (2 items). Two items were
added to measure the students’ vocabulary. As much as possible, the various items were
distributed over the blocks in such a way that most aspects of understanding a text were
represented in all test versions. For the pre-test, the four tests versions were distributed
randomly amongst the groups with equal distribution of the test versions for each group.
The same test versions were used for the pre- and post-test measurement. During the
distribution of the post-test it was made sure that no student did the same test twice. For
example, all students who took test version 1 in the pre-test, made test version 3 in the
post-test and students who took test version 3 as pre-test, received test version 1 as posttest. The same was done with test numbers 2 and 4. For an overview of the test distribution
see Tables 2 and 3. All test sessions were conducted within the same time frame at the site
where the students had their lectures. The test observers received the same instructions for
administering the tests.
Table 2 Distribution of test versions among the test groups during the pre-test.
ENG101
Control

ENG10
Experimental

CHE101
Control

CHE101
Experimental

Total

1 (block 1a +1b + 2a + 2b)

8

8

4

4

24

2 (block 2b + 2a + 3b + 3a)

5

9

2

6

22

3 (block 3a + 3b + 4a + 4b)

5

7

1

4

17

Test version

4 (block 4b + 4a + 1b + 1a)

7

7

1

6

21

Total

25

31

8

20

84

Table 3 Distribution of test versions among the test groups during the post-test.
ENG101
Control

ENG10
Experimental

CHE101
Control

CHE101
Experimental

Total

1 (block 1a +1b + 2a + 2b)

5

8

3

4

20

2 (block 2b + 2a + 3b + 3a)

7

7

1

6

21

3 (block 3a + 3b + 4a + 4b)

8

7

3

3

21

4 (block 4b + 4a + 1b + 1a)

5

9

1

7

22

Total

25

31

8

20

84

Test version

Demographics
The students who participated in the study were asked for their age, gender and choice of
academic programme. Similar to the research approach in study I and II, the multilingual
characteristics of the sample were registered. Therefore, they were asked about the
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language use in their home environment: ‘Which language do you speak at home most of
the time?’ All items in the questionnaire are presented in Table 4.
Reading behaviour, attitude and self-concept
The reading behaviour of students in study I was assessed in three categories: expected
time on reading for school; actual time spent on reading for school; and actual time on
reading for enjoyment. In study II, a different questionnaire was used to assess the reading
behaviour and attitude of students. In that study, the emphasis of the questionnaire items
was on reading in English as the following two examples show: ‘How often do you read
in English?’ (behaviour). ‘What do you think about reading in English (textbooks, articles,
etc.) for your study programme?’ (attitude). The current study follows this emphasis and
uses the same questionnaire items that were used in study II to measure reading behaviour
and attitude. The construct of reading self-concept was only included in study I and will
therefore be measured on the basis of the same instrument that was used in study I. Both
instruments were based on the PIRLS instrument (Mullis, et al., 2007). An overview of the
questionnaire items is presented in Table 4.
Students’ reading behaviour was measured with four items. In the pre-test the
items had an alpha reliability coefficient of .48; in the post-test the items had an alpha
reliability of .58. Six items were used to measure students’ attitudes towards reading in
Table 4 Overview of questionnaire items included in pre- and post-test.
Topic of research

Questionnaire item

Response format

Demographics

Age, gender, choice of academic programme

Open
question

Linguistic background

Which language do you speak at home most of the time?

Open question

Time spent on
reading in English
(H4, H6)

How often do you read in English?
- I read stories or novels
- I read magazines
- I read newspapers
- I read study books in English

Scalar:
Every day or almost
every day
Once or twice a week
Once or twice a month
Never or almost never

Attitudes towards
reading in English
(H5, H7)

What do you think about reading in English (textbooks,
articles, etc.) for your study programme?
- I read only if I have to (reverse coded)
- I like talking about textbooks with other people
- I would be happy if someone gave me a textbook as a
present
- I think reading is boring (reverse coded)
- I need to read well for my future
- I enjoy reading

Scalar:
Agree a lot
Agree a little
Disagree a little
Disagree a lot

Self-concept of
reading (H8)

How well do you read? Tell how much you agree with each
of these statements:
- Reading is very easy for me
- I do not read as well as other students in my class
- When I am reading by myself, I understand almost
everything I read
- I read slower than other students in my class

Scalar:
Agree a lot
Agree a little
Disagree a little
Disagree a lot
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English. These items had an alpha reliability coefficient of .45 in the pre-test and .57 in the
post-test. Four items were used to measure the students’ self-concept of reading. These
items had an alpha reliability coefficient of .59 in the pre-test and .64 in the post-test.
Student interviews
A semi-structured interview approach (Bryman, 2004) was used. The interview guides (see
Table 5) contained five questions related to the tutorials, the lectures, and the homework
assignments. Four out of five questions in the interview guides for control and experimental
groups were identical. The only difference between the interview guides of the control and
experimental groups were the questions regarding homework assignments. On the one hand,
students from the control groups were asked to give their opinion regarding the homework
assignments (question 4a). On the other hand, students from the experimental groups were
specifically asked about their opinion regarding the vocabulary homework (question 4b) and
text comprehension homework (question 4c). During the interviews, all of the questions
were asked in similar wording. As the interview progressed, both the interviewer and
interviewees raised additional or complementary issues related to the subject, and these
form an integral part of the research findings. The length of the interviews varied from 10
to 22 minutes per group.
Table 5 Interview guide for students.
Control group interview guide

Experimental group interview guide

Q1) What did you think about the tutorials of
this course?

Q1) What did you think about the tutorials of
this course?

Q2) What are the most important things that
you have learned in the entire course?

Q2) What are the most important things that
you have learned in the entire course?

Q3) Where the tutorials for this course
different from other courses you were taking
this semester, and if yes, how were they
different?

Q3) Where the tutorials for this course
different from other courses you were taking
this semester, and if yes, how were they
different?

Q4a) What did you think about the homework,
the reading assignments for the tutorials?

Q4b) What did you think about the vocabulary
assignments?
Q4c) What did you think of the text
comprehension assignments?

Q5) Do you think that this course has enabled
you to become a better reader of academic
texts?
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7.3

Data analysis

For the questionnaire items measuring reading behaviour and attitude, reverse-phrased
items were reverse coded in SPSS. Items were averaged per scale. The scores on the various
scales of the pre-test and post-test were calculated for the ENG101 experimental and control
groups, and for the CHE101 experimental and control groups. The mean differences between
pre-test and post-test scores for experimental and control groups were calculated for reading
proficiency, reading behaviour-, attitude- and self-concept. The final scores on the course
exams (CHE101 and ENG101) were calculated. Data were screened for normality. For the
normally distributed data independent t-tests (two independent samples) and one-sample
t-tests (one independent sample) were used to compare pre- and post-test differences. For
non-normally distributed data the Mann-Whitney (two independent samples) was used.
The point biserial correlation coefficients (rpb) and p-values of all language test
items were calculated to determine the validity and difficulty of the instrument. Two items
with both a low point biserial correlation coefficient and a low p-value were deleted from
the data set.
The interviews with the students were recorded and transcribed. Responses to
the questions for ENG101 and CHE101 students were analysed separately and categorised
into recurring themes. Themes that occurred were grouped and analysed on frequency.
For example, from the responses included in Exhibit 1 the following themes arose: Positive
evaluation of the intervention (3), gaining practice in solving chemistry questions for quizzes
(2), and a positive self-evaluation with regard to the ability of solving chemistry questions
(1).
A central feature of descriptive analysis is the language of the interviewees (Ritchie
& Lewis, 2012). Therefore, the outcomes were described using the actual words of the
interviewees as much as possible. Therefore, quotes form part of the reporting. Since the
quotes are transcriptions of colloquial speech they may contain grammatical inaccuracies.
Each quote is reported in italics and for each quote the source is reported. For example,
in case of a quote selected from student group number 1 that was expressed by student
number 3 was categorised as follows: [G1S3]. Finally, some students gave more than one
answer to the question. For example: We have learned about concord, tenses, modality and
how to build our vocabulary. Therefore, the number of responses does not always equal the
number of students from a particular group.
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Exhibit 1: Excerpt from interview with 3 mathematics students from UCC.
Question 1: What did you think about the tutorials in this course?
R1) The tutorials gave us much insight in what we did this semester. It gives us more questions
to try.
So we had a lot of questions to try before we wrote our quizzes so it helped in solving much
of the questions that came in the quizzes. [Interviewer: You mean chemistry questions?] Yes,
chemistry questions to solve. [Interviewer: Were they from the book, the questions?]. Yes it was
from one of the prescribed books. [Positive evaluation of the intervention. Practice in solving
chemistry questions for quizzes.]
R2) It helped us very well. [Positive evaluation of the intervention]
R3) It has given me a lot of experience to be able to handle chemistry questions. Right now if I
should be given questions on the topics that were treated I can comfortably handle it. [Positive
evaluation of the intervention. Practice in solving chemistry questions for quizzes. Positive selfevaluation with regard to the ability of solving chemistry questions.]

7.4

Results

Resemblances between the student samples from study I, II and IV in terms of demographics,
linguistic background and affective factors are reported first. Secondly, the findings on the
reading proficiency test are reported [H1, H2 and H3]. Thirdly, the outcomes on reading
behaviour [H4 and H6], reading attitude [H5 and H7] and self-concept of reading [H8] are
reported. Finally, the outcomes of the interviews are reported.
Demographic and linguistic characterization of the sample
A total of 111 students participated in the pre-test, and 120 students participated in the
post-test. However, in order to compare pre-test and post-test results, only the 84 students
who participated in both tests were eligible for the sample. The results reported in the
current study are on the basis of those 84 students only. The average age of all students
as measured during the pre-test was 23.3 years of age (SE = 0.55). This is comparable with
study I (an average age of 23.7 years) and study II (average age of 21.1 years). In study IV, the
average age of students in the ENG101 group (M = 20.7, SE = 0.29) was significantly lower
than the average age of students in the CHE101 group (M = 28.6, SE = 0.94, t (82) = 7.97, p <
0.001). The relatively high average age of Science and Mathematics students resembles the
demographic data of study I and II, where the highest average age was found in both Science
groups: 25.6 years old for study I and 25.1 years old for study II. In all studies, the age range
of the students was broad: between 18-37 years of age in study I; between 17-54 years of
age in study II; and between 19-42 years of age in study IV.

208

Summative evaluation of the intervention
Table 6 Gender distribution and average age in pre-test and post-test.
Nr of students

Female (%)

Male (%)

Average age

ENG101 Control

25

52.0

48.0

21.1 (n = 25)

ENG101 Experimental

31

54.8

45.2

20.4 (n = 31)

ENG101 Total

56

53.6

46.4

20.7 (n = 56)

8

00.0

100.0

26.9 (n = 7)

CHE101 Experimental

20

15.8

84.2

29.1 (n = 20)

CHE101 Total

28

11.1

88.9

28.6 (n = 27)

Total

84

40.2

59.8

23.2 (n = 83)

CHE101 Control

In terms of gender, students from the ENG101 sample included an average of 46.4 % male
students and 53.6% female students. The CHE101 sample was unbalanced, with 88.9 %
male students and 11.1% female students. This is consistent with the findings in study I
and II, where male dominance in Science and Mathematics programmes was found in both
studies. Table 6 provides further details.
Students were asked which language they speak at home most of the time. The
outcomes show a multilingual student population, with a total of 13 languages reported.
The current sample was linguistically not as diverse as the samples in study I (35 languages
reported) and in study II (28 languages reported). This might have to do with the fact that
the sample size in the current study was much smaller than the sample sizes of study I (n =
316) and study II (n = 496). As in study I and II, the most important languages reported to be
spoken at home come from the Akan group (50.6%). The second language reported to be
spoken at home was English (14.8%), and the third language reported to be spoken at home
by the student population was Ewe (12.3%). Details are presented in Table 7.
Table 7 Languages spoken mostly at home by students, categorised by language group.
Language group
(Bodomo, 1996)

Language spoken at home most of the
time

Percentage of
students (%)

Akan Group

Akwapem-Twi, Ashante-Twi, Fante, Twi

50.6

Gbe Group

Ewe

12.3

Ga-Dangbe Group

Ga, Dangbe, Krobo

6.1

Mabia Group

Kusaal

1.2

Non-indigenous regional languages

Brifo, Mfantse, Sefwe

European languages (Germanic)

English

14.8

Combined groups

English and Ga, English and Fante, English
and Twi, English and Mfantse

11.0

3.6
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Comparison of behaviour, attitude and self-concept with previous studies
In the current study similar questionnaire items were used as those in study II to measure
students’ reading behaviour and reading attitude Moreover, similar items were used as
those in study I to measure students’ self-concept of reading. Consequently, the reported
reading behaviour and reading attitude will be compared with the results from study II.
Likewise, the results regarding self-concept will be compared with the results of study I.
The average time that students reported spending on reading novels, magazines,
newspapers and study books in English during the pre-test is reported in Table 8. The average
reading behaviour of all sub-groups was used for a comparison with the reading behaviour
reported in study II. For this comparison, one-sample t-tests were carried out with the mean
score found in study II as the test score.
Some differences were found between the averages of study II and the current
study (study IV). A one-sample t-test showed that the students in study IV read significantly
more stories or novels than the test score of 2.73 found in study II (M = 2.94, SE = 0.10,
t(83)=2.19, p < .05, r = 0.23). Secondly, students in study IV did not report reading more
magazines than the test score of 2.40 found in study II (M=2.51, SE = 0.09, t(81) = 1.31, p =
0.19, r = 0.14). Thirdly, students in study IV did not report reading more newspapers than
the test score of 3.11 found in study II (M = 2.95, SE = 0.10, t(81) = 1.62, p = 0.11, r = 0.18).
Finally, students in study IV reported to read less study books in English than the test score
of 3.64 found in study II (M = 3.49, SE = 0.08, t(82) = 1.76, p = 0.08, r = 0.19), although this
difference was marginally significant.
Table 8 Average reading behaviour in English for enjoyment and study, means and (SE).
I read stories or
novels*

I read
magazines

I read
newspapers

I read study
books

Study II average (n = 496)

2.73 (.04)

2.40 (.04)

3.11 (.04)

3.64 (.03)

Study IV average (n = 84)

2.94 (.10)

2.51 (.09)

2.95 (.10)

3.49 (.08)

* 4 = almost every day; 3 = 1-2 times per week; 2 = 1-2 times per month; 1 = almost never.

The reading attitude of students at the beginning of the experiment was remarkably high
both for ENG101 students (M = 3.50, SE = 0.06) and for CHE101 students (M = 3.48, SE =
0.06) on a scale from 1 (low) to 4 (high); see Table 9. The reported average reading behaviour
of all sub-groups was used for a comparison with the reading behaviour reported in study
II. For this comparison, one-sample t-tests were carried out with the mean score found in
study II as the test score. The reading attitudes of students who participated in study IV were
slightly lower than the test score of 3.57 found in study II (M = 3.49, SE = 0.04, t(77) = 1.77,
p = 0.08, r = 0.20)
Students’ self-concept of reading at the beginning of the experiment was high for
both ENG101 students (M = 3.35, SE = 0.07) and CHE101 students (M = 2.96, SE = 0.12) on a
scale from 1 (low) to 4 (high); see Table 9. The reported average self-concept of all students
was used for a comparison with the reading self-concept reported in study I. Again, one
sample t-tests were used with the mean score found in study I as the test score. The reading
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self-concept of students who participated in study IV was significantly higher than the test
score of 2.98 found in study I (M = 3.22, SE = 0.07, t (79) = 3.62, p = .001, r = 0.38).
Table 9 Reading attitude and self-concept measured during pre-test study IV (means and SE).
Reading attitude
Study I

Reading self-concept
2.98 (.04)

Study II

3.57 (.02)

Study IV ENG101 (n = 56)

3.50 (.06)

3.35 (.07)

Study IV CHE101 (n = 28)

3.48 (.06)

2.96 (.12)

Study IV Overall (n = 84)

3.49 (.04)

3.22 (.07)

On the basis of the results reported hitherto, it is possible to conclude that the samples from
population I, II and IV are similar in terms of demographics, linguistic diversity, reported
reading behaviour, reading attitude and self-concept. This preliminary conclusion is on the
basis of the following findings:
1) In terms of demographics, the average age, gender balance and linguistic
diversity of the samples are comparable. In all studies, the age range of the
students was broad. Although gender balance in all studies differs somewhat,
male dominance in science and mathematics was evident in all three
populations. Finally, the outcomes show a multilingual student population
with a total of 13 languages reported in study IV. Although the current sample
was linguistically not as diverse as the samples in study I and II, this could
be explained by the fact that the sample size in the current study was much
smaller than those in study I and II.
2) With regard to reading behaviour, only one significant difference was found.
Students in study IV reported to read significantly more stories or novels in
English than students in study II. For the other categories, reading magazines,
newspapers, and books for school, no differences were found.
3) On a scale from 1 (low) to 4 (high), reading attitudes in both study II (3.57) and
study IV (3.49) were high.
4) Although the average reading self-concept reported in study IV was significantly
higher than the one in study I, the reported self-concepts in both study I and IV
were high, 2.98 (study I) and 3.22 (study IV).
The students who participated in study IV come from more or less the same population as
the students who participated in studies I and II. Moreover, students from study IV resemble
those of study I and II in terms of age, linguistic diversity, reading behaviour, attitudes and
self-concept. Consequently, the samples in study IV are comparable with those of study I
and II.
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Reading proficiency (H1, H2, H3)
It was expected that all groups, ENG101 experimental and control and CHE101 experimental
and control, would have higher scores on the English proficiency post-test than on the
English pre-test [H1]. To assess this prediction difference scores between pre-test and posttests were calculated. Results are presented in Table 10. One-sample T-tests with test value
0 were used to determine whether there was any change between pre-test and post-test.
The ENG101 control group achieved lower scores on the post-test than on the pre-test, but
this difference was not significant t(25) = - 0.19, p = 0.85, r = .04. The ENG101 experimental
group on the other hand, achieved significant higher scores for their post-test than their pretest t(31) = 1.68, p = 0.05 (one-tailed), with a medium sized effect r = .29. Due to the decision
not to include the CHE101 as a separate sub-group, the results for the overall control and
overall experimental groups will be reported instead. The control group (CHE101 + ENG 101)
achieved slightly lower scores on the post-test than on the pre-test, but the mean difference
score did not differ significantly from zero (t(33) = -0.94, p = 0.36, r = 0.16). The experimental
group (CHE101 + ENG101) achieved slightly higher scores on the post-test than on the pretest, but again the mean difference score did not differ significantly from zero (t(51) = 0.89,
p = 0.19 (one-tailed), r = 0.12).
Table 10 Differences between reading proficiency scores on pre-test and post-test, means and (SE).
Pre-test

Post-test

Mean Difference*

ENG101 Control (n = 25)

60.2 (2.77)

59.6 (2.77)

- 0.5 (2.82)

ENG101 Experimental (n = 31)

64.0 (2.69)

69.0 (2.76)

5.1 (3.02)

Overall control group (n = 33)

59.3 (2.33)

56.9 (2.64)

-2.4 (2.51)

Overall experimental group (n = 51)

61.3 (2.10)

63.5 (2.36)

2.2 (2.45)

* Due to rounding differences, the mean difference as calculated in this column may differ slightly
from subtracting the pre-test score from the post-test score.

The second hypothesis with regard to the academic English reading proficiency test was
that the experimental groups were expected to show more progress than the control groups
[H2], i.e. that the mean difference score for the experimental group is higher than that of
the control group. Students in the ENG101 experimental group showed more progress on
the academic English proficiency test (M = 5.07, SE = 3.02) than students in the ENG101
control group (M = -0.5, SE = 2.81), but this difference was only marginally significant (t (54)
= 1.33, p = 0.09 (one-tailed), r = 0.18. Furthermore, students in the overall experimental
group (ENG101 + CHE101) showed more progress on the academic English proficiency test
(M = 2.17, SE = 2.45) than the students in the control group (ENG101 + CHE101) (M = -2.36,
SE = 2.51). However, this difference was not significant: t (82) = 1.24, p = 0.11 (one-tailed),
r = 0.14.
Finally, it was expected that the experimental groups would obtain higher final
grades for their ENG101 and CHE101 courses than the control groups [H3]. This hypothesis
was not confirmed. Overall, the grades for the final exam did not differ for the control group
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and the experimental group (Control: M = 6.8, SE = 0.16; Experimental: M = 6.7, SE = 0.12;
t(83) = 0.76, p = 0.23 (one-tailed), r = 0.08). The ENG101 control group obtained a slightly
lower average grade (M = 6.8, SE = 0.17) than the ENG101 experimental group (M = 6.9, SE
= 0.12), but this difference failed to reach significance (t(54) = 0.61, p = 0.27 (one-tailed), r =
0.08). See Table 11 for details.
Table 11 Final grades for academic courses, means and (SE).
Final grade for course
ENG101 control group (n = 25)

6.8 (.17)

ENG101 experimental group (n = 31)

6.9 (.12)

Overall control group (n = 34)

6.8 (.16)

Overall experimental group (n = 51)

6.7 (.12)

Reading behaviour (H4, H6)
It was expected that the amount of time that ENG101 students spent on reading in English
would be higher than the amount of time spent by the CHE101 [H4]. The scores from the
pre-test were used to test the hypothesis. Reading behaviour was reported on a scale from
1 (low) to 4 (high) in four categories: stories or novels, magazines, newspapers and study
books. On the basis of these four categories, an average reading behaviour was calculated;
see Table 12.
The ENG101 students (M = 2.95, SE = 0.12) did not differ from the CHE101 students
in their reported time spend on reading stories or novels (M = 2.96, SE = 0.17, t(81) = 0.09,
p = 0.93, r = 0.01). Also, the ENG101 students (M = 2.60, SE = 0.10) did not differ from the
CHE101 students in reported time spend on reading magazines (M = 2.39, SE = 0.16, t(79) =
1.19, p = 0.24, r = 0.13). Regarding newspapers, the ENG101 reported to spend on reading
newspapers (M = 3.02, SE = 0.12) did not differ significantly from the time that CHE101
students reported spending on reading newspapers (M = 2.86, SE = 0.17, t(79) = 0.78, p =
0.44, r = 0.09). Contrary to expectations, the ENG101 students (M = 3.39, SE = 0.12) reported
to spend significantly less time on reading study books in English than the CHE101 students
(M = 3.71, SE = 0.09, t(80) = 2.24, p = 0.03, r = 0.24). Finally, the average reading behaviour
of the ENG101 students (M = 2.98, SE = 0.07) did not differ significantly from the average
reading behaviour of the CHE101 students (M = 2.98, SE = 0.10, t(79) = 0.008, p = 0.99, r =
0.11).
Table 12 Reading behaviour in English of ENG101 and CHE101 students (means and SE).
I read stories
or novels

I read
magazines

I read
newspapers

I read study
books

Average reading
behaviour

ENG101 (n = 55)

2.95 (.12)

2.60 (.10)

3.02 (.12)

3.39 (.12)

2.98 (.07)

CHE101 (n = 28)

2.96 (.17)

2.39 (.16)

2.86 (.17)

3.71 (.09)

2.98 (.10)
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Secondly, it was expected that the amount of time that students spent on reading in English
for study purposes has increased more for the experimental groups than for the control
groups [H6]. This hypothesis was confirmed. Results are presented in Table 13. The average
difference between reading behaviour as reported in the pre- and post-test was significantly
higher for the experimental group (M = 0.07, SE = 0.06) than for the control group (M = 0.10, SE = 0.08, t(76) = 1.66, p = 0.05 (one-tailed), r = 0.19). Although the means were in the
expected direction, there was only a marginally significant difference in reading behaviour
between the ENG101 experimental group (M = 0.10, SE = 0.09) and the ENG101 control
group (M = - 0.08, SE = 0.10, t(51) = 1.38, p = 0.09, r = 0.22).
Table 13 Reading behaviour on reading in English for study purposes means and (SE).
Pre-test

Post-test

Mean difference*

ENG101 control (n = 25)

3.16 (.12)

3.06 (.09)

- 0.08 (.10)

ENG101 experimental (n = 31)

2.84 (.08)

2.91 (.09)

0.10 (.09)

Overall control group (n = 33)

3.06 (.11)

2.97 (.09)

- 0.10 (.08)

Overall experimental group (n = 51)

2.93 (.07)

2.99 (.07)

0.07 (.06)

* Due to rounding differences, the mean difference as calculated in this column may differ slightly
from subtracting the pre-test score from the post-test score.
Reading attitude (H5, H7)
It was expected that, at the beginning of the experiment, the reading attitudes of the
students in the ENG101 course was more positive than those of students in the CHE101
course [H5]. The average reading attitude as reported during the pre-test was used to test
the hypothesis; see Table 14. On average, students from the ENG101 group reported a
slightly more positive reading attitude (M = 3.50, SE = 0.06) than the students from the
CHE101 group (M = 3.48, SE = 0.06), but this difference was not significant (t(76) = 0.197, p
= 0.42, r = 0.02 (one-tailed).
Furthermore, it was predicted that, by the end of the first semester, the attitude
of the experimental groups towards reading for school had developed more positively than
the attitude of the control groups [H7]. This hypothesis was not confirmed. On the contrary,
the mean difference of the overall control group (M = 0.03, SE = 0.07) was higher than
the one of the overall experimental group (M = -0.01, SE = 0.05), although this difference
was not significant (t(75) = 0.44, p = 0.66 , r = 0.05). The mean difference attitude of the
ENG101 control group (M = 0.07, SE = 0.07) was also higher than the one of the ENG101
experimental group (M = -0.05, SE = 0.08), but again this difference was not significant t(54)
= 1.15, p = 0.25, r = 0.15).

214

Summative evaluation of the intervention
Table 14 Reading attitude on reading in English for study purposes means and (SE).
Pre-test

Post-test

Mean Difference*

ENG101 control (N = 25)

3.53 (.09)

3.61 (.08)

0.07 (.07)

ENG101 experimental (N = 31)

3.48 (.08)

3.39 (.07)

-0.05 (.08)

Overall control group (N = 33)

3.49 (.08)

3.53 (.07)

0.03 (.07)

Overall experimental group (N = 51)

3.49 (.05)

3.47 (.06)

-0.01 (.05)

* Due to rounding differences, the mean difference as calculated in this column may differ slightly
from subtracting the pre-test score from the post-test score.

Self-concept of reading (H8)
Hypothesis 8 predicted that the self-concept of reading of the experimental groups would
develop more positively than the self-concept of the control groups, i.e. that the mean
difference in self-concept would be higher for the experimental group than for the control
group. This could not be confirmed by the data. All groups reported lower scores on the selfconcept scale of the post-test than on the pre-test. In other words, all students perceived
themselves to be less good readers at the end of the semester than at the beginning of the
semester. Reported mean differences of the overall control group (M = -0.14, SE = 0.07) did
not differ significantly from the reported mean differences of the overall experimental group
(M = -0.06, SE = 0.07, t(50) = 0.02, p = 0.98, r = 0.003). Furthermore, the mean differences
of the ENG101 control group (M = -0.15, SE = 0.08) did not differ significantly from the mean
differences of the ENG101 experimental group (M = -0.14, SE = 0.08, t(77) = 0.81, p = 0.42,
r = 0.09).
Table 15 Reading self-concept on reading in English for study purposes means and (SE).
Pre-test

Post-test

Mean Difference*

ENG101 Control (N = 25)

3.41 (.10)

3.26 (.12)

- 0.15 (.08)

ENG101 Experimental (N = 31)

3.30 (.10)

3.19 (.09)

- 0.14 (.08)

Overall control group (N = 33)

3.29 (.10)

3.15 (.11)

- 0.14 (.07)

Overall experimental group (N = 51)

3.17 (.08)

3.17 (.08)

- 0.06 (.07)

* Due to rounding differences, the mean difference as calculated in this column may differ slightly
from subtracting the pre-test score from the post-test score.

Interviews with student about the tutorials
All 26 students that were interviewed (ENG101 and CHE101) were positive about the
tutorials, regardless of the group they belonged to (experimental or control). Their answers
to the question ‘What did you think about the tutorials in this course?’ did not differ much
from each other. The ENG101 control students argued that the tutorials were ‘good’ because
the tutorial helped in acquiring knowledge (n = 3); it made them read wide and ahead (n
= 2); and difficult issues were clarified by the lecturer (n = 2). The students in the ENG101
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experimental group all used variations on the phrasing ‘helpful’ (n = 7). Three students
indicated that the course was helping them in acquiring new vocabulary.
The students from the CHE101 control group (n = 3) claimed that the tutorials were
helpful in practicing and solving chemistry questions in preparation for their quizzes and
exams: It has given me a lot of experience to be able to handle chemistry questions. Right
now if I should be given questions on the topics that were treated I can comfortably handle it
(G1S3). Students from the CHE101 experimental group (n = 4) specifically mentioned that the
vocabulary assignments were useful. They expressed that, because of those assignments,
they learned procedures that helped them to read a text and know how to identify main
points. This led to improved understanding of the text and related concepts: (…) as time
goes on we realised that it was very helpful. (…) Because if you read you have to identify
some key terms in the text and try to find the meaning of those terms, in that way it will
help you to get more knowledge about the text that you are reading (G3S3). The CHE101
students from the experimental groups also considered the tutorials to be an important
addition to the lectures on Monday (n = 3). Some students found it difficult to keep up with
the pace of those ‘overcrowded’ lectures (G2S1). At the main lecture, because we were
restricted in time, certain things are not addressed. But the tutorial is where most of these
problems are addressed. So it helps, it helps a great deal. (G2S3). It (the tutorials) helps us to
understand it much better when we go for lectures (G3S2).
Resistance
Students from the CHE101 experimental group explained that at the beginning of the
semester, none of them appreciated the vocabulary and text structure assignments.
Students were seriously questioning why they had to do assignments related to language
in a Chemistry course. They felt bored, not interested and did not understand what the
lecturer was aiming for, as the following quotes illustrate: At first I thought why should I
waste my time to come from the hall and come to the tutorial because he would just open
the book, and tell us this point, this point, find the vocabulary and the meaning of these
words and the rest. It’s like he is giving me more work, as if I am in the communication skills
course (G4S1). We were new in the system; we were thinking that it was the way we were
treated at secondary school. We were given similar treatment right from the very onset.
That is why we tried to resist it (G2S1).
All students agreed that their attitude towards the new approach changed after
they had their first quiz in which they had to apply their reading skills for interpreting the
questions. When students were asked when the turning point occurred, one student replied:
The very week he gave us the test. That was the first assignment that he gave us. (…) So I was
realizing that I was not doing it for him but for myself (G4S1). This turning point was noted
by all students. They observed that, before the first quiz, students would often come late for
class. But after the turning point, they were eager to participate: So it made everybody to
come early for the class. First we don’t know and most of the time most would come in late
and we would have to wait. But when you get the concept out there, the vocabulary and the
other type of things that he was doing, it made everybody to come in early so that we can
start early, before the time (G3S1). The zeal of everyone coming immediately when we are
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called, you realise that everyone wants to come to class (G3S2). Not only did they realise
that the assignments helped them to prepare for the quiz, they also learned that they were
better than students from other groups: Actually, as a matter of fact, we did better than
the other groups. As I indicated earlier, when you take the course book, there are some
things you read and you will not be able to understand. But with the introduction of this very
technique, I may call it, the vocabulary and other things, that helped us to read the text and
understand (G2S3). One student even explained that they had obtained better grades than
other students, in the three quizzes they had done so far.
Reading ahead
The majority of the students from the ENG101 control (n = 4) and experimental (n = 6)
explained that they valued the set-up whereby they received hand-outs with homework
and were stimulated to read ahead: I think it’s good because when she gives the work to
us to take home before we come back we have a pre-knowledge of what she is coming
to talking about (G2S2). Students explicitly said that in the other first-year courses they
were not given any take-home assignments. Five students from the experimental group
remarked that reading prior to class improved their understanding of the subject matter:
it broadens our mind to get information and knowledge outside the world that we can use
for further things (G1S4). One student argued that reading ahead facilitated the discussion
during lecture time.
Most important thing
Students were asked what the most important things were that they had learned in the
course (question 2). Due to time restrictions, this question was not included in the interviews
of ENG101 groups three and four and CHE101 group three. Therefore, the results are only
based upon the answers from ENG 101 group one (experimental, n = 4) and two (control,
n = 4) and CHE101groups two and four (experimental, n = 5) and one (control, n = 3). One
student in the ENG101 control group expressed that she had developed a positive attitude
towards English as a subject, one student said that the course made her understand what
it means to study English as a subject, and one student pointed out that the transfer of
content knowledge was the most important thing she had learned in the course. All three
students in the CHE101 control group stated that the most important thing that they had
learned was how to answer chemistry questions (i.e. calculations). What I learned from this
course, is that always as a mathematics student you need to be focused. You need to fish out
how and what the question wants you to do (G1S2).
Three students in the ENG101 experimental group were of the opinion that the
content matter was the most important thing that they had learned. This included topics
such as: concord, tenses, modality, and subject-verb agreement. Furthermore, two students
indicated that text comprehension was the most important thing they learned during the
course: And talking about issues dealing with the text, how to plan a text, and how to notice
whether there is topic continuity and coherence and those things. That also is something that
after having gone through it, then it facilitates your understanding of text, reading of text.
(G1S4). Finally, one student mentioned that building vocabulary was the most important
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thing that he had learned. For CHE101 students in the experimental group the most
important thing they had learned during the course was the understanding of chemistry
concepts and topics, such as the mole concept, the periodic table, and quantum numbers (n
= 3). Three students expressed that the most important thing they had learned was related
to chemistry calculations, such as the balancing of chemical equations and calculation of
molar mass. Finally, one student explained that he had learned how to disseminate and use
information from the text: How to use information when it is given to me. Like waves and all
that, I have been able to understand it very well, almost all the subjects. Like because of the
steps and sequence they take it I have been able to understand and use the information from
the text (G2S2).
Students were asked whether the tutorials for this course were different from other
courses that they had taken (question 3). All ENG101 students (control and experimental)
confirmed that the tutorials were different from other tutorials for a number of reasons.
Firstly, students received materials and hand-outs to read prior to the lecture and tutorials
(n = 7). This is not common practice in the other courses at UCC. Secondly, the status of the
tutorials was more formal than other tutorials (n = 5). Generally, tutorials are optional and not
fixed on a particular day of the week. Moreover, they serve as a platform to review content
that was addressed during lectures, and not to study new content. Because of the informal
status of most tutorials, quite often only the students participate, rather than the lecturer.
Students remarked that it is rare that the lecturer herself is present to guide the students.
Thirdly, the ENG101 tutorials were considered more interactive in nature than other courses
(n = 3). Because the lecturer made sure everybody contributed during the tutorial, students
received more personal attention. As a result, students felt obliged to prepare themselves
well before coming to class: It made everybody prepare, because it was interactive in nature,
anyone could be called upon to answer a question. That even compelled us to read before
coming to class. Because if you don’t read before coming to class you may be disgraced, you
may be in trouble, so you were much encouraged to read before coming to class. (G3S4).
Finally, two students from the experimental group mentioned that the lecturer helped them
in acquiring knowledge of text structure, spelling and vocabulary.
Due to time restrictions, this question was not included in the interviews of
CHE101 group 2. Therefore, the results are on the basis of the replies by groups 1 (control),
3 and 4 (experimental) only (n = 5). Regarding the CHE101 tutorials, all students (control
and experimental) agreed that the tutorials were indeed different for a number of reasons.
Firstly, because of the time allocated for students to ask questions (n = 1). Yeah, this one,
when we attend this tutorial we have enough time to ask questions. (…) Actually he takes
his time to explain those things to us. He is a very good teacher, very good (G1S3). Secondly,
because students had to do calculations on their own and work independently: for the
organic (chemistry course) the tutorial master will solve it for you and then you go and learn
it. But for the CHEM101 he would show you all and teach you how to go about it so that you
go home and do your own studies (G4S1). Thirdly, because there was sufficient time to ask
questions, which is not always the case in the other tutorials: In CHEM101 you can get time
to interact with the master, ask questions if you don’t understand. But the others, you cannot
ask questions (G3S2). Finally, one student noted that, unlike the other tutorials, the CHE101
tutorials teach students how to deal with reading texts: OK, alright the basic difference is
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that with this CHEM101 it gives us more understanding about reading a text. For the other
tutorials they give us specifics, how to solve problems. But this one goes further to explain
how the concept came about for you to do your own solutions (G3S1).
Students in the control groups were asked what they thought about the homework
for the tutorial (question 4a). Answers from the ENG101 group are presented first. Three
students indicated that the assignments were helping them to have a better understanding
of the content (n = 3). One student stated that both the assignment and the interactive
approach by the lecturer helped him not to become ‘lazy’: (…) and their assignment helped
because we were always reading, and reading and reading. Even when you are sleeping
you are thinking about the assignment you are supposed to do (G4S2). Two students
answered that some assignments were difficult, and some easy. The ones that they did
not understand received further elaboration during the tutorials. One student remarked
that the assignments enhanced critical thinking, especially the questions where they had
to explain something in their own words. Finally, one student said that there was a good
atmosphere in the group: Because whenever we had the tutorials for our group there was
so much laughter and it was kind of interesting. But I cannot tell about the other group
because we were not part of them. But for ours, it was kind of interesting. Yeah it was a good
atmosphere (G4S3). Students in the CHE101 control group replied that the questions they
had to solve made them read very well: it more or less forced us to read the chemistry very
well. Because he gives the questions to prepare us. You cannot just look, glance through,
and produce the answers, you have to read very well (G1S3). One student indicated that the
questions were not easy to solve, but that they prepared the students well for the quizzes.
Finally, one student remarked that students would consult with each other if the questions
were too difficult to solve on their own and always came up with what was expected of
them.
During the interviews students from both CHE101 and ENG101 explained that they
had realised that the homework assignments for the other groups were different. Although
they confirmed not to sit in each other’s’ classes, they did exchange information: To some
extent we also had to go to our colleagues to learn about what they had talked about in class
and vice versa, because other questions were given to them that we didn’t know. During our
leisure periods when we got back to the hall we used to go to our friends, those in group
B, and asked them to explain to us what they talked about in class and we did the same to
them. (G3S2).
Vocabulary assignments
All sixteen students from the experimental groups (ENG101 and CHE101) replied positively
when asked what they thought about the vocabulary assignments (Question 4b). A number
of different arguments were given to support their positive evaluation. Firstly, it enabled
students to learn new words and broadened their language or ‘linguistic repertoire’ (n = 7).
Secondly, the assignments gave the students understanding of how the meaning of words
depends on the contexts in which they occur (n = 6): When you take the chemistry textbook
that we are using, (…) at times you take the book and you read and you don’t understand.
But based upon what he has been doing, like the vocabulary, one can take the book and read
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it himself and understand certain things. There are some words which are very complex.
The contextual understanding based on what he was doing with us helped us a great deal.
(G2S2). Thirdly, it aided the CHE101 students in reading and understanding the Chemistry
course book (n = 3); it stimulated them to use a dictionary to find the meaning of words
(n=3); it helped them to gain insight into Chemistry as a subject (n=2); and it helped them
in answering questions during quizzes or exams (n=1). The ENG101 students argued that it
improved their language use and spelling skills (n = 2) and the assignments also helped them
in other courses (n = 1): Also I think that the use of vocabulary has really helped in our entire
courses on campus because we realise that in certain assignments and quizzes in other
disciplines, words that we have dealt with over here have been repeated over there (G1S1).
Finally, two ENG101 students claimed that the assignments were demanding, because the
texts were sometimes difficult to understand. However, they both stated that it became
easier in the end.
Text comprehension assignments
All sixteen students from the experimental groups (ENG101 and CHE101) replied positively
when they were asked what they thought about the text comprehension assignments
(Question 4c). The exercises had been helpful to students, because of a number of reasons.
In multiple assignments the students were asked to identify the most important sentence
in paragraphs, also referred to as the ‘topic sentence’. For details see Chapter 6. Students
from both the ENG101 and CHE101 courses evaluated these assignments positively because
it facilitated their understanding of texts (n = 13): So if you are able to locate topic sentences
and you know the additional information, you would even be able to summarize in your own
words what the text is talking about. (…) so it aided our understanding and facilitated the
easy location of pieces information in text (G1S4). It helps us to know how to break down
content into its elements, for easy reading and identification of items. It is the systematic
arrangement of content issues about a particular unit (G4S1). Secondly, one student
remarked that the assignments were helpful for writing good essays and one explained
that the skills and knowledge they acquired about topic sentences was also applicable in
other courses in the curriculum. Finally, five students concluded that the assignments were
somewhat time-consuming and difficult, but as the courses advanced the work became
easier and the assignments did help them to process texts in the end.
Better readers
Almost all students who participated in the interviews (n = 25) stated that the courses
had enabled them to become a better reader of academic texts (question 5). They used
a variety of arguments to subscribe their statements. Firstly, the mandatory character
of the assignments stimulated them to read texts on a weekly basis and helped them in
gaining reading experience (n = 6). Secondly, students from the ENG101 control (n = 3) and
experimental groups (n = 3) explained that the course contributed to improved understanding
of written language because of the reading skills they were taught to process the content
of texts. These included: how to locate information in a text, linking and connecting words
or phrases, summarizing and rephrasing, how to deal with unfamiliar words, how tense
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should agree with the verb and vocabulary knowledge. Thirdly, two students from the
ENG101 experimental groups argued that the reading experience that they gained in the
ENG101 course was helping them in other courses: you know, English serves as the basis
for the reading of subjects in this institution. So, as we engage in this reading or tutorial
assignments and the works that we read it kind of helps us and also introduces us to new
words that we are finding in other courses that we read (G4S2). There was one student who
stated that the improved reading cuts across the other disciplines: (…) more often we hear
new words, especially in the philosophy class you hear new words and you know how to
approach them and you have an advantage in that (G3S3).
Two students from the ENG101experimental group valued the variation in texts and
provision of relevant reading material throughout the course: I do read a lot but sometimes
I find it difficult to find a piece of writing to read. So when I have the hand-outs, and when I
have nothing to do I just pick them and read them (G4S1).
Students from the CHE101 experimental groups specifically mentioned that the
course had made them more capable in understanding concepts because of the tutorials (n
= 3). One student from the same group mentioned that he learned that critical reading is
important: We have seen that with this tutorial, has made us aware that critical reading is
very important. When you want to read any text you need to read critically, identifying topics
or words and find their meaning (G3S2).
Finally, students of the experimental groups (ENG101 and CHE101) mentioned that,
because of the tutorials, they developed a positive attitude towards reading and learning
(n = 8). Students argued that the assignments encouraged students to read, also outside
the class; and that they developed an interest in reading: I can’t read even more than three
chapters than I feel like sleeping, I will sleep. But this time around it was different (G4S1).

7.5

Sustainability of the intervention

By the end of the second semester an analysis was conducted to determine whether there
was an effect of time on the reading proficiency of the ENG101 students. The test results
of the course ‘Principles of prose and fiction’ (ENG112) were analysed for this purpose. The
course was selected because it was taught in the second semester and because students
were required to engage in academic reading. The final scores of 21 students from the
control group and 27 students from the experimental group were available for the analysis.
Although the students from the experimental group (M = 68.3, SE = 1.01) obtained a higher
score for the final exam of the ENG112 course than the students from the control group (M
= 66.6, SE = 0.69), this difference was only marginally significant t(43.4 )= 1.38, p = 0.09 (onetailed), r = 0.20. In the chemistry department no data were available for such an analysis.
One year after the intervention, the design team members were approached by e-mail and
asked to reflect on the design research project and answer the following questions:
1.
2.

What is your current position?
Do you still use some of the vocabulary assignments in the courses that you teach?
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3.
4.
5.

6.
7.

Do you still use some of the text comprehension assignments in the courses that you
teach?
Do you still motivate students to read?
If you are not teaching now, but will be teaching in the future, are you going to use
some of the assignments or teaching methods that were tested in our research project?
Please indicate which one.
What is the most important thing that you as a lecturer/ researcher learned from the
research project?
Has the study developed your professional knowledge and skills? If yes, which one(s)?

Two out of the four team members replied to the questions. Both of them had temporarily
left UCC to enrol in PhD programmes in Norway and Hong-Kong. The team member in
Hong-Kong was still teaching in his new position. He considered the text comprehension
assignments to be most effective to enhance academic reading and he was still using text
organisation in the courses that he taught. He was also motivating students to engage in
reading. The most important thing that he as a lecturer learned from the intervention was
to be able to design lessons for teaching text knowledge. In terms of personal development
he indicated that he learned to teach advanced learners how to build vocabulary and text
structure.
The other team member, who was in Norway, was not involved in teaching and
could therefore not answer all the questions. She stated that, in the future, she would
definitely use some of the assignments and teaching methods that were used during the
intervention For example those for teaching word formation processes, concord and tenses.
The most important thing that she had learned from the study was to involve students in the
lecture and engaging them to read and reflect on questions before the lesson. Finally, she
concluded that as a result of the study, primarily her teaching methods had improved.

7.6

Conclusion and discussion

The main purpose of this chapter was to investigate whether an educational intervention
that emphasizes vocabulary building, teaching of text structures and reading motivation
improved the academic English reading proficiency and academic performance of first-year
L2 students at UCC in the areas of Linguistics and Chemistry. On the basis of the typology of
curriculum representations by Van den Akker (2003), this chapter investigated the learning
outcomes of learners (“learned curriculum”) and the learning experiences of the learners
(“experiential curriculum”) (p.38). The learned curriculum was investigated by means of a
pre-test post-test design that included a language test and questionnaire. The instruments
measured students’ academic English reading proficiency, reading behaviour, attitude and
self-concept of reading. Interviews with students were used to investigate students’ learning
experiences.
The outcomes of the language test, questionnaire and interviews will be jointly
discussed under the following themes: Demographic and linguistic composition of the
sample, students’ academic English reading proficiency, the final course exams, reading
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behaviour, -attitude, and self-concept of reading, the experienced curriculum, the place of
experiments in educational design research.
Demographic and linguistic composition of the sample
A total number of 84 students participated in the pre- and post-test that measured their
academic English reading proficiency, reading behaviour, attitude and self-concept of
reading. Participants were either enrolled for the course ‘The use of English’ (ENG101) at the
faculty of Arts, or the course ‘Introduction to Chemistry’ at the Faculty of Science (CHE101).
The samples from studies I, II and IV are similar in terms of demographics, linguistic diversity,
reported reading behaviour, reading attitude and self-concept. As in study I and II, male
dominance in Science and Mathematics programmes was also found in study IV.
Academic English reading proficiency (learned curriculum)
The results regarding reading proficiency that were reported in this study are hopeful.
Firstly, during the course of the intervention, the ENG101 experimental group improved
significantly on their academic reading proficiency. They also improved slightly more on
their academic reading proficiency than their peers in the control group. On the basis
of these findings we can conclude that an intervention through content-based language
instruction that emphasizes teaching of vocabulary, text structure and reading motivation
has the potential to improve the academic English reading proficiency of first-year students.
Unfortunately, the improvement of students’ reading proficiency could not be established
for the entire experimental group (ENG101 + CHE101). There are a number of factors that
could explain these results.
Firstly, the length of the intervention might have been too short to achieve a
strong improvement in reading proficiency for the experimental groups. As a whole, the
experiment consisted of ten one-hour tutorials, and additional time that students spent on
their homework. The results might have been more substantial if more instructional time
had been available, spread over the entire academic year. Following Bohlman and Pretorius
(2003) the expectations with regard to what a reading intervention for academic students
can achieve should not be too high. The results of their 22-week reading intervention,
on the basis of extensive reading for mathematics students, showed that even after the
intervention the majority of the students were still reading below the expected level
(Pretorius & Bohlmann, 2003). De Corte, Verschaffel and Van de Ven (2001) developed and
tested a reading intervention to enhance the reading skills of upper primary school children.
Their intervention consisted of 24 lesson periods of 50 minutes, spread evenly over four
months. Their experiment did not automatically result in improved performance on the
standardised reading test that was used. In spite of that, the authors claim that “this design
experiment shows that it is possible to foster pupils’ use and transfer of strategic reading
comprehension skills in regular classrooms by immersing them in a powerful learning
environment” (p.531).
Secondly, the differences between the experimental and control group designs
might not have been explicit enough. A number of findings point into this direction. First
of all, students from both the experimental and control groups stated that the tutorials for
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CHE101 and ENG101 were different from those of other courses. Unlike other first-year
courses, the CHE101 and ENG101 tutorials were perceived as interactive, but with a formal
set-up, and included mandatory assignments. Students also mentioned that there was
sufficient time to ask questions and most importantly, students received reading material
and were expected to read ahead and prepare themselves before coming to class. These
characteristics were similar for the experimental and control groups and so all students
benefitted from this ‘new’ approach. It is therefore not surprising that almost all students
who participated in the interviews stated that the courses had enabled them to become a
better reader of academic texts. In addition, the subject content of the ENG101 course was
closely related to the rationale of the intervention: both aimed at teaching students about
the use of English. It is therefore not surprising that students from both the ENG101 control
and experimental groups stated that the course contributed to improved understanding of
written language. Choosing a different course subject, such as English literature, might have
yielded different results.
Finally, in spite of the high turn-out during the pre-test (111 students) and posttest (120 students), only the 84 students who participated in both tests were eligible for the
sample of this study. If the number of eligible students would have been higher, the ability
of the test to detect an effect (statistical power) would also have been higher.
The final course exams
The intervention did not influence the grades for the final exams of the courses in the way
we had expected; there were no differences found between the control and experimental
groups. However, an effect of time was found after six months for the ENG101 students.
Students from the experimental group obtained a slightly higher score for the final exam of
the ENG112 course than their colleagues from the control group.
Regarding the CHE101 course, the design of the quizzes could have influenced
the final exam results. The CHE101 students in the experimental groups claimed that their
negative attitude towards the new approach, i.e. reading assignments integrated into
Chemistry tutorials, changed after they had taken their first quiz. An example of a quiz
question that was included in that particular quiz is presented in Exhibit 2. Students stated
that in this quiz they had to apply their reading skills to interpret the questions. In addition
to these ‘concept’ questions, students could also encounter ‘formula’ questions in their
quizzes that require students to do calculations. An example of such a ‘formula’ question
is included in Exhibit 3. It is obvious that students who are trained in reading academic
English could better demonstrate their reading skills in answering ‘concept’ questions, than
‘formula’ questions.
In Chapter 6, an important statement was made by the CHE101 professor about the
examination of the students. He explained that, for his Monday lectures, the homework of
students consisted merely of doing calculations. Secondly and most importantly, he stated
that students were not assessed on the textbook during the final exam. This decision was
based on the fact that many of the 1000-1200 course participants did not have access to
the CHE101 textbook. Consequently, it would be impossible to test their knowledge on the
basis of the book. This is in line with statements of students from the CHE101 control group
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who explained that the tutorials were helpful in practicing and solving chemistry questions
in preparation for their quizzes and exams. The design team did not have any influence
on the design of the final exam, and the exam was not available for analysis. However, on
the basis of the statements from the Chemistry professor and the interviewed students, it
seems unlikely that many of the concepts from the book were included in the final exam.
Designing exams with only ‘formula’ questions fits the statement by Norris and Phillips
(2003), who claim that a great deal of science can be learned without being able to read, or
without resorting to reading. However, they continue to note that “Nobody can acquire a
sophisticated level of scientific knowledge without being literate in the fundamental sense,
and science itself could never exist without individuals literate in this way.” (p.236)
Exhibit 2 Examples of a ‘concept’ question in CHE101 quiz 1.
Which of the following statements is NOT true regarding the Law of Conservation of Mass?
a) The mass of a closed system will remain constant over time, regardless of the
processes acting inside the system.
b) Mass cannot be created or destroyed, although it may be rearranged in space into
different types of particles.
c) For any chemical process in a closed system, the mass of the reactants must be equal
to the mass of the products.
d) When elements combine they do so in a ratio of small whole numbers.
e) Matter is neither created nor destroyed in a chemical reaction.

Exhibit 3 Example of a ‘formula’ question in CHE101 quiz 2.
How many grams of Cr are found in 1.00 X 102 g of K2Cr2O7
[O = 16, K = 39.1, Cr = 52.0]
a) 18.3 g b) 36.5 g c) 53.2 g d) 13.3 g e) 26.5 g

Reading behaviour and attitude
No significant differences were found between the average reading behaviour for enjoyment
of ENG101 and CHE101 students. Contrary to expectations, the ENG101 students reported
spending significantly less time on reading study books in English than the CHE101 students.
One explanation of this significant difference might be that the CHE101 students used a
textbook in their course, whereas the ENG101 students only worked with articles or
photocopies from textbooks. If the ENG101 students have interpreted the phrasing of the
questionnaire item ‘I read study books in English’ literally they indeed used fewer textbooks
than the CHE101 students.
The average difference between reading behaviour as reported in the pre- and
post-test was significantly higher for the experimental group than for the control group.
Although the means were in the expected direction, there was only a marginally significant
difference in reading behaviour between the ENG101 experimental group and the ENG101
control group. This increase in both experimental groups is an indication that students from
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the experimental groups were indeed stimulated to reading more than the students in the
control groups. This was an important aspect of the design, because making students read
more will eventually improve their reading skills.
Contrary to expectations, students who were enrolled for English and
Communication studies (ENG101 participants) did not report a more positive reading
attitude towards reading than students in Chemistry. Also, by the end of the first semester,
the attitude of the experimental groups towards reading for school had not developed more
positively than the attitude of the control groups. This is contrary to information retrieved
during the interviews. How can this finding be explained? Firstly, the attitude of the CHE101
experimental group changed after they had taken their first quiz. It was only then that they
realised that the assignments related to reading their Chemistry book enabled them to
become better readers. Secondly, eight students from the experimental groups (ENG101
and CHE101) mentioned that, because of the tutorials, they developed a positive attitude
towards reading and learning. Students argued that the assignments encouraged students
to read, also outside the class; and that they developed an interest in reading. It is difficult to
combine these seemingly contradictory findings, and hence they are left for future research.
Reading self-concept
All groups reported lower scores on the self-concept scale of the post-test than on the
pre-test. In other words, all students perceived themselves to be less good readers at the
end of the semester than at the beginning of the semester. A plausible explanation for this
notable finding could be the Dunning-Kruger effect (see also Chapter 2). Kruger and Dunning
(1999) investigated peoples’ abilities to evaluate their own competencies. They found that
“People tend to hold overly favourable views of their abilities in many social and intellectual
domains” (p.1121). Following the authors, this overestimation of people’s competencies is
partly caused by the fact that they lack the metacognitive skills to rate their own abilities.
Dunning, Johnson, Ehrlinger and Kruger (2003) state that “In many intellectual and social
domains, the skills needed to produce correct responses are virtually identical to those
needed to evaluate the accuracy of one’s responses” (p.85).
An important aspect of their theory is the effect that skills training has on people’s
self-evaluation. Kruger and Dunning (1999) explain that “Paradoxically, improving the
skills of participants, and thus increasing their metacognitive competence, helped them
recognise the limitations of their abilities” (p.1121). In other words, increasing the reading
proficiency of academic students, as was the purpose of the intervention in Ghana, may
well have increased the students’ metacognitive competence that was needed to evaluate
their reading competencies. Consequently, students’ self-concept as measured during the
post-test in the current study is likely to be more accurate (more negative) then students’
self-concept as measured during the pre-test.
Experienced curriculum
In spite of the similarities between the designs that were previously described, some clear
differences were reported during the student interviews. Whereas student from the CHE101
control group stated that the tutorials were helpful in practicing and solving chemistry
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questions, the students from the CHE101 experimental group found the tutorials useful
because of the vocabulary assignments. They stated that, because of those assignments,
they learned procedures that helped them to read a text and know how to identify main
points. This led to improved understanding of the text and related concepts. Students from
the CHE101 experimental groups specifically mentioned that the course had made them
more capable in understanding concepts. The CHE101 students gave up their resistance
to the intervention after the third week of the semester. Students then realised that the
assignments helped them to prepare for the quiz, they also learned that they had better
grades than the students in the three quizzes they had done so far. In other words, using
quizzes during the semester to inform students about their personal progress can be used
to convince students how important it is to read well.
Both the vocabulary and text comprehension assignments for the experimental
groups were evaluated positively by all students. Students stated that they had learned new
words and how the meaning of words depends on the contexts in which they occur. CHE101
students stated that it helped them in reading and understanding the Chemistry course book
and it stimulated them to use a dictionary. Some argued that their insight into Chemistry
as a subject improved and, as stated earlier, it helped them in answering questions during
quizzes. The ENG101 students argued that it improved their language use and spelling skills,
understanding of texts and that the assignments also helped them in other courses. Finally,
some ENG101 students argued that the assignments were demanding, because the texts
were sometimes difficult to understand. However, they both stated that it became easier in
the end.
Experimental design in educational design research
As was discussed in Chapter 2, using randomized experiments within the area of educational
research is a much-debated topic. Some claim that the processes underlying teaching and
learning are far too complex to conduct controlled experiments in education (Olson, 2004).
Others claim that randomized experiments are the only way to make progress in educational
practice (Slavin, 2002).
For the summative evaluation of the intervention, an experimental set-up was
applied. By using an experimental design within an educational design research project we
addressed the criticism of Collins, et al. (2004), Dede (2004) and Philips and Dolle (2006)
concerning the lack of research evidence within design experiments. The variables in the
real-life setting were controlled as much as possible. The lecturers of the control groups
were the same as the lecturers of the experimental groups. The classroom settings were
identical: a weekly one-hour tutorial and one-hour lecture; distribution of homework
related to the same texts or textbooks; interactive classes with discussions and feedback on
the homework.
Nevertheless, a number of challenges during the execution of the design were
encountered. First of all, due to timetable restrictions in the science department it was
not possible to equally divide the B.Ed. Mathematics and B.Ed. Science students over the
experimental and control groups. However, for the ENG101 random sampling could be
applied, with stratification by gender and study programme. Secondly, it was sometimes
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difficult to keep the students from the experimental and control groups apart. Consequently,
students from the control groups realised that the homework assignments for the other
groups were different. Although both students and lecturers confirmed that students from
the control and experimental groups did not sit in each other’s classes, they did exchange
information. Finally, in spite of the attempts to keep the workload across the groups equal,
it could not be prevented that both experimental groups had a somewhat higher workload
than the control groups.
Notwithstanding these challenges, the controlled experiment in the current study
has yielded a number of results that could not have been achieved with alternative methods
often used for summative evaluation, such as surveys or case-studies. Nieveen and Folmer
(2013) argue that conducting a (quasi) experiment in educational design research is “the
most powerful research design to reveal cause-effect relationships.” (p.155). Following this
line of thought in the current study means that the effect of the intervention on students’
reading proficiency, behaviour, attitude and self-concept could be best determined by
using an experimental set-up. The imperfections that were part of the experiment, such as
information exchange between control and experimental groups, were typical of a real-life
educational context. Complementing the quantitative outcomes with qualitative research
data such as user interviews and classroom observations provided a fuller picture of the
effectiveness of the reading intervention.
Finally, on the basis of the promising outcomes of this study, it is possible to frame the final
design principle as follows:
If you want to design and implement an intervention to improve the academic English
reading proficiency of first-year academic students in Ghana; then you are best advised to
give that intervention the characteristics: teaching of text structures (C1); link homework to
assessment (C2) provide a sufficient number of texts (C3); emphasize vocabulary training of
academic and content specific words (C4); include teachers who can motivate students to
read independently (C5) and use active learning methodologies (C6) and to do that jointly
with a teacher design team via a communicative approach that creates ownership (P1); with
sufficient compensation of staff time (P2); via content-based language instruction (P3) and
by using exemplary curriculum materials with procedural specifications (P4); because of the
theoretical arguments (T1) and empirical arguments (E1) presented in Chapters 2 to 5 (cf.
Van den Akker, 2010)
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Conclusion, discussion and reflection
In this final chapter the results from the different studies are discussed. First, a summary of
the research aims and results of the various studies will be described. Secondly, the main
findings are discussed followed by a reflection on the research approach. Thirdly, limitations
of the study and suggestions for future research are presented.

8.1

Summary

The aim of this study was twofold. First it was an attempt to investigate the academic English
reading proficiency of first-year B.Ed. students at the University of Cape Coast (UCC) and
the University of Education Winneba (UEW) in Ghana. Secondly, educational solutions to
improve students’ academic English reading proficiency were developed, implemented and
evaluated. Based on these aims, the main research question was the following:
What are the characteristics of teaching and learning activities that could lead
to an improvement of the academic English reading proficiency of first-year B.Ed.
students in higher education institutions in Ghana?
An educational design research approach was selected to carry out the study and to answer
the research question. Educational design research is a research approach that includes the
design, development and evaluation of educational interventions as a solution to certain
educational problems.
In addition to finding solutions to educational problems, educational design
research yields knowledge about the processes involved in designing and developing
certain interventions and their characteristics (Plomp, 2007). Following Plomp (2007),
the research contained three phases. The first phase consisted of a context analysis and
literature review. The second phase included the development of several prototypes based
on the outcomes of the context analysis and literature review. The development of these
prototypes consisted of a number of iterations. Each iterative cycle was evaluated through
formative evaluation. Finally, in the third or assessment phase a summative evaluation was
used to draw conclusions about the effectiveness of the intervention.
A thorough context analysis was conducted to investigate the characteristics of
the academic English reading context of first-year academic B.Ed. students and to find out
whether there was a need for an intervention that emphasizes improving their academic
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English reading proficiency. Three separate studies were conducted for the investigation
with both quantitative and qualitative research methods. A fourth study was conducted
that included the design, development and evaluation of a reading intervention at both
universities.
Study I
Study I was an attempt to fill in the blanks on the unexplored map of reading behaviour,
attitudes, and self-concept of teacher education students in Ghana. The study included 316
students from the following B.Ed. programmes: Arts, Home Economics, Social Sciences,
Mathematics and Science. The following socio-affective factors related to academic English
reading proficiency were investigated: reading attitudes, behaviour and self-concept
of reading. The outcomes showed that spending time on reading for enjoyment was not
popular amongst students. However, a surprisingly positive attitude towards reading for
school, for enjoyment and self-concept of reading amongst students was found. The study
confirmed that earlier findings in the field of reading research are also applicable in a nonWestern L2 setting of first-year university students. As in previous studies, the data showed
that there is a clear relation between attitude towards reading for school and for enjoyment
(Mol & Bus, 2011); reading behaviour and reading attitude (Cox & Guthrie, 2001); and selfconcept of reading and attitude towards reading for enjoyment (Bandura, 1997; Schunk,
1991; Guthrie, 1997).
Study II
In study II the reading attitudes and behaviour of 496 first-year B.Ed. students were
investigated, as well as their academic English reading proficiency. The students who
participated came from B.Ed. Mathematics and Science (UEW), B.Ed. Social Sciences (UCC),
and a mixed group of BSc. and B.Ed. students from various programmes (UCC). The fact that
73.5% of the students reported reading study books in English every day or almost every
day was contrary to the opinions of lecturers, who felt that students did not read sufficiently
(cf. Ottevanger & Stoffelsma, 2007). As expected, the first-year UCC and UEW students had
a positive attitude towards reading for school, and even reported a higher average reading
attitude than the students in study I.
Regarding students’ academic reading proficiency two key questions were
investigated. Firstly, what is the English reading proficiency level of first-year B.Ed. students
at UCC and UEW? Secondly, do the first-year B.Ed. students at UCC and UEW have a sufficient
level of academic English reading proficiency to perform their academic studies without
encountering reading difficulties? To answer these questions, a language test was compiled
from reading items on two internationally recognised tests: the Pearson Test of English
Academic (PTE Academic) and the Programme for International Student Assessment (PISA).
The results of the experiment indicated that most students in the samples drawn could
adequately deal with reading texts in English which they might encounter as citizens (PISA
standard). However, on the PTE academic test only about 48% of the students manifested
a reading ability at CEFR B2 level or higher, which is the minimum language requirement
for enrolment in European universities. If we place the results of the current study in the
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context of universities in which the curriculum is taught in English, it would mean that almost
52% of the sample did not attain the required level of English language proficiency and
that they would need assistance in processing academic texts. Contrary to expectations, no
correlations were found between students’ academic reading proficiency and their reading
behaviour, nor between students’ academic reading proficiency and their reading attitude.
This is noteworthy, since much research suggests a strong link between reading proficiency
and behaviour and reading proficiency and attitude (Guthrie & Knowles, 2001; McKenna,
2001; Mol & Bus, 2011; Mullis, et al., 2007; OECD, 2009; Shaw & McMillion, 2011). These
findings were further investigated in the third study, which included a qualitative approach
to students’ reading behaviour and attitude in relation to reading proficiency.
Study III
The main objective of study III was to research the broader reading and learning context
of the students by using a qualitative research approach. A total of 22 students who
participated in study II were asked to keep daily activity diaries over a period of 3 weeks
during semester time, after which twelve of them were interviewed. The study also included
interviews with 14 academic staff members from UCC and UEW who were teaching on similar
B.Ed. programmes. Results were categorised in the following themes: (I) the teaching and
learning environment; (II) the role of academic English reading proficiency in the curriculum;
(III) reading resources, homework, and assessment; and (IV) reading motivation.
Students reported spending as much as 48 hours and 37 minutes per week on
academic work inside and outside the classroom (theme I). Compared with their peers in
the United States (27 hours per week) and the Netherlands (22 hours per week) this is a lot
(cf. Babcock & Marks, 2011; Torenbeek, et al., 2011). The UCC and UEW students reported
spending 148.8 minutes (2 hours and 28 minutes) on average per day on leisure activities,
and almost an hour and a half (88.8 minutes) on religious activities. The important role
that religion plays in students’ lives fits well within the highly religious Ghanaian culture.
Students also expressed that they face a variety of logistic challenges that interfere with the
teaching and learning process, such as tight timetables and large class sizes.
The second theme under investigation was the role of academic English reading
proficiency in the curriculum. Lecturers made strong negative statements about the reading
level of first-year students. Students’ lack of compliance with reading assignments seemed to
bother the lecturers most. This is a universal problem in academia that fits in an international
trend of a reading decline, reported in a number of studies over the past years (Lyengar,
2007; Skaliotis, 2002). The Ghanaian lecturers stated that students demonstrate a number
of reading deficiencies such as poor reading skills, limited vocabulary, bad pronunciation,
lack of critical reading skills, low reading speed, lack of comprehension (recall reading), and
lack of perseverance when reading long texts.
Students stated that they used the internet as an additional resource to textbooks
and reference books. However, in reality students only reported spending 11.9 minutes per
day on average online for leisure-related activities (browsing Google, Facebook, etc.) and
another 5.2 minutes per day on internet research for their studies. Only 16 out of the 22
students (73%) used the internet either for leisure or study purposes during the three weeks
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of the diary project. Only half of the students (11) reported reading a novel or a story book
over a period of three weeks for an average time of 8.1 minutes per day.
The third theme that was addressed during the interviews concerned study
resources, homework and assessment. Students depicted a much more negative picture
of the library resources than their lecturers. Moreover, they reported that access to books
was a severe problem that caused stress and frustration and hampered their preparation for
academic assignments.
A major part of the study resources used by students are lecture notes. The use
of lecture notes or hand-outs, which are prepared by the lecturer and distributed in class,
is very strongly engrained in the Ghanaian educational system, also at tertiary level. As a
consequence, many students who come out of secondary schools with limited reading skills
are not motivated to start improving their reading skills at tertiary level. The activity diaries
indicated that the average amount of time spent on reading lecture notes (41.5 minutes
per day) is more than double the amount spent on reading textbooks (16.5 minutes per
day). The fact that many lecturers still make it possible for students to pass their exam
relying solely on lecture notes does not provide incentives for the students to read texts
independently. This system is not conducive to training important reading skills such as
critical reading, summarizing, and retrieving main ideas from a text. In addition, it does not
provide opportunities for extensive reading.
The fourth theme that was addressed during the interviews was reading
motivation. All students stated that lecturers motivated them to read by giving them reading
assignments as homework. Almost half of the lecturers did not perceive it as their task to
motivate students to engage in reading, but rather as the responsibility of other areas or
persons in the educational system.
One of the key points that was derived from study III was that the newly collected
qualitative data allowed for a new interpretation of the quantitative results from study II.
A major ambiguity in study II was the absence of correlations between reading attitude
and reading proficiency on the one hand and reading amount (novels, magazines and
newspapers) and reading proficiency on the other. The low correlation between time spent
on reading study books and academic English reading proficiency found in study II (.08)
is noteworthy since reading research provides strong evidence that reading behaviour is
strongly linked with reading proficiency. In other words, students who read more become
better readers (Guthrie & Knowles, 2001; McKenna, 2001; Mol & Bus, 2011; Mullis, et
al., 2007; OECD, 2009; Shaw & McMillion, 2011). The outcomes of study III showed that,
although many students in study II claimed to read on a daily basis (73.5%), the amount of
time spent on reading textbooks was in fact 16.5 minutes per day. These findings suggest
that students may be reading often but that the quantity of their reading is fairly limited. This
would explain the lack of correlations between reading behaviour and reading proficiency in
study II.
Also, the absence of correlations between reading attitude and reading proficiency
in study II could be explained by the new data collected in study III. It is very well possible
that students indeed believe that they have a positive attitude towards reading (study I and
II) and a positive reading self-concept (study I and IV), but that the contextual circumstances
or educational systems do not allow them to fully grasp what it means to be a proficient
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reader. The current study revealed that students’ problems with academic reading skills
have been built up in primary and secondary schools, due to a system of ‘spoon-feeding’
and lack of resources and books. Therefore, many students who come in at tertiary level
are not used to being independent learners and their reading levels are low and in need of
improvement. Once students are in the tertiary education system, problems with academic
reading proficiency are partly maintained because of a number of contextual factors: lack
of access to textbooks and poor quality of books, an academic culture of using lecture
notes, large class sizes with few possibilities for individual attention, a high risk of cheating
amongst students, no ownership of the reading problem amongst staff and few motivational
practices by academic staff members. Students reported spending a lot of time on their
academic work, more than their colleagues from the US or Europe. However, in terms of
reading amount, the current study discovered that students do not spend many hours on
reading textbooks nor do they read a lot for enjoyment. More than anything, they spend
their time on attending lectures, group work or reading lecture notes and the question
arises whether these activities are effective in developing their academic English reading
proficiency.
Study IV
Based on the literature review (Chapter 2) and the context analysis (Chapters 3 to 5)
several factors were identified that justified an intervention to enhance the academic
English reading proficiency of first-year students at UCC and UEW. These factors included
the importance that is attributed to academic reading proficiency by the reading research
literature, the Ghanaian lecturers and the students; the low level of students’ reading
proficiency as perceived by the lecturers (study III); the low test scores on the language
proficiency test (study II); and the positive correlations between reading behaviour, attitude
and self-concept (study I), which imply that including additional reading activities in the
curricula should lead to more positive reading attitudes and self-concepts.
Study IV started with the transformation of the literature review (reported in
Chapter 2) and the context analysis (reported in Chapters 3 to 5) into fourteen tentative
design principles. These tentative design principles were used as “how-to-do” principles
for structuring and supporting the design and development activities (Plomp, 2007, p.13).
A content-language integrated approach was chosen, whereby specific academic reading
activities were integrated into the subject-content of three existing academic first-year
courses. These included two first-semester courses at UCC: The Use of English (ENG101) and
Introduction to Chemistry (CHE101), and one first-semester course at UEW: Introduction to
Literature (LIT111D). The development of the prototypes was carried out by two teacher
design teams, one at UCC and one at UEW. The duration of the intervention was ten weeks.
An experimental set-up was used in which control and experimental groups were assessed
on their progress in reading proficiency, and their change in reading behaviour, attitudes
and self-concept of reading.
The quality criteria as proposed by Nieveen (2007) guided the formative evaluation
process of the prototypes. Summative assessment was used to determine the learning
outcomes, i.e. the “learned curriculum” and the learning experiences, i.e. the “experiential
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curriculum” (Van den Akker, 2003, p.38). Data were collected through a reading proficiency
test and interviews with staff and students. By the end of the intervention, the tentative
design principles (DP’s) that were successfully applied in the final design received the status
final design principle. These included the following: teach text structures (C1); link homework
to assessment (C2); provide a sufficient number of texts (C3); emphasize vocabulary training
of academic and content specific words (C4); include teachers who can motivate students
to read independently (C5); and use active learning methodologies (C6). The other tentative
design principles were discarded because it was either impossible to incorporate them or
they were deemed unnecessary in the particular courses that were part of the investigation.
Four factors played an important role in the successful development and
implementation of the prototypes: creating ownership by adhering to the communicative
approach (cf. Visscher-Voerman & Gustafson, 2004); financial compensation of staff-time
devoted to the project; the possibility to integrate language instruction into existing content
courses (content-based language instruction); and procedural specifications in the form of
teacher guides.
Due to the low expected effectiveness of the LIT111D course that was observed
during the first classroom observation, the intervention was not continued. The number of
CHE101 students in the control group was deemed too low to use as an independent group
in the analyses. Therefore, two analyses were carried out. In the first analysis the distinction
between study programmes was discarded, to the effect that a control group (n=33) was
compared with an experimental group (n=51). In the second analysis the ENG101 control
and experimental groups were analysed as a separate sub-set. For the ENG101 course, the
results in terms of learning outcomes were hopeful because by the end of the intervention
the ENG101 experimental group had improved significantly on their academic reading
proficiency. They had also improved slightly more on their academic reading proficiency than
their peers in the control group. Results also showed that, by the end of the intervention,
the time spent on reading had increased significantly more for both experimental groups
than for the control groups.
The improved academic reading proficiency did not affect the results of the final
course exams. Possible explanations are the relatively short duration of the intervention
(10 weeks), insufficient explicit differences between the experimental and control group
design, and lack of statistical power of the sample. In addition, the lack of results for the
CHE101 course could be caused by the fact that the exam questions possibly focused more
on ‘formula questions’, i.e. doing calculations, than on ‘conceptual questions’. For the latter,
students are required to use their academic English reading skills more than for doing
calculations.
The average difference between reading behaviour as reported in the pre- and
post-test was significantly higher for both experimental groups than for the control group.
This increase is an indication that students from the experimental groups were indeed
stimulated to read more than the students in the control group. All groups reported lower
scores on the self-concept scale of the post-test than on the pre-test.
The CHE101 lecturer experienced great initial resistance from the students in the
experimental group. This resistance stopped after the third week of the semester. Students
then realised that the assignments helped them to prepare for the quiz; they also learned
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that they now had better grades than the students from other groups who participated in
the same quizzes.
In terms of learning experiences, all students in the experimental groups evaluated
the vocabulary and text comprehension assignments positively. Students stated that
they did not only learn new words, but the assignments enhanced their understanding
of the course textbook and articles and they were stimulated to work with dictionaries if
necessary. Moreover, they improved their understanding of the subject-content and the
exam questions, and they improved their language-use and spelling skills.
An important difference was observed between the tutorials from the CHE101
control and experimental groups. Whereas the control group stated that they were mostly
taught how to solve chemistry problems, the students from the experimental group
specifically mentioned that the course had made them more capable of understanding
concepts.

8.2

Discussion
Relevance of the study

This study investigated the academic English reading proficiency of first-year students from
tertiary teacher training programmes in Ghana and proposed context-specific educational
solutions to the existing reading challenges. By doing so, the study contributed to the debate
on improving the quality of education in Sub-Sahara Africa. Investigating ways to improve
the academic English reading proficiency of first-year B.Ed. students in higher education
institutions in Ghana is relevant for a number of reasons.
First of all, acquiring literacy, and thus reading skills, is of significant importance for
participation in the world of today. If we look solely at the concept of ‘reading’, a growing
body of research in western and non-western contexts demonstrates the positive effect
that reading for school and reading for enjoyment have on the academic achievement of
students (cf. Lyengar, 2007; Mol & Bus, 2011; Pretorius, 2000, 2002). The importance that is
attributed to literacy can be illustrated by the international programmes initiated over the
past 40 years to eradicate illiteracy. Examples include the 1967 UNESCO Experimental World
Literacy programme, which was set up to generate development in eleven countries (cf.
UNESCO, 1974); the 2000 – 2015 Education for All initiative (UNESCO, 2000); the 2003-2012
United Nations Literacy Decade: education for all (UN, 2002); and the OECD Programme
for International Student Assessment (PISA) created in 1997 (OECD, 2009). It is generally
accepted that literacy can produce political, social and economic benefits (Mullis, et al.,
2007; UNESCO, 2005). Although literacy cannot be the single cause of development, it should
be regarded as a one of the main conditions for economic growth (Azariadis & Drazen, 1990;
Naudé, 2004; Paran & Williams, 2007).
A second argument that validates carrying out this study is the fact that an
overwhelming number of initiatives by multilateral, regional and national donor agencies
and governmental bodies have targeted the development of education in developing
countries in the past fifty years. A thorough understanding of the local educational and
linguistic context is vital for the improvement of educational quality as anticipated by these
international interventions. Sub-Sahara Africa in particular has been the focus of major
235

Chapter 8

national and international interventions to improve educational quality, access and equity,
such as the Millennium Development Goals and the Education for All initiative adopted
in the year 2000 (UN, 2001; World-Education-Forum, 2000). The foundations of these
programmes originate from a western style educational approach. Following Cole (2005),
“Western-style education has become an ideal all over the world and is based upon the
European model which evolved in the 19th Century” (Cole, 2005, p. 202). The western-styled
educational initiatives applied in non-western contexts have been critiqued by a number of
scholars. This critique includes the failure of these programmes to serve the needs of local
people (Dei, 1998) and the lack of educational outcomes as illustrated by low literacy rates,
low scores in international comparison studies, a growing knowledge gap between school
students in African countries and the rest of the world and insufficient sustainability of the
interventions (Breidlid, 2009; Grigorenko, 2007). Stephens (2007c) notices that “Given the
remarkable lack of success of many development programmes, it can be a little unnerving
reading most development literature, in that the language is generally optimistic at a
general level, with often a complete absence of contextual or case study data or experience
upon which such optimism might be founded.” (p.149). He therefore calls for a more serious
inclusion of cultural and contextual factors in the design, implementation and evaluation
of educational initiatives. Encouraged by the suggestions of Stephens (2007c), the current
study specifically aimed at investigating the teaching and learning context of B.Ed. students,
before determining the focus of the intervention. Consequently, the thorough analyses that
were reported in Chapters 3 to 5 added substantially to our understanding of the educational
and cultural context in which B.Ed. students are expected to function, and the influence of
this context on students’ academic English reading proficiency.
A third argument that supports carrying out this study is that, in spite of the
numerous educational initiatives to improve the quality of education in Africa, fundamental
research into reading in developing countries is scarce (Paran & Williams, 2007). Pretorius
and Mampuru (2007) point out that Africa “offers an ideal setting for studying the language/
reading questions that preoccupy much of L2 reading research. Yet surprisingly little research
has emerged from this rich context” (p.38). The present study makes several contributions
to the L2 reading research field in the African context. Not only did this study enhance
our understanding of the linguistic diversity and the academic reading proficiency of firstyear B.Ed. students in Ghana, it also assisted in our understanding of socio-affective factors
such as reading behaviour, attitudes and self-concept. Furthermore, this study went beyond
mapping out terra incognita, as it also identified possible solutions to improving students’
academic English reading proficiency that were based on real-life educational settings.
Moreover, the study showed that a variety of quantitative and qualitative research methods
can be used to effectively investigate L2 reading in the African context. It also reported
extensively on how to carry out educational design research within a challenging educational
context. The fact that this was the first study that investigated students’ academic reading
proficiency in the West-African subcontinent in situ while following an educational design
research approach made it unique in its kind.
Finally, if we look at the education sector in Ghana, UCC and UEW are the only two
institutions in Ghana that offer teacher training (B.Ed.) programmes at tertiary level. The
teacher training programmes at both institutions play a major role as a provider of teachers
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to almost all levels of the Ghanaian educational system. The language of instruction in all
of these programmes is English, and students are expected to perform their future jobs at
senior secondary schools in English. After their graduation the B.Ed. students from UCC
and UEW will become role models in primary and secondary schools all over Ghana. Their
English language skills, including reading proficiency, will influence the quality of learning
in their classrooms and have a direct impact on the quality of education in the country.
Consequently, English language proficiency is an important issue in their university training.
The successful targeting of mainly B.Ed. students in the current study and the variation of
academic programmes that was included in the samples allows for a broad and thorough
understanding of the target group. This is important because it provides insight into the
students’ linguistic competencies and can give direction to the further professionalization of
these future teachers.
Linking primary, secondary and tertiary education
In the current study, much has been said already about the finding that the English reading
proficiency of first-year B.Ed. students in Ghana is low and in need of improvement. These
findings correspond to research findings at primary level (Ministry of Education Ghana,
2008, 2010) and secondary level (Akyeampong, et al., 1999). The 2007 National Education
Assessment Report by the Ministry of Education in Ghana informs us that only 26% of pupils
who reached the sixth and final year of primary school in 2007 were literate in English
(Ministry of Education Ghana, 2008). On the basis of these data Leherr (2009) claims that
Ghana is “facing a national literacy and numeracy crisis.” (p. i). The current study confirmed
that the English proficiency entry level at tertiary education is troublesome. This may well be
due to a low overall performance in English language proficiency at primary and secondary
level. The urgency to address the reading proficiency problem at the root, i.e. at primary
level, is acknowledged by the Ghanaian government. Based on the assumption that literacy
rates can be improved through bilingual education at primary level the government initiated
the National Literacy Acceleration Program (NALAP) in 2009. The NALAP baseline evaluation
indicated that “the majority of children in lower primary classrooms in Ghana are being
taught by teachers who are not able to teach reading effectively, whether in public or private
schools. Overall, only approximately one‐third of teachers demonstrated effectiveness, with
no differences between teachers from public and private schools.” (Leherr, 2009, p. i). This
finding does not seem surprising since the unqualified teachers in the study outnumbered
the qualified teachers. The study also confirmed that pupils who were taught by effective
teachers demonstrated a greater percentage of literacy compared to pupils who were
taught by a teacher not considered to be effective. These findings illustrate the necessity to
improve the reading proficiency of Ghana’s future teachers, as was the aim of the current
study.
The low quality of the teachers goes hand in hand with the Ghanaian school culture,
which emphasizes oral skills and rote learning, and in which students are not taught how to
learn and read independently (Abudulai, 2011; Stephens 2007b). The lecture notes culture
at tertiary level, as described in the current study, should be regarded as an extension of the
school culture at primary and secondary level. The lack of emphasis on independent reading
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and learning fits within the general picture presented by Pretorius and Mampuru (2007),
who state that schools in developing countries generally do not include or foster a strong
literate culture and that “reading is regarded as an ‘add on’, to pass the time when all the
important work has been done” (pp. 55-56).
Another fundamental problem in Ghanaian education, besides the quality of the
teachers and school culture, is the linguistic variety of its population. In addition to English,
there are eleven Government-sponsored languages in Ghana that may be used for educational
purposes. The government tried to deal with the complex language of instruction situation
by training teachers for bilingual programmes in 2009 (Leherr, 2009). In preparation for this
training, the NALAP baseline evaluation found that a third of the teachers in lower primary
schools were not proficient in reading or writing the Ghanaian language that was designated
as the language of instruction by the Ghanaian government. The study also found that only
18% of the primary school pupils in Ghana are literate in the Ghanaian language to be used
for NALAP implementation in their schools. A complicating matter is the fact that the existing
literature in some of the Ghanaian languages is insufficient to establish an adequate literacy
level in its users (Obeng, 1997). Obviously, the transfer of reading skills from L1 to L2 is
seriously hampered under these conditions. It is difficult to grasp the enormous challenges
that the Ghanaian educational system is currently facing. It should be noted that Ghana is
not a case in itself. Language of instruction is one of the central issues that African countries
face in improving their quality of education. Although the issue is more prevalent at primary
and secondary level than at tertiary level, the inheritance from the ‘lower levels’ obviously
impacts the linguistic competences of students at the tertiary level.
More than once, the current study demonstrated that Ghanaian students have
different linguistic backgrounds, different language proficiency levels and that they find
themselves in very different stages of life. Moreover, due to the discrepancies between
the educational quality of public and private schools at primary and secondary level,
they exhibited vast differences in knowledge, skills and attitudes. Designing academic
programmes that take into consideration the differences in background and the different
levels of reading and learning abilities in the groups is, and will remain, a major challenge
for the academic staff at tertiary institutions.
Content-based language instruction
A possible solution that was explored in the current study to improve the academic reading
proficiency of the first-year B.Ed. students is adopting a content-based language instruction
approach. This approach, which can be “distinguished by its dual commitment to languageand content-learning objectives”, has received global interest over the past fifteen years in
first and second language contexts (Stoller, 2004, p. 261). There is sufficient evidence in the
literature to support the approach of content-based language instruction (cf. Fang, et al.,
2008; Norris & Phillips, 2003; Spektor-Levy, et al., 2008; Williams, et al., 2009).
The present investigation extends prior research in the area of content-based
language instruction in three ways. First of all, the study has proven that content-based
language instruction at tertiary level is possible in a West African context, both in the
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content areas of English linguistics and Chemistry. Thus far it has been an approach that is
mostly tested at primary level and in western contexts.
Furthermore, the present study demonstrated that science and mathematics
students’ attitudes toward infusing reading into science can be changed by showing them
the benefits of improved scientific literacy. In spite of students’ strong resistance to the
programme at first, they turned around after less than four weeks because they had realised
that the reading assignments helped them to prepare for their quizzes. They also learned
that they had now better grades than the students from other groups who participated in
the same quizzes. Students’ awareness of the benefits of scientific literacy is important. As
future role models throughout the country, B.Ed. students have to be aware that language
is an integral part of science and that it is used to “communicate inquiries, procedures,
and science understandings to other people so that they can make informed decisions and
take informed actions” (Hand, et al., 2003, p. 608). Norris and Philips (2003) argue that
a great deal of science can be learned without resorting to reading, i.e. learning how to
solve chemistry equations; however, for a more “sophisticated level of scientific knowledge
students need to be literate in the fundamental sense” (p.236).
Finally, the current study fulfilled the “urgent need to supply science teachers
with instructional materials and strategies to achieve the goal of scientific literacy among
students” (Spektor-Levy, Eylon and Scherz, 2008, p.476). The successful use of the contentbased language instruction approach in the current study gives hope for similar future
interventions in non-Western contexts and has yielded promising instructional materials
that can be used in future studies.
Effects of the intervention
Returning to the hypothesis/question posed at the beginning of this study, we can identify
characteristics of teaching and learning activities that could lead to an improvement of
the academic English reading proficiency of first-year B.Ed. students in higher education
institutions in Ghana. These characteristics include the following:
(i) teach text structures (C1); link homework to assessment (C2); provide a
sufficient number of texts (C3); emphasize vocabulary training of academic and
content specific words (C4); include teachers who can motivate students to read
independently (C5); and use active learning methodologies (C6);
(ii) the intervention is designed and implemented jointly with a teacher design
team via a communicative approach that creates ownership (P1); with sufficient
compensation of staff time (P2); via content-based language instruction (P3); and
by using exemplary curriculum materials with procedural specifications (P4);
(iii) because of the theoretical arguments (T1) and empirical arguments (E1)
presented in Chapters 2 to 5 of this dissertation (cf. Van den Akker, 2010)
The intervention did not show clear differences between the experimental group and
the control group, but given the explanations provided in Chapter 7 it can nevertheless
minimally be described as promising. That indicates that it is indeed possible to improve
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students’ academic reading proficiency by integrating language assignments into subject
content courses. However, enhancing reading proficiency through content-based language
learning alone is not sufficient to overcome the problem of low reading levels. As indicated
previously, students’ problems with academic reading skills have been built up in primary
and secondary schools, due to a system of ‘spoon-feeding’ and lack of resources and books.
The current study revealed that, once students are in the tertiary educational system,
problems with academic reading proficiency are partly maintained because of a number of
contextual factors: lack of access to textbooks, poor quality of books, an academic culture of
using lecture notes, large class sizes with few possibilities for individual attention, cheating,
no ownership of the reading problem amongst staff and few motivational practices used by
academic staff members. The lack of access to books and the poor quality of the available
books does not motivate students to undertake reading assignments by themselves, let
alone engage in extensive reading. In the long term, these factors need to be addressed in
addition to providing reading proficiency training. Allowing students to have better access
to academic reading materials, as was achieved during the intervention, is a first step in
the right direction. However, making students understand what it means to be a proficient
reader is equally important and a key element to achieve improved academic English reading
proficiency.
One other main outcome of the intervention deserves attention. The self-concept
of reading for all groups in study IV was high at the beginning of the semester, but had
decreased at the end of the semester. In other words, all students perceived themselves to
be less good readers at the end of the intervention than at the beginning of the intervention.
A plausible explanation for this notable finding is the Dunning-Kruger effect, which states
that people tend to overestimate their own competencies. Dunning and Kruger (1999)
found that “People tend to hold overly favourable views of their abilities in many social and
intellectual domains” (p.1121). Following the authors, this overestimation is partly caused
by the fact that they lack the metacognitive skills to rate their own abilities. A paradox within
this theory is that a skills training, as was done in study IV, makes people more aware of
their limitations. Thus, increasing the reading proficiency of academic students at UCC also
increased students’ metacognitive competence that was needed to evaluate their reading
competencies. Consequently, students’ self-concept as measured during the post-test in the
current study IV is likely to be more accurate (more negative) than students’ self-concept as
measured during the pre-test. In other words, by the end of the intervention students had
come to realize how poor in fact their reading was. The fact that students estimated their
reading proficiency lower during the post-test can be therefore considered an indication
that their proficiency had improved. The outcomes of the interviews agree with this finding.
Almost all students who participated in the post-test interviews of study IV (n = 25) stated
that the courses had enabled them to become a better reader of academic texts.

8.3

Reflections on the research approach
Educational design research

On the basis of the observation that first-year B.Ed. students at UCC and UEW seemed to
lack academic English reading proficiency, the current study set out to investigate and solve
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this problem. The educational design research method that was chosen for the investigation
allowed for a thorough analysis of the context, which was supplemented by a theoretical
framework on the basis of existing reading research. The design, development and evaluation
of the intervention passed through a number of iterations, or “micro-cycles of research”
(Plomp, 2007, p.17). A variety of formative and summative evaluation methods were used
to investigate the relationships between theory, design and practice. In that sense, the study
adhered to design-based research methodology, as it went beyond just designing and testing
an intervention (cf. Design Based Research Collective, 2003). Evidence that was collected
during the various stages of testing and evaluation allowed for an objective observation of
problems and solutions.
One of the main arguments for choosing educational design research as a method
in the current study is that it offers possibilities to address real-life educational problems
that cannot be studied in isolation. Furthermore, the approach is especially appropriate in
teaching and learning situations that face “open problems” (Kelly, 2007, p.76). With hindsight
we can state that the academic English reading proficiency of the B.Ed. students was indeed
a real-life educational and open problem that could not have been studied in isolation. No
cut-and-dried solutions were available when the study started. The solution to the problem
could only be developed gradually and through intensive cooperation with the members
of the design team, aided by various rounds of testing and evaluation. For instance, the
decision to use content-based language instruction as the basis for the intervention was
only made during the second workshop on the global design. In addition to arguments from
the reading literature, real-life educational arguments of a logistical and managerial nature
were advanced to support this approach. These are precisely the type of decisions that
cannot be taken in a laboratory setting and for which educational design research provides
the appropriate framework and tools.
The current study has shown more than anything that moving from problem
identification to problem solution is a highly complicated process. The iterative character of
the design resulted in a thoroughly tested solution. The trial and error of ideas and solutions
in the educational settings of UCC and UEW added to the robustness of the intervention.
Consequently, it also led to the decision not to continue the intervention in the LIT111D
course due to lack of expected effectiveness.
The lack of research evidence within design experiments is considered a serious
methodological weakness (Collins, et al., 2004; Dede, 2004; Philips & Dolle, 2006). Philips
and Dolle (2006) argue that in order to investigate the reasons for the effectiveness of any
innovation produced through design research, traditional methods that control the variables
are needed to complement design research. The design of the current study followed the
suggestion by Philips and Dolle (2006) and applied an experimental set-up to investigate the
effectiveness of the intervention.
To rule out the possibility that other factors contributed to the effects that occurred
during the intervention, a number of variables were controlled. First of all, all classes of the
CHE101 and ENG101 course, i.e. the tutorials for the experimental and control groups, were
taught by one and the same lecturer. This minimized any effect caused by the quality of
the teacher and teaching approach. Secondly, the ENG101 students were divided equally
between control and experimental groups. Since the CHE101 course logistics did not allow
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for an equal division of the students, it was not used as an independent group in the
analyses. All groups received their training in the same classroom settings, and all used the
same textbook (CHE101) or articles (ENG101). The course set-up for the experimental and
control groups were identical: a weekly one-hour tutorial and one-hour lecture; distribution
of homework related to the same texts or textbooks; and feedback on the homework.
As was discussed in Chapter 2, using randomized experiments within the area of
educational research is a much debated topic. Some claim that the processes underlying
teaching and learning are far too complex to allow for controlled experiments in education
(Olson, 2004). Others claim that randomized experiments are the only way to make
progress in educational practice (Slavin, 2002). This study proved that an experimental
set-up in educational design research is possible, as long as it is matched with additional
data collection of a more qualitative nature. Nevertheless, a number of challenges during
the execution of the design were encountered. First of all, due to timetable restrictions in
the science department it was not possible to equally divide the B.Ed. Mathematics and
B.Ed. Science students over the experimental and control groups. For the ENG101 course
random sampling could be applied, with stratification by gender and study programme.
Secondly, it was sometimes difficult to keep the students from the experimental and control
groups apart. Consequently, students from the control groups realised that the homework
assignments for the other groups were different. Although both students and lecturers
confirmed that students from the control and experimental groups did not sit in each
other’s classes, they did exchange information. Finally, in spite of the attempts to keep the
workload across the groups equal, it was not possible to prevent both experimental groups
from having a somewhat higher workload than the control groups.
Notwithstanding these challenges, the controlled experiment in the current
study has yielded a number of results that could not have been achieved with alternative
methods often used for summative evaluation, such as surveys or case studies. Using
an experiment is a powerful approach to determine the effect of the intervention on
students’ reading proficiency, behaviour, attitude and self-concept (cf. Nieveen & Folmer,
2013). The imperfections that were part of the experiment, such as information exchange
between control and experimental groups, are typical of a real-life educational context.
Complementing the quantitative outcomes with qualitative research data such as user
interviews and classroom observations provided a fuller picture of the effectiveness of the
reading intervention.
Using an experimental set-up in research endeavours leads to the question whether
it is ethically justified to withhold (possible) effective teaching and learning methods from
the control group for the sake of a scientific study. This question was addressed during the
meetings with the design teams. There, the equally important counter-question arose: Is it
unethical to deprive students of the possibility to improve their academic English reading
proficiency? In other words, if the project had not been initiated, all of the students would
still have been in the control group situation. This argument was sufficiently satisfactory to
the team to be able to continue with the experimental design.
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Generalizability of the study
The successful design and evaluation of the educational intervention in this study depended
to a great extent on contextual factors, such as the motivation and quality of the design team,
the willingness of the students to participate, and the academic workload of both students
and staff. Moreover, logistical factors such as classroom facilities, time schedules, quality
of the textbooks, and the internet and printing facilities played an important role during
the design, development and implementation phase. Each course design was influenced by
different factors and as a consequence followed its own path. In the end, only the ENG101
design was fully successful in terms of design, evaluation and experimental set-up. Although
the CHE101 design succeeded, it was not possible to organise an equal division between the
experimental and control groups. Due to lack of expected effectiveness the intervention in
the LIT111D course was not continued.
The fact that the three different courses each followed a different route in the
design, development and implementation phase shows that, more than anything, each
educational context is different from any other. Therefore, the following claim by Plomp
(2013) also applies to the data of the current study: “Where design principles may have
been supported by a number of replications, and a new context may be similar to the ones
from which design principles have emerged, each context has unique characteristics that
justify the use of design principles as ‘heuristic’ statements: these statements provide
guidance and direction, but do not give ‘certainties’.” (Plomp, 2013, p. 34). If we accept that
design principles should be used as “heuristic statements”, and that they cannot provide
“certainties”, it also implies that generalizability of the results is limited. In fact, that is
precisely what Plomp (2013) argues: “the findings [in design research] cannot be generalized
to a larger universe – there is no statistical generalization from sample to population as in
the case of survey research” (p.34).
The current study used an educational design research approach whose outcomes,
following Plomp (2013), cannot be generalized. However, two elements were included in
the study that strengthened the outcomes. First of all, survey research was used as one
of the major research methods. It was used in the context analysis and it was also used
to determine the effectiveness of the intervention (questionnaire and language test).
One of the outcomes of the survey method was that the samples in study I, II, III and IV
were comparable in terms of age, linguistic diversity, reading behaviour, attitudes and selfconcept.
Secondly, an experimental set-up was used to determine the effectiveness of the
intervention. Both the survey research and the experimental set-up within the current
study strengthened the outcomes. Academic staff, policy makers and educationalists
who are involved in developing new teaching and learning materials in Ghana will benefit
from these outcomes. Lessons learned in the current project can help making educational
interventions in the West-African region and ESL countries with similar educational systems
more sustainable and context-specific.
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Data triangulation
Throughout this research, a mix of quantitative and qualitative research instruments was
used. The quantitative instruments included student questionnaires and reading proficiency
tests. The qualitative instruments included student activity diaries, semi-focused interviews
(both individual and group interviews), classroom observations, and reports of team
meetings. Using data triangulation, i.e. combining several research methodologies to
investigate the same topic, allowed for a strong validation of the data.
The qualitative data that were collected allowed for a new interpretation of some
quantitative results. For example, the outcomes of the student diaries and interviews in
study III shed new light on the quantitative results of study I and II. Moreover, the student
interviews in study IV added insights about how students experienced the newly designed
tutorials, in addition to the results of the language test in the same study. For example,
students explained how they valued the reading assignments and what they had learned in
terms of reading skills. This information not only confirmed the finding from the pre- and
post-tests that the design was effective; it also demonstrated that students appreciated the
assignments. In conclusion, using data triangulation allowed for more accurate findings that
could not have been discovered otherwise.
Roles of designer, trainer, evaluator and researcher
An important topic in any educational design research project is how to account for the
different, and sometimes conflicting, roles that are taken on by the design-based researchers.
In the current study, the researcher had to play several roles. Apart from the primary role
as a researcher, she took on the additional role of designer, trainer/coach, evaluator and
manager of the project. The Design Based Research Collective (2003) states that “although
there are no simple solutions to what we see as a necessary tension arising from the
coupling of empirical research to design, it is possible to employ specific research methods
to question the designer researcher’s tacitly held assumptions.” (p. 7). It emphasizes that,
to address this tension, the use of data triangulation in design based research is important.
In addition to the use of data triangulation, a number of measures were included
to assure validity and accurate reporting of the results. First of all, the questionnaires and
language test in study I and II were conducted with the help of local staff, who made sure
that the test logistics were in order, e.g. timing of tests, observing the test-takers, right
distribution of the different test versions, etc. Secondly, the interviews held with staff
and students (study III) were held in the presence of an observer. The analyses of the
transcriptions were performed twice, with six months in between the first and second
analysis.
The training and coaching of the design teams was done in cooperation with
local staff members. For example, the initial training workshop included a Ghanaian PhD
student to explain the concept of educational design research. Two academic staff members
from VU University were present to observe the workshop and to add information where
necessary. The lecturers who taught the tutorials were observed on multiple occasions by
the researcher as well as by their local colleagues, who coached them where necessary.
Finally, the researcher followed the suggestion by Van den Akker (2005, in McKenney et
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al., 2006), to demonstrate her adaptability by: “ (…) remaining open to adjustments in the
research design if project process so dictates” and by “allowing the study to be influenced,
in part, by the needs and wishes of the partners, during what is usually a long-term
collaborative relationship.” (McKenney, et al., 2006, p. 84). Although the initial ideas for
the design were suggested by the researcher, the partners soon took control of the design
process and influenced the design according to their own wishes. Examples of needs and
wishes from the partners that were included are as follows: taking a break from the ‘topic
sentence’ because students showed signs of boredom; letting students identify vocabulary
by themselves, rather than prescribing which words they should learn; and accepting that
there was no capacity in the team to address online reading or the use of mobile phone
technology. These measures aided to assure validity and accurate reporting of the results
and for the researcher to maintain an objective perspective of the research project.
Research instruments
An important feature of the study is the fact that it is the first study that combined PISA and
PTE items for the measurement the English language proficiency of one student population.
It is also the first study that applied both frameworks in an African context. The selection
of items from both instruments was considered appropriate because both are existing ESL
assessment instruments that have proven validity and reliability. Furthermore, since the
reading level of first-year students in Ghana had not been tested before by international
instruments, it was difficult to determine beforehand what proficiency level could be
expected. Therefore, including items from both an academic and secondary school level
test provided clear information about the upper and lower threshold of the reading abilities
of the student population. Finally, the PTE items allowed for an international comparison
with the Common European Framework of Languages (CEF).
To assess how B.Ed. students spend their time during the academic semester,
student activity diaries were used. The advantage of using activity diaries is that they provide
an emic perspective to the teaching and learning context of students, in addition to the
etic approach that was prominent in the interviews, questionnaires, and language tests (cf.
Harris, 1976). Furthermore, diaries are documented close to daily events, which increases
the validity of the results. Moreover, they provide information over a longer period of time
rather than a temporary recall like in questionnaires or interviews, which increases reliability
(Carp & Carp, 1981). The activity diaries appeared to be a valuable addition to the data
collected through the questionnaires. Also, the diaries turned out to be a highly relevant
instrument, in the sense that they allowed for a unique approach to investigating students’
time spent during the academic semester. To address the reliability of the activity diaries,
these were checked for completeness by research assistants during the first week of the
investigation. Moreover, students were prompted by text messages and email on a regular
basis to remind them of their task. Although the retrospective estimation of time spent on
particular activities during the day is a difficult task, the data collected in the diary project
contained several indications of students’ truthfulness in reporting. For example, the diaries
included many (personal) details on both study and non-study related activities; students
expressed that they enjoyed being part of the research and felt motivated to keep their
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diaries; and the time reported inside classrooms seemed high, but was in accordance with
the study programmes at UCC and UEW that include many lecture hours and laboratory
practicals per week.
A number of follow-up interviews with students were used that allowed for a further
understanding of data from the diaries (study III) and to evaluate the intervention (study IV).
The interviews further developed the in-depth understanding of how the students perceive
student life and their academic work, what has meaning for them, and how they perceived
the role of academic reading. From the 496 students who participated in the language test
and questionnaire, 22 students were selected to participate in the diary project; of these
22, 12 students participated in a focus group interview. A similar approach was used by
Stephens (2007a), who administered questionnaires to 400 beginning teachers in Ghana,
out of whom 18 wrote autobiographies of family life and schooling experiences and of
these 12 participated in a focus group interview. Stephens (2007a) describes his research
approach as a useful mix of quantitative and qualitative methods.
The use of interviews for data collection can yield sociably desirable answers.
However, due to the nature of the students’ responses, this risk seemed limited. Not only
did the students express a great number of details to illustrate their points, they also did
not withdraw from making negative comments about their lecturers and the institutions.
Delicate topics such as the lack of textbooks, work overload in their academic programmes
and the frustration of the CHE101 experimental group about the first three weeks of the
tutorials were openly discussed.
Measuring reading behaviour, attitudes and self-concept of reading
The empirical findings in this study provided a new understanding of the reading behaviour,
attitudes and self-concept of first-year B.Ed. students in Ghana. In line with the literature, a
number of positive correlations were found between reading behaviour, attitude and selfconcept of reading. However, when each of these affective factors was related to students’
actual English reading proficiency, very low or no correlations could be identified.
Research has shown that the amount of reading that students do for school
and for personal enjoyment has a positive effect on their reading achievement, reading
comprehension skills, and contributes to their academic knowledge development (Cox &
Guthrie, 2001; Guthrie, et al., 1999; Mol & Bus, 2011; Mullis, et al., 2007; Stanovich, 2000).
In spite of these findings, the current study did not produce strong evidence of correlations
between affective factors and reading proficiency. This raises questions about the suitability
of the instrument that was used. The internationally recognised PIRLS instrument was
used to measure the reading behaviour, attitudes and self-concept of students. PIRLS
provides information for policy and instructional practices about reading achievement in
primary schools in over 40 countries. The decision to use the PIRLS items was based on its
international character, the large number of countries involved in PIRLS and the accessibility
of the items. The PIRLS items measured reading behaviour on the basis of the frequency with
which students read literary texts (stories or novels) and informational texts (newspapers,
magazines, and textbooks). Furthermore, it investigates students’ reading attitude and selfconcept based on the degree of agreement with a number of statements. These statements
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include: “I enjoy reading” (attitude) and “Reading is very easy for me” (self-concept) (Mullis,
et al., 2007, pp. 139-142). For all items a four-point Likert scale was applied.
This PIRLS instrument is suitable for measuring the reading behaviour of large
student samples as it helps to discover trends in affective factors and can be linked with
reading proficiency scores of the same sample. The disadvantage of the instrument is that
it does not reveal detailed information concerning reading behaviour, attitudes and selfconcept since respondents are asked to respond according to the four scales only. The
additional data that were retrieved through students’ activity diaries and interviews (see
previous section) shed new light on students’ reading behaviour. Although in actual practice
students do read often, they only read for short amounts of time. This is an indication that
students overestimated their reading behaviour. These results accord well with the results
about students’ self-concept of reading. As explained previously, students overestimated
their reading proficiency, and only came to realise, by the end of the intervention, how
poor in fact their reading was. Based on the additional findings collected through students’
activity diaries and interviews it is highly recommended that more qualitative instruments
be used in addition to the PIRLS instrument for a more objective interpretation of the data.
Although the PIRLS 2006 did establish a positive correlation between reading
attitudes and reading achievement, in the current study this link could not be established.
The integrative model of behavioural prediction by Fishbein and Yzer (2003) could be
used to explain the lack of correlations between reading proficiency on the one hand and
reading attitudes on the other. This model suggests that a person’s behaviour or intention
is determined by attitude, subjective norms and self-efficacy (theory of planned behaviour),
but also by the intention to perform the behaviour, necessary skills, and environmental
constraints. In other words, a first-year academic student at UCC can have a positive attitude
towards reading and a positive self-concept of reading, but if the subjective norms concerning
reading portrayed by the lecturers or peers in the institution are not favourable (preferred
system of lecture notes), it is unlikely that the student will engage in academic reading.
Moreover, if he or she has a strong intention to perform the behaviour of reading, but does
not possess the necessary reading skills and abilities required to read well (outcomes study
IV) and if there are environmental constraints such as a lack of textbooks, it will prevent the
behavioural performance of academic reading.
Another explanation could be the vertical dimension to attitude structures
(McKenna, 2001, p.137). As explained in Chapter 2, this notion describes how a person can
have a positive attitude towards reading in general, and at the same time a less positive
attitude towards reading for school and a negative attitude towards reading a chemistry
book.
For future studies, measurement of reading attitudes should be made more specific.
For example, Guthrie (2013b) argues that rather than asking students whether they enjoy
reading, they should be asked which particular books they enjoy. It is also recommended
that other influential constructs such as subjective norms, intrinsic motivation, and
environmental constraints are taken into account when investigating attitudes. It is advisable
to investigate how the existing reading attitude instruments that were used in the current
study could be made more specific and if the use of more detailed measurement leads to
more positive correlations between students’ reading attitudes and reading proficiency.
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8.4

Limitations of the study

Several limitations to this study need to be acknowledged. A weakness of the language tests
that were used in study II and IV was the lack of participation of African countries in the
development of the reading items and their verification with regard to cultural sensitivity.
Except for Tunisia, no African country has ever participated in the PISA assessments:
consequently no African country participated in the PISA working groups. Furthermore,
there was no African representation in the PTE Academic sensitivity project, aimed at
identifying cultural biases in the test. In addition, it is important to realise that the Common
European Framework of Languages was developed for the European context. Transposing
the framework to a non-Western context should be done with caution. To address this
contextual issue, it is important to include an African perspective on the language test. This
idea is further elaborated in the recommendations for further studies section.
A second limitation concerns the rather low reliability coefficients of the scales in
the questionnaires that were based on the PIRLS instrument. Nevertheless, the scales were
used, since they are part of a validated instrument. Unfortunately, the PIRLS 2006 study on
which the items were based does not include information on the reliability of the scales.
Consequently, it was impossible to relate the alphas to the original instrument.
A third limitation is the fact that ICT and online reading were not integrated into
the intervention. As in many developing countries, traditional media continue to play a
dominant role in Ghana. Computer access level, ownership and internet access are highly
restricted and therefore online reading does not yet play the important role in education
that it does in European or North American contexts. Three important factors hinder ICT
integration in education. Firstly, ICT resources for teaching and learning are inadequate or
non-existent. Secondly, the ICT competencies of teachers are very limited, and thirdly, major
deficiencies in the curricula exist that do not cater for inclusion of ICT tools in teaching and
learning. The fact that the computer-student ratio at UEW was approximately 1: 200 during
the time of this study is not very promising (Issifu, 2011).
Study III in the current study revealed that students used the internet as an
additional resource to textbooks and reference books. Reading online was reported to be
easier than reading textbooks; textbooks were considered boring and time consuming. In
spite of their apparent preference for reading online, in reality students reported spending
very little time online. It is very well possible that students were limited in their internet
access due to a lack of ICT resources in the institutions.
During the design, development and implementation phase of study IV, a number
of efforts were carried out to stimulate the use of ICT in the intervention. During the second
workshop in Ghana, an attempt was made to train the design researchers in using online
language and vocabulary tools such as ‘Knowble’ and the online Nottingham academic
wordlist. The free online programme ‘Knowble’ (http://knowble.eu/) seemed a logical
choice for the project, for it provides online news articles at a personal proficiency level
and offers tools to build vocabulary knowledge and monitor personal reading progress.
Ironically, due to low internet connectivity, the ICT training had to be ended half-way.
Right from the onset, the UEW team indicated that the use of ICT as part of the
intervention would be problematic at their institution due to the insufficient number of

248

Conclusion, discussion and reflection

computers and unreliable internet facilities. Although the ENG101 design team seriously
explored the options to include ICT tools in their course, such as Knowble, Facebook and
mobile phones, their initiatives were hampered by unreliable internet and electricity access,
and lack of time.
In conclusion, the researcher presented several suggestions to the design team
as to how online reading or ICT could be used in the designs. However, as was argued in
the previous section, the researcher also remained “open to adjustments in the research
design if project process so dictates” (McKenney, et al., 2006, p. 84). Providing suggestions
but not pushing for online reading assignments and ICT integration in the design should be
considered a typical example of the researcher’s flexibility towards the design team and her
endeavour to create ownership of the design amongst the team members.

8.5

Recommendations for future research

This research has generated a number of questions which are in need of further investigation.
Recommendations for further studies can be made at the following levels: the study itself
(i.e. if this study would be replicated how could it be improved); recommendations for
practice and policy; and recommendations for further research work to contribute to theory
building.
Replications of the current study
Possible future studies using the same experimental set-up within an educational design
approach are recommended so that a stronger design of the reading intervention can be
developed. However, a number of adjustments are advisable. Firstly, an increase in the
length of the intervention is recommended. Spreading the intervention over an entire
academic year is likely to lead to stronger outcomes. Furthermore, different courses should
be included in a new design, preferably courses that are less closely related to the rationale
of the intervention, as was the case for the ENG101 course: both the intervention and the
course itself aimed at teaching students about the use of English. Finally, increasing the
number of eligible students that participate in the experiment would increase the power of
the statistical analysis.
In addition to replicating the current study at tertiary level, there is also a definite
need for studying the academic English language proficiency of students in the teacher
training colleges in Ghana. Research has indicated that the English language entry level
of first-year students in the teacher training colleges is severely limited (Stephens, 2007a,
p.177). Replicating the current study could investigate whether the language problems at
college level are similar to those at university level and what can be done to improve the
quality of these future primary school teachers in Ghana. Finally but significantly, the focus
on academic reading proficiency could be expanded to academic writing since these skills
often go hand in hand. The study that was carried out by Dowse and Howie in South Africa
could be used as an example of developing academic writing skills in an African L2 context
through educational design research (Dowse & Howie, 2013).
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Recommendations for practice and policy
This study set out to solve the problem of students’ low levels of academic reading proficiency
and their inability to read independently. The findings of the study suggest several practical
implications for improving the academic English reading proficiency of B.Ed. students at both
UCC and UEW, but also in the larger context of Ghana and the West-African subcontinent.
The outcomes of the study particularly benefit universities, educationalists and policy
makers in the West-African region and ESL countries with similar education systems.
Universities facing similar problems with students’ limited reading proficiency
should consider a number of actions. First, current practices regarding lecture notes and
the provision of sufficient and relevant texts to students should be investigated as they are
likely to influence the opportunities for students to practice their reading skills. An effective
approach to tackle existing reading problems is to create teacher design teams in which staff
members from the English language department cooperate with staff from other fields, e.g.
Science, Mathematics or Social Sciences. Universities should create opportunities in future
curricula that allow for content-language integrated learning. An important prerequisite
for successful achievement of this approach is sufficient compensation of staff time and
opportunities for staff training in the areas of content language integrated learning. The
development of exemplary curriculum materials with procedural specifications should be
stimulated, so that other parties in similar situations could benefit from the developed
materials. Finally, universities who consider setting up interventions that aim at improving
reading skills should include the following characteristics in their design: teach text
structures; link homework to assessment; provide a sufficient number of texts; emphasize
vocabulary training of academic and content specific words, include teachers who can
motivate students to read independently and use active learning methodologies.
The findings of this study also have some important implications for policy makers at
government level. There is a definite need for sufficient provision of relevant academic texts
and library resources in the universities. Unless governments clear sufficient funding for the
development of library resources and staff training, the problem of reading proficiency will
continue to affect the quality of education. Secondly, the monitoring of students’ reading
proficiency at all levels of the educational system should remain an important component
of government policy. Finally, working towards national participation in the PIRLS and PISA
studies could be an important incentive for schools, colleges and universities to enhance
students’ academic reading skills.
Recommendations for further work (research)
The use of English as the medium of instruction and its assumed negative effect on the
quality of education in Africa has been discussed by many African scholars (Kwaa Prah,
2009; Opoku-Amankwa, 2009; Owu-Ewie, 2006; Phillipson, 1996; Qorro, 2009; Vuzo, 2005).
Policy-makers, parents and ministers of education in many African countries demonstrate a
belief that African languages are inferior to English and consequently maintain English as the
language of instruction (Qorro, 2009). The fact that the current study investigated the English
reading proficiency of first-year B.Ed. students in Ghana should not be considered as support
for the beliefs that local languages are inferior. Rather, the study took the existing language
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policies at tertiary level in Ghana as a given fact and investigated language improvement
opportunities accordingly. In view of the discussions on language of instruction policies in
African it is very well conceivable that the current design might be applied to investigating
reading proficiency in local languages.
The design that was implemented in this study was built on a number of
characteristics, such as the teaching of text structures, emphasising the training of
vocabulary, and the use of active learning methodologies (see discussion section). Although
the combination of these characteristics in one design resulted in promising outcomes, the
study did not investigate the contribution of each characteristic as a stand-alone factor.
Therefore, further work needs to be done to establish whether factors such as teaching of text
structure, vocabulary instruction and the use of active learning methodologies in L2 settings
can directly improve reading comprehension. This is in line with the recommendations made
by Grabe (2004), who states that more research is needed to determine the connection
between L2 reading comprehension and stand-alone factors such as vocabulary instruction,
text structure knowledge, and reading motivation.
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Appendix I Common Reference Levels: global scale (Chapter 4)
Proficient
User

Independent
User

Basic User

C2

Can understand with ease virtually everything heard or read. Can
summarise information from different spoken and written sources,
reconstructing arguments and accounts in a coherent presentation.
Can express him/herself spontaneously, very fluently and precisely,
differentiating finer shades of meaning even in more complex situations.

C1

Can understand a wide range of demanding, longer texts, and recognise
implicit meaning. Can express him/herself fluently and spontaneously
without much obvious searching for expressions. Can use language
flexibly and effectively for social, academic and professional purposes. Can
produce clear, well-structured, detailed text on complex subjects, showing
controlled use of organisational patterns, connectors and cohesive devices.

B2

Can understand the main ideas of complex text on both concrete and
abstract topics, including technical discussions in his/her field of
specialisation. Can interact with a degree of fluency and spontaneity that
makes regular interaction with native speakers quite possible without
strain for either party. Can produce clear, detailed text on a wide range of
subjects and explain a viewpoint on a topical issue giving the advantages
and disadvantages of various options.

B1

Can understand the main points of clear standard input on familiar matters
regularly encountered in work, school, leisure, etc. Can deal with most
situations likely to arise whilst travelling in an area where the language is
spoken. Can produce simple connected text on topics which are familiar or
of personal interest. Can describe experiences and events, dreams, hopes
and ambitions and briefly give reasons and explanations for opinions and
plans.

A2

Can understand sentences and frequently used expressions related to
areas of most immediate relevance (e.g. very basic personal and family
information, shopping, local geography, employment). Can communicate
in simple and routine tasks requiring a simple and direct exchange of
information on familiar and routine matters. Can describe in simple terms
aspects of his/her background, immediate environment and matters in
areas of immediate need.

A1

Can understand and use familiar everyday expressions and very basic
phrases aimed at the satisfaction of needs of a concrete type. Can
introduce him/herself and others and can ask and answer questions about
personal details such as where he/she lives, people he/she knows and
things he/she has. Can interact in a simple way provided the other person
talks slowly and clearly and is prepared to help.
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Appendix II Composition of questionnaire groups (Chapter 4)

Test group Study programme

Female
Male
Nr of (%) within (%) within
Gender
students
group
group (%) unknown

Group 1

B.Ed. Mathematics

171

7.6

86.5

5.8

Group 2

B.Ed. Science

101

17.8

72.2

10.1

Group 3

B.Ed. Social Sciences

175

30.3

64.6

5.1

Group 4

B.Ed. Arts

4

50.0

50.0

0.0

B.Ed. Early Childhood Education

2

0.0

100.0

0.0

B.Ed. Home economics

1

100.0

0.0

0.0

B.Ed. Management

6

33.3

66.7

0.0

B.Ed. Mathematics

4

0.0

75.0

25.0

B.Ed. Physical Education

2

0.0

100.0

0.0

BSc. Biochemistry

1

100.0

0.0

0.0

BSc. Biological Science

8

37.5

50.0

12.5

BSc. Computer Science

2

50.0

50.0

0.0

BSc. Industrial Chemistry

2

0.0

100.0

0.0

BSc. Mathematics

1

0.0

100.0

0.0

BSc. Medical Laboratory Technology

3

33.3

66.7

0.0

10

20.0

80.0

0.0

BSc. Psychology

1

0.0

100.0

0.0

B.Ed. Science

2

50.0

50.0

0.0

Group 4 total

49

-

-

-

496

19.8

74.0

6.3

BSc. Physical science

Total
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Homework The expert, who has a lot of teaching
linked to
experience in Sub Sahara Africa (SSA), said
assessment that the pedagogical climate in Ghana
and SSA in general is rather top down.
He argued that the top-down approach is
problematic for the assessment culture.
Therefore, he was more in favour of
framing homework as preparation for
lectures and other contact sessions than
including more formal assessment.

Suitable
for large
classes

2

3

The expert agreed that including a design
principle that takes into account large
classes is a good idea.

The expert stated that if the literature
suggests this, it should certainly be a
part of the intervention. He added that
textbooks are usually a much richer source
of information than lecture notes, and that
they are therefore important to include.
He concluded by stating that it is good to
provide strategies to deal with long blocks
of text.

Teaching
of text
structures

1

Comments expert reviewer 1 (expert
in curriculum development and design
research in African context)

Design
Principle

#

Comments expert reviewers 3 (experts in
teaching academic English in Ghana)

The expert proposed using groups to solve part of the
problem of large classes. E.g. ask students to work on group
assignments (making content specific word lists) or to use
peer feedback. The advantage of peer feedback is that
there is no need to check it all the time.

The experts stated that this is important,
but that it would need small groups in order
to be effective. Although ‘small’ is a relative
concept: how many people are allowed
in a group when you have large student
numbers?

The expert stated that students work harder when
The experts confirmed that large classes are
homework is linked to assessment, and that this is universal indeed a problem in Ghana
and also the case in the Netherlands, even more so in the
US.

The expert indicated that this is also a problem in Dutch
Experts stated that this is important.
Higher Education where students have little knowledge
about text structures and discourse organisation. She
continued to say that it is important to treat academic
texts as a genre in itself, but to realise at the same time
that there are content specific text structures within the
sciences. An academic article or report in the Sciences will
have different structures than for example one in Literature.
Conventions are different and students need to realise that.
As a possible exercise she proposed to have students in
groups discuss these differences (a biology group to discuss
with Social Sciences group).

Comments expert reviewer 2 (expert in second language
acquisition)

Appendix III First expert appraisal of the design principles (Chapter 6)
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Measures
to prevent
cheating

Students
to monitor
own
reading
progress

Select
reading
material
themselves

4

5

270

6

The expert agreed with this DP, especially if
it is supported by findings from the reading
research literature.

The expert stated that this is an excellent
idea. He continued to say that students
don’t really have a frame of reference for
judging their own reading skills. Results
from PIRLS and PISA, in general, and
the results of their own reading tests in
particular would be good to provide to
students, but also to their lecturers, to
hand them such a frame of reference.
The expert remarked that this idea is in
line with the Joyce and Showers model of
implementation of educational reforms,
which indicates that for a curriculum
innovation to be successful, there needs to
be an understanding of the theoretical basis
for it, or in this case, there needs to be a
reason for it.

The expert agreed with this DP, and
proposed that such activities should focus
on collaborative learning, and doing things
in groups. In this way, the cheating part
becomes irrelevant.

The expert pointed to the fact that students should be
asked to select reading material from their own subject
area (Biology, History, etc.)

The expert provided the following ideas to put this into
practice: Students should keep a diary on what they have
read, for example in a portfolio. This does not necessarily
need to be checked by the teachers but is mainly to register
their own accomplishments. The software programme
‘Knowble’ also gives opportunities for students to monitor
how much they have read. Finally, the use of cards (writing
words on one side and the meaning on the other side)
could be used for self-tests. And of course word games with
their peers can be organised as part of the intervention.

The expert stated that this is a difficult one to prevent.
During the discussion with the reviewer it was noted that
there is a difference between cheating on exams and
copying work from others (assignments). Group work might
prevent this type of cheating. The idea to monitor personal
student progress during the course might motivate them to
work for their own achievement.

According to the experts, this idea is
already implemented in UEW in the course
‘Extensive reading’; it seems to work well.

The experts stated that a reading lab should
be available to support this design principle.
At UCC they are building a language lab, that
should cater for specific language training,
French, English, Chinese, etc.

The experts agreed with this DP.

Appendices

Include
online
reading
activities

Provide a
sufficient
number of
texts

7

8

The expert was enthusiastic about this idea.
He noticed that, in general, there should
always be a choice/selection of materials
aimed at the different levels of reading.

The expert agreed with this DP.

The expert proposed to ask students to bring in texts from
their own subject and develop content specific vocabulary
lists.

The expert explained that there is a difference between
online reading and reading of electronic texts. Many texts
that are presented in the software programme ‘Knowble’
are news texts that have been produced for hard-copy
newspapers. She stated that it is OK to include online
reading, but that the distinction should be clear.

The experts agreed that the nature of the
text should be considered. However, they
also noticed that assessment is a problem if
you diversify to the different backgrounds of
the students.

The experts were of the opinion that the
lack of knowledge and skills of students
and lecturers prevents them from using
the web and that the problem with online
reading is lack of expertise. The UEW team
indicated that the use of ICT as part of
the intervention would be problematic.
There are not sufficient computers at the
institution and access to the internet is
unreliable. They felt it is inappropriate to ask
students to do their work in internet cafés,
because it will cost money. They thought it
would cost about 1 cedi per hour and that
is too much to ask on a weekly basis. Paying
for the students is not an option, because
that is not sustainable (who will pay next
year?).
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Vocabulary
training

Promote
extensive
reading of
academic
texts.

9

10

272

The expert stated this topic was out of the
scope of his expertise.

The expert stated this topic was out of the
scope of his expertise.

The expert highlighted that extensive reading supports
learning of vocabulary and text structures/ discourse
organisation. These three components strengthen each
other and are a very useful combination / basis for the
intervention.

In the discussion with the expert, a lot was said about
training vocabulary. She advised that this should be a
very important part of the intervention. First of all, the
intervention should aim at training receptive vocabulary
skills rather than productive skills. Students need to
recognise words to improve reading skills, but not
necessarily actively use them (which is more useful for
writing or so). Therefore, exercises like gap filling (open
space in texts) are not useful for this intervention and
cause too much energy. She proposed as a useful exercise
categorising words (which words in the list have to do
with summing up, or which words are used to describe an
opinion). She advised that before designing exercises for
the students, it is important to decide which words you
want them to learn, like words from the academic word
list, typical words from a specific subject area and high
frequency words (British National Corpus). Furthermore,
she proposed two strategies for vocabulary training: 1)
strategies to deduct meaning of words. This helps students
to build their vocabulary word list rapidly. 2) extensive
reading or seeing words in their context. Finally, the expert
agreed that training vocabulary indeed improves reading
fluency and rate.
The experts were in favour of this DP and
argued that every good academic institution
should implement this. Nevertheless, they
questioned whether the institutions are
ready. Currently, the institutions do not like
it and think it is a waste of time. The experts
noted that a lot of lecturers are needed who
like reading themselves and spend a lot of
time on reading. They also argued that it is
important to use role models who can share
their love for reading with the students.

The experts agreed with this DP.
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Promote
extensive
reading for
enjoyment.

Students
participate
in entry
level test

Improving
skills that
are needed
to reflect
on the
form and
content of
a text.

11

12

13

The expert agreed that this is an important point, but
warned that this DP might be a bridge too far. She advised
the team to realise what you can and cannot achieve with
reading for enjoyment activities. Reading for enjoyment
involves a different vocabulary. It might be useful as
motivator for students, but it will not teach them new
academic words.

The reviewer stated that he was happy with
this design principle, because it has a direct
link to achievement in subject areas. He
argued that improved reading skills result
in improved learning. He considered the
intervention as a means to improve learning
in the subject areas, chemistry, history, etc.

The reviewer noted that reflecting on form and content
of a text are strongly related. Both are supported by
training students on recognising text structures/ discourse
organisation and vocabulary training.

The expert thought this sounds reasonable, The expert agrees that make the students aware of their
but again cautioned for work overload,
proficiency is good, but also a lot of extra work.
since there is only so much one can do in an
intervention as planned.

The expert cautioned that this DP might
be somewhat out of the scope of the
intervention. He agreed that it is an
important point, but stated that one must
realise that there is only so much the
intervention can do. For solving the bigger
problem that children don’t read enough,
there should also be general programmess
such as reading clubs, reading festivals
and other activities level that encourage
reading, at a national level.

The experts stated that this is a logical DP,
because it enhances the essence of the
intervention.

The experts explained that UEW uses
diagnostic tests in the communication skills
course to expose the weaknesses of the
students. The experts from UCC stated that it
is used to scare the students. Most students
don’t take communication skills seriously
and that using a test to put them on track is
useful. Without communication skills they
can’t graduate.

The experts agreed that reading for
enjoyment has to become a habit, and that
good reading habits will have an impact on
sound academic work.
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Appendix IV Course description of ENG101 week 1 (Chapter 6)
ENG 101 – The Use of English Lecture (2 hours), Tutorials (1 hour)
Date: 22 August 2012
Topic: Brief History of English in Second Language Situations
Summary: This lecture introduces students to the history of the English language. It begins with an introduction
to the spread of English around the world, drawing their attention particularly to the three distinct groups of
users of English, namely, English as a Native Language (ENL), English as a Second Language (ESL), and English as
a Foreign Language (EFL).
Learning Objectives (knowledge, skills and attitudes): By the end of the course week, students should be able
to:
1. trace the history of English up the 21st century (knowledge)
2. identify the three distinct groups of users of English (knowledge)
3. identify the basic characterisation of each of the three groups (knowledge)
4. list countries that belong to each group (knowledge)
5. identify at least two models of classification of the groups (knowledge)
6. define key terminologies in a reading text on the spread of English (knowledge)
Homework Experimental Group
Read Crystal, David (1999). The future of English and perform the followings 5 tasks:
1. The text by Crystal is composed out of 8 sections (An anecdotal introduction, An interpretation,
Emerging World Standard Spoken English, etc.). For each section write down the main ideas in
maximum five sentences.
2. In your opinion, do the sub-headings cover the meaning of the sections? If yes, why? If no, can you
think of alternative sub-headings?
3. Generally, a text is composed of introduction, main part and conclusion. Which sections are
introduction, which ones are main text and which ones are conclusion?
4. What is the meaning of the following underlined words:
• Analysis of the population growth of the countries involved, indicates that (on average)
countries where English is used as a second language are growing at approximately three times
the rate of those countries where it is a mother-tongue (p.11).
• For example, even though only 3% or 4% of the people of India are fluent in English, with a
population fast approaching a billion and a growth rate of approximately 1.9% per annum, there
will soon be more people speaking English in India than there are in England (p.11).
• However, positive approaches are often not easy to implement: they are bedevilled by
complications arising out of individual national histories, whereby the political aspirations of
minority groups come into conflict with national government policies (p.13).
• Today, we live in the proverbial global village, where we have immediate access to other
languages, and to varieties in English, in ways that have come to be available but recently; and
this is having a radical effect.
Use the context to decide on their meaning.
5. Write down 5 words from the text that you don’t know and try to guess their meaning by using the
context in which they occur.
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Homework Control Group
Read Crystal, David (1999). The future of English and answer the following five questions:
1.
2.
3.

4.
5.

The author states that in spelling and punctuation there are noticeable national differences
reflecting British and American points of departure (p.8). Can you think of 5 examples to illustrate
these differences? E.g. colour versus color, organization versus organisation, etc.
What are the spelling rules in your own institution?
Languages spread because of the power of the people who use them. The author states that
military power, technological power, economic power and cultural power all have had their
influence on the spread of English (p.10). Which one out of these four do you think has had the
biggest influence on the spread of English? Please explain.
The author explains that the ‘new Englishes’ which are used in countries such as India, Singapore
and Ghana are used to preserve national identity (p.12). He claims that after independence Ghana
found it had no alternative but to continue using English. Do you agree with his point of view?
The author states that ‘new English’ as used in Ghana is a variety that is shaped to meet the local
needs (p.12). This is done, for example, by adding local vocabulary, focussing on local cultural
variations, developing fresh standards of pronunciation, and the accumulation of several thousand
local lexical items. Do you believe it is an advantage or a disadvantage to use ‘new English’ in
Ghana? Does it affect your communication at an international level? If yes, how?
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Appendix V Expert appraisal checklist (Chapter 6)
Name expert:

Course description evaluated:
Question

1. Is the information in the course description presented in a
clear manner?
2. Are the homework and tutorial activities for the experimental
group in line with the rationale of the intervention: to engage
first-year students more actively in academic reading in English?
3. Are the homework and tutorial activities for the experimental
group on vocabulary learning relevant for the development of
students’ English academic reading skills in an L2 context?
4. Are the homework and tutorial activities for the experimental
group on vocabulary learning in line with current international
scientific views from your field of expertise?
5. Do you expect the homework and tutorial activities for the
experimental group on vocabulary learning to be doable for the
students in practice?
6. Are the homework and tutorial activities for the experimental
group on text structures/ discourse organisation relevant for
the development of students’ English academic reading skills
in an L2 context?
7. Are the homework and tutorial activities for the experimental
group on text structures/ discourse organisation in line
with current international scientific views from your field of
expertise?
8. Do you expect the homework and tutorial activities for the
experimental group on text structures/ discourse organisation
to be doable for the students in practice?
9. Are the homework and tutorial activities for the experimental
group sufficiently motivating students to become more engaged
in academic reading in English?
10. Is there sufficient coherence between the homework and
tutorial activities for the students in the experimental group?
11. Is there sufficient distinction in the design between active
learning activities for the experimental group and passive
learning activities for the control group?
12. Is the time that students spent on homework tasks for the
experimental and control group more or less equal?
13. Additional remarks:
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Appendix VI Course description and teacher guide LIT111D week 1 new
format (Chapter 6)
Course title: LIT111D – Introduction to Literature
Course lecturer: deleted for privacy reasons
Lecture (2 hours)
Date: week of 27 August 2012
Target Group: Experimental Group and Control Group
Topic of the Lecture: The literary phenomenon
•
Definition of Literature
•
The Scope of Literature: two broad divisions (Fiction and Non-fiction) and three perspectives (oral,
written and artwork)
•
Broad Categories of Literature: (Drama, Prose and Poetry)
•
Why it is necessary to study Literature
•
How to study Literature Effectively
•
The Object (target) and the Objective (aim) of Literature
Summary of the Lecture:
Literature is the systematic and the critical study of any work of art such as drama, prose and poetry as well as
artwork. Literature is broad in scope as it covers two broad divisions; fiction and non-fiction. Fiction basically
deals with imaginary works of art geared towards the critical study of novels. An example is Robinson Crusoe.
Non-fiction deals with works of art that are real and true accounts of people in society. Black Boy is a typical
example of non-fiction. Literature can be oral or written in nature. Though folklore is generally oral in nature,
much of it is also written down through research. For example, many researchers have gathered a lot of folktales,
proverbs riddles among others and published them for academic purposes and the literate societies in general.
Literature is also divided into three broad categories: Drama, Prose and Poetry. Drama is the presentation of
a story in a form of a play on stage before an organized audience. Prose is the critical study of any work of art
particularly novels and autobiographies with the main aim of exposing plot, theme, character and techniques
created and adopted by the novelist or author. Poetry is the study of literary works of art written in verse form.
We study Literature for various reasons. They include the following: to be able to speak and write good English,
to develop scientific ways of reasoning, to ridicule and bring about change in society and to initiate new ways of
advancing traditional and cultural values in our societies among other things. Most literary works have specific
targets to enable the dramatists, novelists or poets speak effectively to the youth or the politicians or religious
heads in our societies. Literature has both didactic and entertainment purposes. The various ways by which we
can study literature properly are through research works, performance and examination of works of art written
by people as well as critiquing them.
Learning Objectives (knowledge, skills and attitudes): By the end of the lecture, students should be able to:
1. Explain the term ‘Literature’ (knowledge)
2. Point out the broad divisions of literature (knowledge)
3. Give the perspectives from which literature can be viewed (knowledge)
4. Differentiate the broad categories of literature and explain them (knowledge)
5. State at least five reasons why it is necessary to study Literature (knowledge and attitude)
6. Point out various ways by which literature can be studied effectively (knowledge)
Homework: See pages 4-6 of this document. Pages to be printed and distributed to the two groups separately.
Tutorial (1 hour) for Experimental Group (Group A)

Tutorial (1 hour) for Control Group
(Group B)

Date: week of 27 August 2012

Date: week of 27 August 2012

Topic: the literary phenomenon

Topic: the literary phenomenon
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Summary of the tutorial:
This tutorial session is a follow-up to a two-hour
lecture on the literary phenomenon and is meant to
further enlighten students on issues of the literary
phenomenon. The purpose of the tutorial is to let
students discuss their homework tasks, present their
findings and to give them the opportunity to ask
questions for clarification on the content of the text.

Summary of the tutorial:
This tutorial session is a follow-up to a two-hour
lecture on the literary phenomenon is meant to
further enlighten students on issues of the literary
phenomenon. The purpose of the tutorial is to let
students discuss their homework tasks, present their
findings and to give them the opportunity to ask
questions for clarification on the content of the text.

At least 40 minutes of the tutorial will be spent to
engaging students in academic reading, in particular
the following activities:
Text structure (topic sentence and
summarising)
Vocabulary (guessing meaning of new
words)

The discussion will be based on the homework they
prepared on the text by Agyekum, and the lecture on
the topic.

For details see Teacher Guide on page 7-8 of this
document.
Learning Objectives (knowledge, skills and attitudes).
By the end of the tutorial, students:
1. Have read the text by Agyekum and
are able to define and explain key
terminologies on literary phenomena
(knowledge)
2. Can give their opinion about the content
of the text and support their view with
arguments from inside and/or outside the
text (knowledge and skills)
3. Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
4.
5.
6.
7.

Have practiced in identifying the most
important sentence of a paragraph (skills)
Have practiced writing summaries of short
pieces of text (skills)
Have discussed strategies to determine
the meaning of new words by using the
context in which the words occur (skills)
Have a positive attitude towards reading
academic English and can state at least
2 reasons why it is important to become
fluent in academic reading (attitude)

Students will get further insight into such literary
phenomena as they study the basics of literature by
learning technical literary terms and how the subject
is supposed to be studied.

Learning Objectives: (knowledge, skills and attitudes).
By the end of the tutorial, students:
1. Have read the text by Agyekum and
are able to define and explain key
terminologies on literary phenomena
(knowledge)
2. Can give their opinion about the content
of the text and support their view with
arguments from inside and/or outside
the text (knowledge and skills)
3. Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
4.
5.
6.
7.

Can explain the term literature
(knowledge)
Can discuss in what way Literature is an
‘art’ or ‘artistic creation’ (knowledge and
skills).
Can argue why it is necessary to study
literature (knowledge and skills)
Have exchanged ideas on how literature
plays a role in daily life (skills)

Homework for Tutorial Group A
Assignment 1 (Text comprehension)
a.

Read Agyekum, K. (2007). Introduction to Literature. Accra: Media Design: Chapter 1:
pp1-12.
Before you read through this chapter in detail, look at the title of the chapter and subsections.
What do they tell you about the focus of the article?
b. For sub section 1.0 (Introduction: Definition of Literature), and 1.2 (Ways of defining
Literature) write down the sentence which best describes the message of the first
paragraph. Then, summarize the sections in your own words. Use max 180 words per
section.
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Assignment 2 (Vocabulary)
The phrases below come from Chapter 1 of the textbook by Agyekum. Write down the
meaning of the words in bold in a vocabulary notebook. Use this vocabulary notebook
during the semester to write down any word that you don’t know or that you find interesting
to learn, also in other lectures. The content of your notebook will be checked during the
tutorial on a regular basis. Try to use the context to decide on the meaning of the words, if
necessary use a dictionary.
a) Literature is writing that is regarded as having an intrinsic worth beyond its immediate
appeal (p.1)
b) Certain types of poetry will use paradox, ambiguity, the contextual change of meaning,
irrational association of grammatical categories, etc. (p.2)
c) One way to emulate the general scientific ideals of objectivity, impersonality, and
certainty, and this supports the collection of neutral facts about people’s life. (p.2)
d) The word literature tends to be used as words having artistic merit whose evaluation,
analysis and interpretation may depend on social and linguistic as well as aesthetic factors.
(p.4)
e) Authors stamp their authority and dogmatism on their work, knowing that people would
believe what they write (p.9).
f) A critical observation of literary works brings into light what is going on in the society and
therefore, literature acts as a satellite on the society and gives us an untainted picture and
truth image of human behaviour and incidents in the society. (p.9)
Finally, write down the meaning of sentences a, b and c in your own words.

Homework for Tutorial Group B
Read Agyekum, K. (2007). Introduction to Literature. Accra: MediaDesign: Chapter 1: pp1-12
and answer the following questions:
1.
2.
3.
4.
5.

On page 1 and 2, Kennedy (1987) and Chapman (1992) consider Literature to be ‘art’ or
‘artistic creations’. Do you agree with their views? Please explain.
The author states that It has been argued for instance that one cannot understand
literature unless one writes it (p.2) Do you agree with this statement?
Why it is important to study literature?
How does literature influence your life?
Write down three reasons why it is important to study Literature.
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Sample answers Group A
Answer model for assignment 1
Section 1.0 Introduction: Definition of Literature
Topic sentence: Scholars of literature have given various definitions to literature and most
of these are western oriented looking at literature as something that must have a literary
background.
Summary: The author is summing up different definitions to literature. He doesn’t give
his opinion or view on the definitions. There are three basic approaches that readers may
adopt: text oriented, artist-oriented and reader-oriented approaches. He concludes the
section by stating that literature falls into four large classes or genres: essays, fiction, poetry
and dramas.
Section 1.2 Ways of defining Literature
Topic sentence: Among the various ways of defining literature and looking at its nature are
(1) to see it as an initiation of life, (2) to see its effect on the reader/audience, (3) analyse its
form and (4) identify its literary text.
Summary: There are four ways to look at the nature of literature. First, you can look at
it as an initiation of life. Through literature man can understand the world and literature
very well. Secondly, by looking at the effect it has on the reader or audience. Literature can
develop one’s understanding and feeling and transform the mood of a person positively or
negatively. Thirdly, you can analyse the form of literature. The form is of equal importance
as the context. Finally, you can distinguish a literary text from an ordinary daily language by
looking out for creative aspects and deviations from normal language.
Answer model for assignment 2
Source: Oxford Dictionary of English (examples in italic)
Literature: [noun] written works, especially those considered of superior or lasting artistic
merit: a great work of literature
Intrinsic: [adjective] (often intrinsic to ) belonging naturally; essential: access to the arts is
intrinsic to a high quality of life.
Appeal: [verb] make a serious, urgent, or heartfelt request: police are appealing for
information about the incident | she appealed to Ghana for political asylum . (appeal to) try
to persuade someone to do something by calling on (a particular principle or ...
Poetry: [noun] literary work in which the expression of feelings and ideas is given intensity
by the use of distinctive style and rhythm; poems collectively or as a genre of literature.
Paradox: [noun] a seemingly absurd or contradictory statement or proposition which when
investigated may prove to be well founded or true. Everything I say is a lie
Ambiguity: [noun] the quality of being open to more than one interpretation; inexactness:
we can detect no ambiguity in this section of the Act | [count noun] ambiguities in such
questions are potentially very dangerous .
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Contextual: [noun] the circumstances that form the setting for an event, statement, or idea,
and in terms of which it can be fully understood: the proposals need to be considered in the
context of new African Union directives.
Category: [noun] a class or division of people or things regarded as having particular shared
characteristics: the various categories of research.
Objectivity: [noun] the quality of being objective: the piece lacked any objectivity.
Evaluation: [noun] the making of a judgement about the amount, number, or value
of something; assessment: the evaluation of each method. An initial evaluation of the
programme.
Analysis: [noun] detailed examination of the elements or structure of something: statistical
analysis | an analysis of popular culture. The process of separating something into its
constituent elements. Often contrasted with synthesis.
Interpretation: [noun] the action of explaining the meaning of something: the interpretation
of data.
An explanation or way of explaining: this action is open to a number of interpretations. A
stylistic representation of a creative work or dramatic role: his unique interpretation of the
Liszt études.
Factor: [noun] a circumstance, fact, or influence that contributes to a result: his skill was a
factor in ensuring that so much was achieved | she worked fast, conscious of the time factor.
Authority: [noun] the power or right to give orders, make decisions, and enforce obedience:
he had absolute authority over his subordinates | a rebellion against those in authority.
[often with infinitive] the right to act in a specified way, delegated ...
Literary: [adjective] attrib.] concerning the writing, study, or content of literature, especially
of the kind valued for quality of form: the great literary works of the nineteenth century.
concerned with literature as a profession: the newspaper’s literary editor.
Image: [noun] a representation of the external form of a person or thing in art. A visible
impression obtained by a camera, telescope, microscope, or other device, or displayed on a
computer or video screen. An optical appearance or counterpart produced by ...
Answer model for assignment 3
a) Literature is writing that is regarded as having an intrinsic worth beyond its immediate
appeal (p.1)
Meaning: Literature has a deeper level than the surface meaning projected at first reading.
b) Certain types of poetry will use paradox, ambiguity, the contextual change of meaning,
irrational association of grammatical categories, etc. (p.2)
Meaning: Sometimes the figurative language of poetry departs radically from the normal
grammatical expressions that we are familiar with. Sometimes the language is weird and a
bit tortious. Poets can use techniques to strengthen their message, such as using seemingly
contradictory statements (paradox), and statements that are open to several interpretations
(ambiguity) and contextual change setting of an event.
c) One way is to emulate the general scientific ideals of objectivity, impersonality, and
certainty, and this supports the collection of neutral facts about people’s life. (p.2)
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Meaning: The author states that one can study literature by using methods from the natural
sciences. This can be done by the imitation of certain scientific ideas which are objective and
impersonal in nature and which can be trusted.

Teacher Guide - Tutorial Group A week 1
1. What does this tutorial look like?
In this tutorial students will learn about key terminologies on literature. Additionally, they
will learn about the function of text structures and discuss some basic strategies for guessing
the meaning of words from the context. They present their homework assignments on the
text by Agyekum (2007).
2. Relevant reading material
Agyekum, K. (2007). Introduction to Literature. Accra: MediaDesign: Chapter 1: pp1-12
3. Lesson plan and timing
Activity

Approximate time

Start of lesson: introduction of today’s learning objectives and text
Activity 1: Discussion on content of Agyekum’s text (similar to control
group): main topics and ideas
Activity 2: Text structure: titles, topic sentence and making summaries
Activity 3: Vocabulary: guessing meaning from context
Conclusion
Total

5 minutes
15 minutes
20 minutes
15 minutes
5 minutes
60 minutes

4. Preparation before the tutorial starts
To be decided by the lecturer.
5. Execution of the tutorial: start
The lecturer begins by explaining the learning objectives of the tutorial. Secondly, he asks if
there are any questions related to the homework. The lecturer starts with activity 1.
Activity 1 – Content
To be decided upon by the lecturer.
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Activity 2 – Text structure (DP1, DP3)
a)

b)

a)

c)

Feedback on homework. The sub-headings of the Agyekum text can be used to
recognise the organisational patterns, or structures of the text. The lecturer asks
students what the headings tell about the text. The better a reader understands text
structures, the higher the comprehension. Therefore it is important that students are
aware of text structures.
For section 1.0 (Introduction: Definition of Literature), a few students are asked to
come forward and read their answer to the group (most important sentence and brief
summary). The rest of the group is asked to discuss which answer is the most suitable.
Key question: what are characteristics of a good summary? For section 1.2 (Ways of
defining Literature) the exercise is repeated. The answer model is explained to the class.
The concept of topic sentence is explained, the lecturer refers to the general hand-out.
A paragraph mostly begins with a topic sentence which announces what that paragraph
is about. A topic sentence will therefore give the reader a pretty good idea of the
subjects that are dealt with in a text. Sometimes, the topic sentence may be placed
in the middle or towards the end of a paragraph. What is important is that a topic
sentence contains the main or controlling idea of the paragraph. Topic sentences show
you how you are progressing through the argument of a text.
The general hand-out is distributed and its purpose is explained.

Activity 3 – Vocabulary (DP3)

a) The lecturer makes an inventory of the strategies that students used to decide on the
meaning of the underlined words and write them on the blackboard. Was it possible
to use the context in which the words occurred? Did they already know the meaning of
the words? Did they use a dictionary? The lecturer explains how to guess meaning from
context, as described in the general hand-out.

b) The lecturer asks if there were any words that the students did not understand, and

which words in the exercise were the most important. The lecturer explains to the
students that the meaning of the words are described in the hand-out (based on the
Oxford Dictionary).

c) The lecturer asks a few students to give the meaning of sentences a, b and c in their own
words.

d) The lecturer collects five vocabulary notebooks and explains that he will check the
notebooks randomly on a weekly basis.

6. Execution of the tutorial: conclusion and closing
The lecturer summarises what has been done in the tutorial and how this is in line with what
the purpose of this tutorial was.
Are there students who still have questions?
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Appendix VII Course description and teacher guide CHE101 week 2 new
format (Chapter 6)
Course title: CHE 101 – Basic General Chemistry
Course lecturer: deleted for privacy reasons
Lecture (2 hours)
Date: 9 September 2012
Target Group: Experimental Group and Control Group
Topic of the Lecture: Deduction of the modern nuclear atomic structure
Summary of the Lecture: This lecture explores with students the structure of the modern nuclear
atom. The contributions of key scientists, namely J. J. Thomson, E. Rutherford, Nils Bohr, to the
development and practical applications of the nuclear atomic theory will be emphasized. The
lecturer will explain to students the concept underlying the cathode ray tube and alpha-particle
scattering experiment. Students draw the various models of the atom. Students will also explain
how TV sets work, based on their knowledge of the cathode ray tube.
Learning Objectives (knowledge, skills and attitudes): By the end of the lecture, students should
be able to:
1. Describe the interaction between charged (+/-, -/- and +/+) particles (understanding).
2. Describe the modern nuclear atomic structure (knowledge)
3. Draw various models of the atom (skill)
Homework: See pages 3-4 of this document. Pages to be printed and distributed to the two groups
separately.
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Tutorial (1 hour) for Experimental Group (A)

Tutorial (1 hour) for Control Group (B)

Date: 10 September 2012

Date: 10 September 2012

Topic: Deduction of the Modern Nuclear Atomic
Structure

Topic: Deduction of the Modern Nuclear Atomic
Structure

Summary of the tutorial:
This tutorial session is a follow-up to a twohour lecture Deduction of the Modern Nuclear
Atomic Structure. The purpose of the tutorial is
to let students discuss their homework tasks,
present their findings and to give them the
opportunity to ask questions for clarification on
the content of the text.

Summary of the tutorial:
This tutorial session is a follow-up to a twohour Deduction of the Modern Nuclear Atomic
Structure. The purpose of the tutorial is to let
students discuss their homework tasks, present
their findings and to give them the opportunity
to ask questions for clarification on the content
of the text.

At least 40 minutes of the tutorial will be spent
to engaging students in academic reading, in
particular the following activities:
Text structure (topic sentence and
summarising)
Vocabulary (guessing meaning of
new words)

The discussion will be based on the lecture and
the homework they prepared on Petrucci’s text
(p.38 and 42-44),

For details see Teacher Guide on page 7-8 of this
document.

Learning Objectives (knowledge, skills and
attitudes): By the end of the tutorial, students:
1.

2.

3.
4.
5.

6.

Have read the text by Petrucci and
are able to define and explain key
terminologies on the concepts of
the nuclear atomic structure, and
alpha-particle scattering experiment
(knowledge)
Can explain the content of the text in
their own words as much as possible
and give illustrations from outside
the text (knowledge)
Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
Can summarize the main concepts
introduced in a text (skills)
Have learned how to pay attention
to text structure, and specific text
features that emphasize important
concepts (skills)
Can decide on the meaning of new
words by using the context in which
the words occur (skills)

Students will discuss with each other question
25 on page 61.
1. Explain what Rutherford’s scatter
experiment (p. 42-43) means for
the understanding of the atomic
structure
2. Explain how a chemical can be
identified (i.e. in terms of protons
and neutrons)
Learning Objectives: (knowledge, skills and
attitudes): By the end of the tutorial, students:
1.

2.

3.
4.

Have read the text by Petrucci and
are able to define and explain key
terminologies on the concepts of the
nuclear atomic structure, and alphaparticle scattering experiment
Can explain the content of the text in
their own words as much as possible
and give illustrations from outside
the text (knowledge)
Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
Can give example of the application
of the theoretical underpinnings of
the nuclear atomic structure.
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Homework for Tutorial Group A
Read Petrucci pp. 38-44 with the exception of the text on the cathode ray tube and do the
following tasks.
Assignment 1 (Text comprehension)
a.

b.

Before you read the text in detail, look at the text structure and sub-headings of the
text. What are the main concepts (ideas) introduced in the text? Explain what features
of the text indicate that these concepts are important.
Explain how the results Rutherford’s scatter experiment (p. 42-43) has contributed to
the understanding of the atomic structure.

Assignment 2 (Vocabulary)
Write down the meaning of the words in bold in your vocabulary notebook. Use the context
in which the following words occur in the text to determine their meaning:
• Some would be slightly deflected by passing near electrons (present to neutralize the
positive charge of the cloud) (p. 43)
• Fortunately, we can acquire a qualitative understanding of atomic structure without
having to retrace all the discoveries that preceded atomic physics (p. 38)
• Positive and negative charges attract each other, while two positive or two negative
charges repel each other (p. 38)
• Objects with like-charge repel each other (p.38)
• The protons were freed as a result of collisions between α particles and the nuclei of
nitrogen atoms (p. 43)
• In 1932, James Chadwick showed that a newly discovered penetrating radiation
consisted of beams of neutral particles (p. 43)
For the following words find another word which means nearly the same and replace it in the
passage: Qualitative, Repel, Like-charges, Collisions, Deflection, and Penetrating radiation.
Assignment 3
Answer question 25 on page 61.
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Homework for Tutorial Group B
1.
2.
3.

4.

Read from Petrucci 38 - 44 and answer question 25 on page 61.
Explain what Rutherford’s scatter experiment (p. 42-43) means for the understanding of
the atomic structure
If you and fellow students around you would represent the nucleus of an atom, find
out where the electrons of this atom would find themselves, more or less. Would the
electron also fit in the lecture hall?
Explain how a chemical element can be identified (i.e. in terms of protons and neutrons).

Answers week 2 – CHE101
Assignment 1 (Text comprehension)
a)

The main concepts introduced in the text are: Electrons and their discovery (p.38),
electrical charges (p.38) and how these behave in a magnetic field (p.39). Furthermore
the text contains information on a particles, nucleus (p.42), protons, neutrons (p.43),
atomic number, proton number z, mass number A, neutron number (p.43), and atomic
mass unit (p.44).
Important concepts are usually included in the sub-headings of a text. See for example
the heading of section 2-2: Electrons and other discoveries in atomic physics, the heading
of section 2-3: The nuclear atom and the sub-heading Discovery of Protons and Neutrons
(p.43). Another way for the author to stress the importance of certain concepts is to mark
them in the text. See for example page 43 where words such as protons, neutrons, and
atomic number are marked in bold.
b) The text is about Rutherford’s scattering experiment. Rutherford sent a beam of
cathode rays through metal foil, and through a ‘nebulous positively charged cloud of
the Thomson plum-pudding. and noticed that some of the rays were deflected whereas
others travelled straight through the foil, undeflected. Rutherford identified four
different paths the cathode rays travelled depending on how close they passed by a
charged particles, be it a negative or positive particle. Rutherford went on to suggest
the existence of protons. Later on, Chadwick named neutrons as the particles in the
nucleus of the atom.
Assignment 2 (Vocabulary)
Deflect: (verb) cause (something) to change direction; turn aside from a straight course:
the bullet was deflected harmlessly into the ceiling | figurative he attempted to deflect
attention away from his private life.
Electrons: (noun) a stable subatomic particle with a charge of negative electricity, found in
all atoms and acting as the primary carrier of electricity in solids.
Acquire: buy or obtain (an asset or object) for oneself: I managed to acquire all the books I
needed .
Qualitative: (adjective) relating to, measuring, or measured by the quality of something
rather than its quantity: a qualitative change in the undergraduate curriculum . Often
contrasted with quantitative .
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Qualitative analysis: (noun) identification of the constituents, e.g. elements or functional
groups, present in a substance.
Atom: the smallest particle of a chemical element that can exist. (usu. the atom) atomic
particles as a source of nuclear energy: the power of the atom . [usu. with negative] an
extremely small amount of something
Atomic: (adjective) relating to an atom or atoms.
Atomic theory: (noun) the theory that all matter is made up of tiny indivisible particles
(atoms). According to modern interpretations of the theory, the atoms of each element are
effectively identical, but differ from those of other elements, and unite to form compounds
...
Atomic mass: (noun) the mass of an atom of a chemical element expressed in atomic mass
units. It is approximately equivalent to the number of protons and neutrons in the atom (the
mass number) or to the average number allowing for the relative abundances of different ...
Structure: (noun) the arrangement of and relations between the parts or elements of
something complex: the two sentences have equivalent structures | the company’s weakness
is the inflexibility of its management structure. [mass noun] the quality of being organized:
we shall use three headings to give some structure to the discussion.
Electric charge: electric charge or quantity of electricity symbol: Q or q; the attribute of
certain elementary particles that is responsible for electric phenomena. Electric charge
may be of two kinds, positive or negative, which interact electromagnetically such that like
charges repel one another while unlike charges are attracted one to another. The SI derived
unit of electric charge is the coulomb.
Positive: (adjective) consisting in or characterised by the presence rather than the absence
of distinguishing features. Expressing or implying affirmation, agreement, or permission:
the company received a positive response from investors . (of the results of a test or
experiment) indicating that a certain substance or condition is present or exists: a player
had tested positive for drug use. [in combination] (of a person or their blood) having a
specified substance or condition: HIV-positive.
Negative: (adjective) consisting in or characterised by the absence rather than the presence
of distinguishing features. Expressing or implying denial, disagreement, or refusal: that, I
take it, was a negative answer. (of the results of a test or experiment) indicating that a
certain substance or condition is not present or does not exist.
Repel: (verb) drive or force (an attack or attacker) back or away: government units sought to
repel the rebels . (of a magnetic pole or electric field) force (something similarly magnetized
or charged) away from itself: electrically charged objects attract or ...
Like-charge: charges close to each other that are the same, e.g. two negative charges are
called like-charges.
Protons: (noun) a stable subatomic particle occurring in all atomic nuclei, with a positive
electric charge equal in magnitude to that of an electron.
Collisions: (noun) an instance of one moving object or person striking violently against
another: a mid-air collision between two aircraft | [mass noun] his car was in collision with
a lorry . A conflict between opposing ideas, interests, or factions: a collision of ...
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Particles: (noun) a minute portion of matter: tiny particles of dust . (also subatomic or
elementary particle ) Physics any of numerous subatomic constituents of the physical world
that interact with each other, including electrons, neutrinos, photons, and alpha ...
Nuclei: plural form of Nucleus.
Nucleus: (noun) the central and most important part of an object, movement, or group,
forming the basis for its activity and growth: the nucleus of a British film-producing industry
.
Nitrogen: (noun) the chemical element of atomic number 7, a colourless, odourless
unreactive gas that forms about 78 per cent of the earth’s atmosphere. Liquid nitrogen
(made by distilling liquid air) boils at 77.4 kelvins (-195.8°C) and is used as a coolant. (Symbol:
N)
Nitrogen atoms: atoms of the elements of Nitrogen (see above).
Radiation: (noun) Physics the emission of energy as electromagnetic waves or as moving
subatomic particles, especially high-energy particles which cause ionization. The energy
transmitted by radiation.
Penetrating: (adjective) able to make a way through or into something.
Consist (of): (verb) be composed or made up of: the crew consists of five men.
Beams: a collection of rays: ‘the beam of cathode rays is deflected as it travels from left to
right in the field of the electrically charged condensor plates. (see Figure 2.7 on page 40 of
Petrucci.
Assignment 3
Provided by the lecturer.

Teacher Guide – Tutorial Group A week 2
1. What does this tutorial look like?
This tutorial session is a follow-up to a two-hour lecture Atoms and Atomic Theory. The
purpose of the tutorial is to let students discuss their homework tasks, present their findings
and to give them the opportunity to ask questions for clarification on the content of the
text. Specifically, the tutorial will look at topic sentence and vocabulary. These will help the
students to understand the difficult Petrucci text a little better.
2. Relevant reading material
Petrucci pp. 38 and 42-44.
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3. Lesson plan and timing
Activity

Approximate time

Start of lesson: introduction of today’s learning objectives and text
Activity 1: Text structure: main concepts from the text
Activity 2: Vocabulary: guessing meaning from context
Activity 3: Discussion on content of Petrucci’s text (similar to control group):
homework assignment.

5 minutes
15 minutes

Conclusion
Total

20 minutes
15 minutes
5 minutes
60 minutes

4. Preparation before the tutorial starts
In preparing for the tutorial make sure that you for yourself have clarity on the answers to
the assignments you want your students to give.
5. Execution of the tutorial: start
Explain in your own words what the purpose of this tutorial is. Start with activity 1.
Activity 1 – Text structure (DP1, DP3)
Feedback on homework assignment 1.
1a) Start by looking at the sub-headings of the Petrucci’s text (assignment 1a). Explain to
students that sub-headings and titles can be used to recognise the organisational patterns,
or structures of the text. The better a reader understands text structures, the better their
reading comprehension.
Ask the students what the sub-headings tell about the focus of the text. Are there students
who can stand up and explain in a few lines what the text is about? Another way for the
author to stress the importance of certain concepts is to mark them in the text. Show them
page 43 where words such as protons, neutrons, and atomic number are marked in bold.
Ask the students what it means if an author marks words in bold.
Ask students to explain the main concepts of the text in their own words.
1b) Ask 2 students to come forward and read their answer to question 1b) to the group. Ask
the rest of the group to discuss which answer is the most suitable and why.
Activity 2 – Vocabulary (DP3, DP9)
a) Ask students to present their answer to assignment 2 (vocabulary) and ask how they
found the meaning of these words. If there is not enough time to discuss all vocabulary
then distribute the answer model in class so that students can check their answers.
b) Ask if there were any words that they did not understand. Ask them which words they
think in the exercise are the most important.
c) Collect five vocabulary notebooks and explain that you will check the notebooks on a
weekly basis randomly.
Activity 3 – Content
1.
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Discuss the answer to question 25 on page 61.
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6. Execution of the tutorial: conclusion and closing
The lecturer summarises what has been done in the tutorial and how this is in line with what
the purpose of this tutorial was.
Are there students who still have questions?
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Appendix VIII Course description and teacher guide ENG101 week 1 new
format (Chapter 6)
Course title: ENG 101 – The Use of English
Course lecturer: name deleted for privacy reasons
Lecture (2 + 1 hours)
Date: 22 August 2012
Target Group: Experimental Group and Control Group
Topic of the Lecture: Brief History of English in Second Language Situations
Summary of the Lecture: This lecture introduces students to the history of the English language.
It begins with an introduction to the spread of English around the world, drawing their attention
particularly to the three distinct groups of users of English, namely, English as a Native Language
(ENL), English as a Second Language (ESL), and English as a Foreign Language (EFL).
Learning Objectives (knowledge, skills and attitudes): By the end of the lecture, students should
be able to:
1. trace the history of English up the 21st century (knowledge)
2. identify the three distinct groups of users of English (knowledge)
3. identify the basic characterisation of each of the three groups (knowledge)
4. list countries that belong to each group (knowledge)
5. identify at least two models of classification of the groups (knowledge)
6. define key terminologies in a reading text on the spread of English (knowledge)
Homework: See pages 3-4 of this document. Pages to be printed and distributed to the two groups
separately.
Tutorial (1 hour) for Experimental Group
(Group A)

Tutorial (1 hour) for Control Group
(Group B)

Date: 24 august

Date: 24 august

Topic: Brief History of English in Second
Language Situations

Topic of the tutorial: Brief History of English in
Second Language Situations

Summary of the tutorial:
This tutorial session is a follow-up to a two-hour
lecture on a brief history of English in second
language situations. The purpose of the tutorial
is to let students discuss their homework tasks,
present their findings and to give them the
opportunity to ask questions for clarification on
the content of the text.

Summary of the tutorial:
This tutorial session is a follow-up to a two-hour
lecture on a brief history of English in second
language situations. The purpose of the tutorial
is to let students discuss their homework tasks,
present their findings and to give them the
opportunity to ask questions for clarification on
the content of the text.

At least 40 minutes of the tutorial will be spent
to engaging students in academic reading, in
particular the following activities:
Text structure (topic sentence and
summarising)
Vocabulary (guessing meaning of
new words)

The discussion will be based on the homework
they prepared on Crystal’s article, the lecture
on the topic, and their experience with the use
of the English language in various contexts and
media.

For details see Teacher Guide on page 7-8 of this
document.
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Learning Objectives (knowledge, skills and
attitudes): By the end of the tutorial, students:
1.

2.

3.

4.
5.
6.
7.

8.

Have read the text by Crystal and
are able to define and explain key
terminologies on the spread of
English (knowledge)
Can give their opinion about the
content of the text and support their
view with arguments from inside
and/or outside the text (knowledge
and skills)
Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
Have practiced in identifying the
most important sentence of a
paragraph (skills)
Have practiced writing summaries of
short pieces of text (skills)
Know about the existence of the
academic word list and can find it
online (knowledge)
Have discussed strategies to
determine the meaning of new
words by using the context in which
the words occur (skills)
Have a positive attitude towards
reading academic English and can
state at least 2 reasons why it is
important to become fluent in
academic reading (attitude)

Learning Objectives: (knowledge, skills and
attitudes): By the end of the tutorial, students:
1.

2.

3.

4.
5.
6.

7.

8.
9.

Have read the text by Crystal and
are able to define and explain key
terminologies on the spread of
English (knowledge)
Can give their opinion about the
content of the text and support their
view with arguments from inside
and/or outside the text (knowledge
and skills)
Can communicate and discuss their
ideas to their peers in a clear and
straightforward manner (skills)
Can give examples of different
spelling between English and
American English (knowledge)
Know the spelling rules in their own
institution (knowledge)
Explain and discuss the influence of
military power, technological power,
economic power and cultural power
on the spread of English (knowledge
and skills)
Can engage in discussions on the
use of ‘new Englishes’ in Ghana
to preserve national identity
(knowledge and skills)
Can give their opinion about the
use of English in Ghana after
independence (knowledge and skills)
Have shared their ideas on the use
‘new English’ in Ghana in relation
to international communication
(knowledge and skills)

Homework for Tutorial Group A
Assignment 1 (Text comprehension)
a.

b.

Read “The Future of English” by David Crystal. Before you read through this article in
detail, look at the title of the article and subsections. What do they tell you about the
focus of the article?
For sub section 2 (An interpretation), 3 (Emerging World Standard Spoken English) and
6 (Language and national identity) write down the most important sentence of the first
paragraphs. Then, summarize the sections in your own words. Use max 180 words per
section.
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Assignment 2 (Vocabulary)
The phrases below come from the text by David Crystal. Write down the meaning of the
words in bold in a vocabulary notebook. Use this vocabulary notebook during the semester
to write down any word that you don’t know or that you find interesting to learn, also in
other lectures. The content of your notebook will be checked during the tutorial on a regular
basis. Try to use the context to decide on the meaning of the words, if necessary use a
dictionary.
• Analysis of the population growth of the countries involved, indicates that (on average)
countries where English is used as a second language are growing at approximately
three times the rate of those countries where it is a mother-tongue (p.11).
• For example, even though only 3% or 4% of the people of India are fluent in English,
with a population fast approaching a billion and a growth rate of approximately 1.9%
per annum, there will soon be more people speaking English in India than there are in
England (p.11).
• However, positive approaches are often not easy to implement: they are bedevilled
by complications arising out of individual national histories, whereby the political
aspirations of minority groups come into conflict with national government policies
(p.13).
• Today, we live in the proverbial global village, where we have immediate access to
other languages, and to varieties in English, in ways that have come to be available but
recently; and this is having a radical effect.

Homework for Tutorial Group B
Read Crystal, David (1999). The future of English and answer the following five questions:
1.

2.
3.

4.

5.
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The author states that in spelling and punctuation there are noticeable national
differences reflecting British and American points of departure (p.8). Can you think of
5 examples to illustrate these differences? E.g. colour versus color, organization versus
organisation, etc.
What are the spelling rules in your own institution?
Languages spread because of the power of the people who use them. The author states
that military power, technological power, economic power and cultural power all have
had their influence on the spread of English (p.10). Which one out of these four do you
think has had the biggest influence on the spread of English? Please explain.
The author explains that the ‘new Englishes’ which are used in countries such as India,
Singapore and Ghana are used to preserve national identity (p.12). He claims that after
independence Ghana found it had no alternative but to continue using English. Do you
agree with his point of view?
The author states that ‘new English’ as used in Ghana is a variety that is shaped to meet
the local needs (p.12). This is done, for example, by adding local vocabulary, focussing
on local cultural variations, developing fresh standards of pronunciation, and the
accumulation of several thousand local lexical items. Do you believe it is an advantage
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or a disadvantage to use ‘new English’ in Ghana? Does it affect your communication at
an international level? If yes, how?
Sample answers group A
Answers for assignment 1 (Text comprehension)
Section 2 An interpretation
Topic sentence paragraph 1: I was seeing a new kind of English being born – a variety which
was intended for international spoken usage, and which was thus avoiding the idiosyncrasies
(typical or special characteristics) associated with national varieties of expression.
Summary: The author discovered a new kind of English, intended for international spoken
usage. He calls it Emerging World Standard Spoken English (EWSSE). There is a written
equivalent of this variety, which is Standard English. The author calls this World Standard
Printed English (WSPE). He describes an experiment to prove the existence of WSPE. He
concludes that WSPE is the same wherever it is encountered, with very little variation. This
is why it is called a standard.
Section 3 Emerging World Standard Spoken English
Topic sentence: What the seminar example seems to be suggesting is the eventual emergence
of a spoken equivalent to WSPE, in international settings where educated people come to
talk to each other and choose to use English as their (spoken) lingua franca.
Summary: A spoken variety of WSPE is emerging. Although the linguistic characteristics of
this spoken variety are yet unclear, there are certain features the variety must have, like
intelligibility (understandable for its users). The author predicts that usage problems of the
variety will occur in the domain of vocabulary, grammar and pronunciation.
Section 6 Language and national Identity
Topic sentence 1: Chief among these trends is the growth of new national standards – the
so-called ‘new Englishes’ in such countries as India, Singapore, and Ghana – whose role is to
preserve national identity.
Summary: The author explains that the development of new national standards is a recent
phenomenon. Many new countries, after independence, were faced with a dilemma:
continue to use English, the language of the colonial past, or choosing one of the many
competing ethnic local languages. The solution was to continue with the use of English,
but add local vocabulary and pronunciation and develop it into a new variety. This way, the
function of new Englishes is to preserve national identity.
The new varieties have led to debates on which kind of English to use. The author states it
shouldn’t be a matter of choice between one (being able to communicate to the outside
world) and the other (keeping the national identity). Rather, he suggests that both can coexist and respond to different needs.
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Finally, the author asks the question whether English language will fragment in the future.
He expects that due to globalization and improved access to international communication
(TV), varieties of English will become increasingly similar.
Answers for assignment 2 (Vocabulary)
Source: Oxford Dictionary of English (examples in italic)
Analysis: [noun] detailed examination of the elements or structure of something: statistical
analysis, an analysis of popular culture. The process of separating something into its
constituent elements. Often contrasted with synthesis.
Involve: [verb] have or include (something) as a necessary or integral part or result: my job
involves a lot of travelling.
Indicate: [verb] point out; show: dotted lines indicate the text’s margins. Be a sign of; strongly
suggest: sales indicate a growing market for such art. His tone indicated that he didn’t hold
out much hope.
Second language: subordinate or inferior in position, rank, or importance: English as a
second language (not mother-tongue).
Approximately: [adverb] used to show that something is almost, but not completely,
accurate or exact; roughly: a journey of approximately two hours.
Approaching: [verb] come near or nearer to (someone or something) in distance or time:
the train approached the main line, winter was approaching, an approaching car. Come
close to (a number, level, or standard).
Approach: [noun] A way of dealing with a situation or problem: we need a whole new
approach to the job.
Positive: [adjective] consisting in or characterised by the presence rather than the absence
of distinguishing features. Expressing or implying affirmation, agreement, or permission: the
company received a positive response from investors .
Implement (1): [noun] a tool, utensil, or other piece of equipment that is used for a particular
purpose: garden implements .
Implement (2): [verb] put (a decision, plan, agreement, etc.) into effect: the scheme to
implement student loans.
Individual: [adjective] single; separate: individual tiny flowers.
Minority: [noun] the smaller number or part, especially a number or part representing less
than half of the whole: Only a minority of properties are rented. Those who acknowledge his
influence are in the minority. A minority party.
Conflict: [noun] a serious disagreement or argument, typically a protracted one: the eternal
conflict between the sexes. Doctors often come into conflict with politicians.
Policy (1): [noun] a course or principle of action adopted or proposed by an organisation
or individual: the government’s controversial economic policies. It is not company policy to
dispense with our older workers .
Policy (2): [noun] a contract of insurance: they took out a joint policy.
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Access: [noun] (often access to) the means or opportunity to approach or enter a place: the
staircase gives access to the top floor | wheelchair access. The right or opportunity to use or
benefit from something: do you have access to a computer?
Variety: (noun) [count noun] a thing which differs in some way from others of the same
general class or sort; a type: varieties of English. The English language including all of its
regional varieties, such as North American, Australian, New Zealand, and South African
English.
Available: [adjective] able to be used or obtained; at someone’s disposal: refreshments will
be available all afternoon. Community health services are available to Ghanaians.
Sample answers group B
1. Differences between –our (British) and –or (American) for example harbour/ harbor.
Differences between –re (British) and –er (American), for example centre/ center.
Differences between –yse (British) and –yze (American), for example analyse/analyze
2. Spelling rules at UCC follow British spelling.
3. Spread of English through colonisation had to do with a combination of military power,
technological power, economic power and cultural power. Any of the four answers is
fine, as long as the students give supportive and sound arguments to illustrate their
opinion.
4. Personal opinion, more than one answer possible. As long as students support their
view with sound arguments.
5. Personal opinion, more than one answer possible. As long as students support their
view with sound arguments.

Teacher Guide – Tutorial Group A week 1
1. What does this tutorial look like?
In this tutorial students will learn about key terminologies on the spread of English.
Additionally, they will learn about the function of text structures and discuss some basic
strategies for guessing the meaning of words from the context. They present their homework
assignments on the text by Crystal.
2. Relevant reading material
Crystal, David (1999). The future of English (p.6 – 16)
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3. Lesson plan and timing
Activity

Approximate time

Start of lesson: introduction of today’s learning objectives and text
Activity 1: Discussion on content of Crystal’s text (similar to control group):
main topics and ideas
Activity 2: Text structure: titles, paragraph, topic sentence and making
summaries
Activity 3: Vocabulary: guessing meaning from context
Conclusion
Total

5 minutes
15 minutes
20 minutes
15 minutes
5 minutes
60 minutes

4. Preparation before the tutorial starts
To be decided by the lecturer.
5. Execution of the tutorial: start
The lecturer begins by explaining the learning objectives of the tutorial and asks if there are
any questions related to the homework. Lecturer starts with activity 1.
Activity 1 – Content
To be decided
Activity 2 – Text structure (DP1, DP3)
a)

b)
c)
d)
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Feedback on homework. For section 2 (An interpretation), the lecturer asks a few
students to come forward and read their answer to the group (most important sentence
and brief summary). She asks the rest of the group to discuss which answer is the most
suitable. Key question: what are characteristics of a good summary? Lecturer repeats
the exercise for section 3 (Emerging World Standard Spoken English) and 6 (Language
and national identity). She explain the answer model to the class.
The lecturer explains the concepts of topic sentence and paragraph.
Questions that could be added: do you agree that topic-sentences contain the most
important information of a paragraph? What is the difference between a section and a
paragraph?
Lecturer distributes the general hand-out and explains the purpose of it.
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Activity 3 – Vocabulary (DP3, DP9)
d)

Feedback on homework. The lecturer explains to the students that the words are
gathered from the academic word list (AWL). This word list is included in the general
hand-out. She encourages students to have a look at the website (voluntary) and how
it can be used. She explains that, as learners of English preparing for academic study,
they need to learn general academic vocabulary, words such as: feature, illustrate,
regulate, strategy. This core academic vocabulary is used by writers in many different
subject areas. Learning vocabulary from the AWL will help students improve their
comprehension of academic texts. It will also help them to write assignments in an
academic style.

e)

The lecturer makes an inventory of the strategies that students used to decide on the
meaning of the underlined words and writes them on the blackboard. Was it possible
to use the context in which the words occurred? Did they already know the meaning
of the words? Did they use a dictionary? The lecturer discusses different ways of
guessing meaning from context, and explains the strategies that are described in the
general hand-out.

f)

The lecturer asks if there were any words that they did not understand, and which
words in the exercise were the most important.

g)

The lecturer collects five vocabulary notebooks and explains that these will be checked
on a weekly basis, randomly.

h)

Students will write down their mobile phone numbers on a list, so that the lecturer
can send them a vocabulary assignment during the week.

6. Execution of the tutorial: conclusion and closing
The lecturer summarises what has been done in the tutorial and how this is in line with what
the purpose of this tutorial was.
The lecturer asks if there are students who still have questions.
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Appendix IX Student guide (Chapter 6)
Academic Reading – Text structure and Vocabulary10
This document contains background information for students to use when working on
homework assignments related to reading. The information is related to learning about text
structures and vocabulary.

Part I Text structure and discourse organisation
1. What is Text Structure?
Text structure refers to the ways that authors organize information in text. Knowing how to
recognise the underlying structure of content-area texts can help to focus attention on key
concepts and relationships, anticipate what’s to come, and monitor your comprehension as
you read.
As readers interact with the text to construct meaning, their comprehension is
facilitated when they organize their thinking in a manner similar to that used by the author.
Obviously, all texts are different to a certain extent, but depending upon the author’s
purpose, the topic and the genre, reading selections tend to be organized to employ a few
predominant structural patterns.
Fiction texts typically have literary elements such as characters, setting, problem/
solution, and plot. Hearing stories told and read aloud helps children internalize the
elements of fiction. When they begin to read, they expect that there will be characters and
that some will be more important than others. They also expect a resolution, a satisfying
ending.
One effective way to identify nonfiction structures is to teach words and phrases
that frequently signal organisation. For example, if students know that words such as like,
unlike, and in contrast are often used when one thing is being compared to another, they can
readily spot the author’s intention and they’ll be better equipped to understand the text as a
whole. On page 10 of this document you find the most important signal words.
Authors use text features to bring attention to important details. You can use the
following features to become more successful and efficient in your reading:

10
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Text Features
Fiction
-

Title
Chapter Index (for Chapter Books)
Illustrations
Bold Print
Continuous Text
Paragraphing
Dialogue

Non-Fiction
-

Title
Table of Contents
Index
Photos
Captions
Diagrams
Glossary
Date line (periodicals)
Bold Print
Paragraphing
Headings
Sub-titles

2. Paragraphs
A paragraph is a series of sentences that are organized and coherent, and are all related
to a single topic. Almost every piece of writing you do that is longer than a few sentences
should be organized into paragraphs. This is because paragraphs show a reader where the
subdivisions of an essay begin and end, and thus help the reader see the organisation of the
essay and grasp its main points.
Paragraphs can contain many different kinds of information. A paragraph could
contain a series of brief examples or a single long illustration of a general point. It might
describe a place, character, or process; narrate a series of events; compare or contrast two
or more things; classify items into categories; or describe causes and effects. Regardless of
the kind of information they contain, all paragraphs share certain characteristics. One of the
most important of these is a topic sentence.
3. Topic Sentences
A well-organized paragraph supports or develops a single controlling idea, which is
expressed in a sentence called the topic sentence. A topic sentence has several important
functions: it substantiates or supports an essay’s main idea or point; it unifies the content
of a paragraph and directs the order of the sentences; and it advises the reader of the
subject to be discussed. Readers generally look to the first few sentences in a paragraph to
determine the subject and perspective of the paragraph. That’s why it’s often best to put the
topic sentence at the very beginning of the paragraph. In some cases, however, writers place
another sentence before the topic sentence—for example, a sentence linking the current
paragraph to the previous one, or one providing background information.
Although most paragraphs should have a topic sentence, there are a few situations
when a paragraph might not need a topic sentence. For example, a writer might omit a topic
sentence in a paragraph that narrates a series of events, if a paragraph continues developing
an idea that was introduced (with a topic sentence) in the previous paragraph, or if all the
sentences and details in a paragraph clearly refer—perhaps indirectly—to a main point. The
vast majority of paragraphs, however, should have a topic sentence.
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Reading through the topic sentences of all the paragraphs in a text provides a pretty
good idea of the subjects that are dealt with. Topic sentences are rather like milestones or
signposts on a journey.
Textbox 1 The importance of reading
You can speed up your reading of textbooks and other technical material by doing plenty of reading
in your spare time. Researchers have pointed out that if you read for just 30 minutes a day, you
will read about 1,000,000 words in a year. Let us assume (at a conservative estimate) that you
don’t know 20,000 of these words (i.e. 2%). You should be able to correctly guess about 50% of the
meanings of these unknown words (we’ll return to guesswork below), and research shows that up
to 30% of words whose meanings are guessed are remembered. So just by reading English texts for
half an hour every day, you will automatically increase your vocabulary by 3,000 words each year.
This is of course dependent upon having the right attitude. If you just skip over the difficult words,
you won’t learn anything, of course. But if you become an enthusiastic ‘word collector’, you’ll
soon almost want to find new words whose meaning you can guess! At the same time, you’ll be
painlessly learning new meanings for the words you already knew. And all this will pay rich rewards
when you are studying textbooks or reading articles.
Copyright: prof. dr. Lachlan Mackenzie.

4. Skimming
The basic meaning of the verb ‘to skim’ is to pass quickly over a surface, sometimes touching
it lightly. The kind of reading that we do when we skim a text is quick and relatively superficial.
The purpose of skimming is to gain an overall view of the content and value of the text, and
to decide for yourself what you want to do with it: put it aside, read parts of it, or study
every word very closely, and all the possibilities in between. It is essentially a preparatory
activity: you’re preparing to decide whether to read a text thoroughly or not to read it at all.
As a student, you will spend a lot of your time reading texts and textbooks. We
strongly recommend that before starting to read a textbook chapter word for word, you
first skim through it. The main reason why you should first skim the chapter has to do with
human understanding. It seems that our brains work best when they have not only detailed
information to acquire but also when they first have an overall understanding of the area in
question. As psychologists say, the brain works both bottom-up (from details to the general
picture) but also top-down: in other words, it likes to fit the individual pieces of information
into a broad framework
So begin your work by skimming the text, since the impressions that you form will
allow you to build a structure for your understanding. Also, the fact that you have some idea
of where it’s all leading to will allow you to form expectations as you are reading, and that
makes the learning all the more dynamic and effective.
Pieces of advice
If you’ve been used to reading everything word for word, and not progressing to the next
paragraph until you’ve fully understood the previous one, skimming may be difficult for you.
But you should be prepared to accept very partial understanding at this stage. When you
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come back to reading the text in detail, you’ll be happy that you did the skimming. Here are
some pieces of advice about skimming a textbook chapter:
• Look at all the major section headings.
• Seek out sections that give the main points.
• Note the sections that serve to summarize the text but bear in mind that summaries are
meant for consumption after reading and may be too condensed and full of specialist
vocabulary for you to handle at this stage.
5. Skimming other texts
Not all texts are as obviously structured as textbook chapters, of course. You will find no
colours or other typical textbook devices in newspaper columns or academic articles.
Nevertheless, these text types are structured as well and skimming can help you discover
their structure.
When skimming a newspaper article or an article from a magazine, you should start
with the title and the subtitle. The title is sometimes formulated in a witty or eye-catching
way that makes it hard to understand, but very often the subtitle will help you to grasp what
is meant. Newspaper articles are frequently (but unfortunately not always!) structured in
such a way that you can get the main point of the story from the first paragraph, which
newspaper people call the ‘lead’. So it’s often worth dipping into the text at the very
beginning... but don’t forget to go back to skimming afterwards!
Academic articles are also structured in ways that makes them easy to skim. Generally, they
conform to the following model (although there are differences, depending on the branch
of science):
• Title (possibly with subtitle)
• Author (usually with affiliation)
• Abstract
• Introduction
• Methodology
• Results
• Discussion
• Conclusion
• Notes
• References
Instead of Methodology - Results - Discussion, which is a popular sequence in experimental
and other quantitative research, there may be a sequence of other titled sections, but the
initial and final sections are more or less standard.
As you skim an academic article, the essential parts are:
• the title and subtitle, which in an academic article are typically formulated very precisely
to describe the contents;
• the abstract, which gives a summary of the article and its main findings;
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•

the final part of the introduction, which very often gives the research questions or the
hypotheses that are examined in the central sections.

6. Summary
A summary is a condensed version of a larger reading. A summary is not a rewrite of the
original piece and does not have to be long nor should it be long. To write a summary, use
your own words to express briefly the main idea and relevant details of the piece you have
read.  Your purpose in writing the summary is to give the basic ideas of the original reading.
What was it about and what did the author want to communicate?
While reading the original work, take note of what or who is the focus and ask the
usual questions that reporters use: Who? What? When? Where? Why? How? Using these
questions to examine what you are reading can help you to write the summary.
Sometimes, the central idea of the piece is stated in the introduction or first
paragraph, and the supporting ideas of this central idea are presented one by one in the
following paragraphs. Always read the introductory paragraph thoughtfully and look for a
thesis statement (that is, the theme or central idea of the text). Finding the thesis statement
is like finding a key to a locked door. Frequently, however, the thesis, or central idea, is
implied or suggested. Thus, you will have to work harder to figure out what the author
wants readers to understand. Use any hints that may shed light on the meaning of the
piece: pay attention to the title and any headings and to the opening and closing lines of
paragraphs.
Remember:
• Do not rewrite the original piece.
• Keep your summary short.
• Use your own wording.
• Refer to the central and main ideas of the original piece.
• Read with who, what, when, where, why and how questions in mind.
• Do not put in your opinion of the issue or topic discussed in the original piece. Often,
instructors ask students to put their opinions in a paragraph separate from the summary.
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Part II Vocabulary
Textbox 2 The importance of knowing many words
Every text consists of words, obviously. Experts estimate that you need to know at least 95% of the
words in a text if you are going to understand it. This is why we have incorporated exercises about
word meanings throughout this course. This module will concentrate exclusively on vocabulary,
and give you some tips on improving your word skills.
Although we learn some words from vocabulary lists and glossaries (i.e. lists of technical
expressions), almost all our word knowledge comes from seeing words in text, i.e. in their natural
context. For this reason, the more you read, the better your vocabulary! In our present-day culture,
in which more and more communication is done visually, there is still an enormous (and growing)
amount to read: not just books, but also magazines, newspapers, web pages, and many other
sources of written material.
Source: www.academic-reading.nl

1. Recognition vocabulary
What we’re talking about here is what is known as recognition vocabulary, i.e. the words
that you recognise when you read a new text. There is a range of possibilities:
• not knowing a word at all;
• recognizing a word but not knowing its meaning;
• recognizing a word and its meaning, but not understanding its use in a particular
context;
• full recognition.
2. Words have families
Consider the word shelved in the following example: The committee shelved the decision to
approve the budget. You may not know the word shelved at all, and really have no idea what
the committee did with the decision. Or you may suspect that there is some connection
with the word shelf, but be unsure what shelf means. Thirdly, you may suspect that shelve
is indeed connected with shelf, and know that a shelf is a plank on which to lay books or
papers, but not see any connection with committee work. And finally, with full recognition,
you will realize that shelve means ‘to lay on a shelf’ and know that shelve here means to
‘postpone’ or ‘put off’, as though they were removing the decision from the committee
table and laying it on a shelf.
This example teaches us several things. Firstly, words exist in families: shelf and
shelve form a very small family, but others are much larger. Think of class and all its relatives:
classic, classical, classify, classless, classroom, classmate, declassify, reclassify, unclassified,
inter-class, underclass, and many others. If you know the word class (and its various
meanings), then you can make an intelligent guess at the meanings of the words that are
derived from it. Sometimes, words welcome other words into their families without the two
joining up into single words: think of class struggle, class consciousness, a ‘class act’, class
list and world class, tourist class, school class, master class, etc. In addition, do not forget
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that one and the same ‘word’ can have several forms: so class can also show up as classes,
classed, or classing, and many of class’s ‘relatives’ also have several forms of their own.
3. Strategies for guessing meaning of words from context
If you don’t know a word in a text, you can consider the following strategy:
1. Decide what kind of word it is: a noun, verb, adjective, adverb, etc. and examine the
context of the clause or sentence containing the word. For instance, if the word is a
noun, what adjectives describe it? What verb is near? If the new word is a verb, what
nouns does it go with? Is it modified by an adverb? If the new word is an adjective, what
noun does it go with?
2. The next step is looking at the relationship between this clause or sentence and other
sentences or paragraphs. Signals to look for might be a coordinating or subordinating
conjunction such as but, because, if, when or an adverbial, such as however, or as a
result.
3. Be aware of possible relationships in the text, such as cause and effect, contrast,
inclusion, time, exemplification, and summary.
4. Look at punctuation and reference words such as this, that and such.
5. From all the clues that you have gathered from the text, try to guess the meaning of the
word.
6. Look at the roots of the words. E.g. the root of the word development is develop.
Vocabulary list
On the following pages we have included word lists that are important for students to learn.
Knowing these words will make it easier to read and understand academic texts.
Word list A – Academic word list Nottingham
Source: http://www.nottingham.ac.uk/~alzsh3/acvocab/index.htm. Students need to learn
general academic vocabulary. This core academic vocabulary is used by writers in many
different subject areas. Learning vocabulary from the AWL will help students improve their
comprehension of academic texts. The academic word list is divided into 10 sub-lists in
order of frequency, i.e. sub-list 1 has the most frequent academic words. Sub-lists 1-5 are
included in this document. Each list contains 60 words. See Table 1 below.
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Table 1 Sub lists 1- 5 of the Academic Word List
Sub- list 3 of the Academic Word List - Most frequent words 121 – 180
alternative
circumstances
comments
compensation
components
consent
considerable
constant
constraints
contribution
convention
coordination
core
corporate
corresponding
criteria
deduction
demonstrate
document
dominant

emphasis
ensure
excluded
framework
funds
illustrated
immigration
implies
initial
instance
interaction
justification
layer
link
location
maximum
minorities
negative
outcomes
partnership

philosophy
physical
proportion
published
reaction
registered
reliance
removed
scheme
sequence
sex
shift
specified
sufficient
task
technical
techniques
technology
validity
volume

Sub- list 4 of the Academic Word List - Most frequent words 181 – 240
Access
adequate
annual
apparent
approximated
attitudes
attributed
civil
code
commitment
communication
concentration
conference
contrast
cycle
debate
despite
dimensions
domestic
emerged

error
ethnic
goals
granted
hence
hypothesis
implementation
implications
imposed
integration
internal
investigation
job
label
mechanism
obvious
occupational
option
output
overall

parallel
parameters
phase
predicted
principal
prior
professional
project
promote
regime
resolution
retained
series
statistics
status
stress
subsequent
sum
summary
undertaken

Sub- list 5 of the Academic Word List - Most frequent words 241 – 300
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orientation
perspective
precise
prime
psychology
pursue
ratio
rejected
revenue
stability
styles
substitution
sustainable
symbolic
target
transition
trend
version
welfare
whereas

evolution
expansion
exposure
external
facilitate
fundamental
generated
generation
image
liberal
licence
logic
marginal
medical
mental
modified
monitoring
network
notion
objective

academic
adjustment
alter
amendment
aware
capacity
challenge
clause
compounds
conflict
consultation
contact
decline
discretion
draft
enable
energy
enforcement
entities
equivalent

B. Academic Formulas List
List B is a list of highly frequent recurrent sequences of words, also called lexical bundles or
chunks, based on the study by Simpson-Vlach and N.C. Ellis (2010). Research demonstrates
that knowledge of these formulas is crucial for fluent academic text processing. Discourse
organizing functions are included in Table 2 below.
Table 2 Academic Formulas List - Discourse organizing functions.
Metadiscourse
and textual
reference

Topic
introduction
and focus

primarily written
as shown in
in the next
section
(in) this paper
(we)
shown in table
at the outset
in the present
study
shown in figure
the next section
in Table 1
in this article

for example [if/
in/the]
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what are the

Topic elaboration
Non-causal:
but this is
are as follows
in more detail
see for example
such as those
factors such as

Cause and effect:
[a/the] result of
due to the
so that the
the reason for
(as) a result (of)
in order to
the effect(s)of
whether or not (the)
because it is
as a consequence
for the purposes of
give rise to
it follows that
as a result of the
for this purpose
is affected by
to determine whether
due to the fact (that)
for this reason

Discourse
markers
and in the
as well as
at the same
(time)
(in) other
words (the)
even though
the
in conjunction
with
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D – Content specific words or formulas
For every course, there are important content specific words or concepts that student will
have to learn. For example: radiation, reflection (Chemistry), plot, fiction, poetry (Literature)
and Lexis, Variation and Dialect (Linguistics). For each course a content specific wordlist was
included in the student guide. The example below is from LIT111D
Vocab Week 1
Conflict
Prose
Verse
Form
Art
Oral
Literary
Poetry
Paradox
Ambiguity
Fiction
Metaphysics
Interpretation
Audience
Characters
Novelists
Folksongs
Dramatists
Humour

Vocab Week 2
Oral
Oral Literature
Written
Literature
Folk Art
Folklore
Orature
Verbal Art
Folk literature
Orality
Performer
Performance
Audience
Verbal Variability
Text
Context
Authorship
Style
Structure
Literary
Literary Devices
Verbal Content
Paralinguistic
Non-verbal
Communication
Co-temporal

Vocab Week 3
Protagonist
Antagonist
Major Character
Minor Character
Complication
Conflict
Climax
Exposition
Catastrophe
Resolution
Denouement
Theme
Omniscient
Point of view
Allegory
Anecdote
Fiction
Narrative
Autobiography
Biography
Satire
Setting
plot
flashback

Vocab Week 4/5
Drama
Characterisation
Performance
Plot
Style
Setting
Theme
Reading
Stage directions
Situational Irony
Mimetic
Play
Actors
Playwright
Interpretation
Evaluation
Inferring
Aside
Motivation
Anagnorisis
Epiphany
Dialogue
Flashback
Catastrophe
Denouement

Vocab Week 6
Prose
Short story
Novella
Novel
Plot
Sub-plot
Flashback
Saga
Epistolary
Sociological
novel
Regional novel
Gothic
Psychological
novel
Bildungsroman

309

Appendices

Appendix X Detailed overview text structure learning objectives and
related homework assignments CHE101 (Chapter 6)
Learning objective

Related homework assignment

Have practiced in
identifying the title and
sub-headings of a text
(skills)

Week 1, 3, 6) Before you read through this chapter in detail, have a
look at the title and titles of the subsections. What do they tell you
about the focus of the text?

Have practiced identifying
the most important
sentence of a text (skills)

Week 1) Write down the most important sentence (the sentence
that contains the main idea) in the following paragraphs: top p.35:
2.1 Early chemical discoveries. p. 35 paragraph starting with ‘Law
of conservation of mass’; p.37 paragraph ‘Dalton’s Atomic Theory’;
p.38 2.2 ‘ Electrons and other discoveries in Atomic Physics’.
Week 3) Section 2-4 is divided into 4 sections: introduction, Isotopes,
Ions and Isotopic masses. Write down the topic sentence of the first
paragraph of each section

Can summarize the main
concepts introduced in a
text (skills)

Week 1) Summarize two of the four paragraphs a – d above in your
own words.
Week 3) write a summary of the main concepts that are treated in
each section.
Week 6) The text at the beginning of Chapter 4 you will read can be
divided in 2 sections: 4.1 chemical reactions and chemical equations,
4.2 chemical equations and stoichiometry. Write a summary of the
main concepts that are treated in each section.

Have practiced interpreting
the meaning of the author
(knowledge and skills)

Week 1) What is the reason the author of the text has focused so
much on historical development of the atomic theories?

Have learned how to pay
attention to text structure,
and specific text features
that emphasize important
concepts (skills)

Week 2) Before you read the text in detail, look at the text structure
and sub-headings of the text. What are the main concepts (ideas)
introduced in the text? Explain what features of the text indicate
that these concepts are important.
Week 4) Section 3.1 on page 68-71 (Types of chemical compounds
and their formulas) is composed out of two subsections. What are
the topics of these sections? How can you tell?
Week 4) Section 3.1 contains a number of paragraphs. Each
paragraph describes a specific concept. These concepts are marked
in bold (e.g. molecular compound, chemical formula, etc.). Which
concepts are discussed? Explain in your own words the meaning of
the concepts that you find in the text (at least 7).
Week 7) Look at the subheadings (on pages 142-153) to see which
types of reaction are being discussed in the chapter, and list them:
a. ........ reaction, b. ........ reaction, etc.

Know how to identify the
different functions of a text
(informative, persuasive,
instructive) (knowledge)

Week 5) the table below presents the sub-headings / text structure
of pages 72-79. Please indicate for each part of the text what its
function is.
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Have interpreted images
and figures of a text in
relation to the content of a
text (knowledge and skills)

Week 7) Look at Figure 5.1 on p. 143 and describe in your own words
what the diagrams a) and b) tell you.
Week 7) Figure 5.3 on p. 144 is about electrolytes and nonelectrolytes. Describe in your own words what you see on the
diagrams a), b) and c) and link the diagrams to the pictures above it.
Week 7) What extra information do the pictures provide, in terms of
properties of electrolytes and non-electrolytes?
Week 7) Look at the picture of the statue at the top of p. 152.
Why does it look so damaged? Are there statues in Cape Coast or
elsewhere in Ghana which are damaged in a similar way? Where are
these statues? If there aren’t statues damaged like this in Ghana,
explain why not.
Week 8) 1) Look at Figure 8.24 on p. 308 and explain that (a) and
(b) are representations of the electron probability of the same 1s
orbital. Read the text below the Figure to help you formulating the
answer. 2) Do the same for the 2p orbitals in Figure 8.27 on p.310.
Week 9) Consider the graph in Figure 9.1 on page 340 on the volume
(or size) of atoms. Describe in your own words what the graph tells
you about atomic size. Where in the Periodic Table do you find the
elements that represent the top of the peaks in the graph? How
does atomic size change with increasing atomic number?
Week 9) Consider the graph in Figure 9.4 on page 347 on the radii of
atoms. Describe in your own words what the graph tells you about
variation in atomic radius. Where do you find the elements that
represent the top of the peaks in the graph? Where in the Periodic
Table do you find the elements indicated at the low end of the
different pieces of the graph?
Week 9) Look at Table 9.1 on page 342 on the properties of EkaSilicon and Germanium. Read the text just above the table, at the
bottom of page 341, and then explain in your own words what the
table tells you about Eka-Silicon and Germanium.
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Appendix XI Detailed overview text structure learning objectives and
related homework assignments ENG101 (Chapter 6)
Have practiced writing
summaries of short pieces
of text

1) For sub section 2 (An interpretation), 3 (Emerging World Standard
Spoken English) and 6 (Language and national identity) summarize
the sections in your own words. Use max 180 words per section. 2)
For section 3 (What does it mean to know a word?), section 4 (How
many words are there in English?) and section 6 (How many words
should and L2 learner know?) write down the topic sentence of the
first paragraph of each section and a brief summary of each section.
4) e. In only 3 or 4 sentences, summarize the main ideas in section
44.1 (keep your sentences reasonably short) 7) 2. The text gives a
list of constraints on passive formation. Briefly summarise these
constraints in your own words. 7) 3. The writer explains the process
of forming passives. Summarise these processes in your own words.
9) b) Write a summary of section 5.3, in maximum 5 sentences. 10)
a. (...) Now, in of maximum 250 words, write down what the chapter
is specifically about.

Have practiced in
paraphrasing the main
ideas in a text using their
own words as much as
possible (skills)

3) Greenbaum defines the following terms: synonymy, antonymy,
polesymy, homonymy, hypononymy. In your own words as much as
possible paraphrase the meaning of these terms. 7) 1. Wiredu gives
three (3) main uses of the passive voice. Read on these uses very
carefully, and in your own words as much as possible paraphrase
these uses.

Learn about basic features
of text organisation
(heading, sub-heading,
section, paragraph, etc.).
Can give their opinion
on the organisation of
the text and explain
how it facilitates reading
comprehension

2) The text by Grabe is composed out of 6 sections. (...) 3) The text
is divided into sections and subsections, each of which is given a
numerical label and a heading. Does this organisation help you in
any way in your reading and understanding of the text? If yes, how?
And if no, why? 6) 2. In your opinion, do the sub-headings cover
the meaning of the sections? If yes, why? If no, can you think of
alternative sub-headings?

Have practiced predicting
the content of a text based
on skimming the text and
specifically looking at
headings, titles, sub-titles
(skills)

1) Read “The Future of English” by David Crystal. Before you read
through this article in detail, look at the title of the article and
subsections. What do they tell you about the focus of the article?
2) Before you read through this chapter in detail, have a look at
the title and titles of the subsections. What do they tell you about
the focus of the article? 4) + 5) Before you read each module, first
read the summary given in the table and also the headings of the
sections and subsections, and for each module write down one thing
you expect to know after reading. When you have finished reading
indicate whether your expectation has been met or not.

Have practiced in
identifying the most
important sentence of a
paragraph (topic sentence)

1) For sub section 2 (An interpretation), 3 (Emerging World Standard
Spoken English) and 6 (Language and national identity) write down
the most important sentence of the first paragraphs. 2) For section
3 (What does it mean to know a word?), section 4 (How many words
are there in English?) and section 6 (How many words should and L2
learner know?) write down the topic sentence of the first paragraph
of each section and a brief summary of each section. 4) b. Write
down the topic sentences of the first paragraphs of the following
sections only: 41.1, 41.1.1, 41.2, 41.3, 41.4, and 41.5
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Can draw a diagram to
explain relations between
concepts

3) Greenbaum provides the following examples for hyponymy:
go - walk, run, ride, drive, fly; walk - stroll, saunter, amble, march.
Use these words to draw a diagram, showing how they relate
hyponymously. 5) b. Identify key words or concepts that best
summarize modality and draw a semantic map (a tree diagram)
to show how these concepts are related hierarchically. On your
diagram/map, the term ‘modality’ should be placed on top as the
mother term. The terms you need to include in this map include the
main types of modality, their sub-types, and the various or specific
modal meanings derived from them.

Learn about the use of
references/ citations in
academic texts

2) Identify two reasons why the author uses references. Give two
instances each of integral and non-integral citations in the text.
When does the writer often use non-integral citations and when
does he often use integral citations?

4. Can identify sentences
that sum up the main ideas
in sections of text and
those that link a section to
the next (knowledge and
skill)

4) a.  Read section 41.1.1 again and indicate, in one sentence, the
function of the following sentence on p. 353. d. The last sentences in
sections 41.2 and 41.2.1 (both on p. 355) perform similar functions
in the text. In only one sentence, state this function. 4) a. Write down
the sentence in section 44.3.1 which best defines modal certainty.

Have explained what helps
them in locating particular
ideas in the text, apart
from labelling (knowledge
and skills)

6) 1.The text uses a style of labelling sections different from the one
taught in the Communicative Skills course on labelling outline. Do
you believe that this other method is helpful? Why?

Have practiced in locating
sections of the text that
explains particular ideas
(skills)

6) 1. Even though the text does not explicitly mention the terms
notional, grammatical and proximity, it is possible to identify the
sections of the text that deal with these issues. What helps you to
identify these sections?

Can give their opinion on
the organisation of the
text and how it facilitates
reading comprehension
(knowledge and skills)

7) 4. The writer gives a lot of examples to illustrate the grammatical
points he explains on passive formation. Study very carefully how he
presents these examples and clearly mention of their importance in
the text.

Can indicate the relevance
of linguistic examples and
illustrative diagrams in
grammar text books.

7) 5. The writer occasionally uses diagrams to illustrate the
grammatical points he is explaining (see pages NIET KLAAR)
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This week we continue to
learn text structures by
looking at microstructural
elements of text. Students
learn about the repetition
of key words and topic
continuity.

8) 1. Identify one word or phrase that is most often repeated (or
whose sense is most often repeated) in the text. Mark all instances
of this word or phrase and draw a line to link all the instances you
have marked. Now, in one complete sentence, write down what the
passage is specifically about. (Refer to the manual and illustration
text A for principles). 8) 2. a) Mark the subjects/themes of all the
sentences in the text. b) For each subject/theme, try to identify the
element in the preceding sentence that the theme/subject has been
derived from. Draw a circle around this element and a line/arrow
to link it with the theme derived from it. Now, how will you grade
the text in terms of maintaining topic continuity: HIGH, AVERAGE
or LOW? Why? (Refer to the manual and illustration text B for
principles) 10) a) Identify one word or phrase that is most often
repeated (or whose sense is most often repeated) in the text.

Learn about linking /
connecting words and
paragraph/ sentence
connectors

8) 3. Underline all linking/connecting words in the passage, and
identify which ones are sentence connectors and which ones are
paragraph connectors. (Refer to the manual for principles) 10) b)
Underline all linking/connecting words in section 1.2 (Planning:
six activities), and identify which ones are sentence connectors
and which ones are paragraph connectors. (Refer to the manual
accompanying week 8’s assignment for principles).

Learn about the physical
presentation of a text

9) a)      In section 5.2 the authors discuss the physical presentation
of a text. They suggest that, besides being functional, a text also has
to look nice. They use specific vocabulary to explain their viewpoint
on physical presentation (making a text look nice). Write down 3
words that they use related to physical representation of a text.
9) c) Describe, in your own words, two ways in which the authors
have applied their ideas on ‘physical presentation’ in writing section
5.4 The make-up of the body paragraph. For example, look at how
they have used physical techniques such as indentation in their text.
10) c) Describe, in your own words, how authors have applied their
ideas on ‘physical presentation’ in this chapter. For example, you
can comment on how they have used physical techniques such as
indentation, sub-headings, etc. in their text.
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Summary in Dutch / Samenvatting
Verbetering van de academische leesvaardigheid in het Engels van L2 studenten in
Ghana
In dit proefschrift onderzoek ik de Engelse academische leesvaardigheid van eerstejaars
studenten in de universitaire lerarenopleidingen van Ghana. Daarnaast zoek ik naar
onderwijskundige oplossingen om de leesvaardigheid van deze studenten te verbeteren.
Het gehele onderzoek werd geleid door de volgende onderzoeksvraag:
Wat zijn de kenmerken van leeractiviteiten die zouden kunnen leiden tot verbeterde
Engelse academische leesvaardigheid van eerstejaars studenten in de academische
lerarenopleidingen in Ghana?
In Ghana is het Engels de onderwijstaal voor het middelbare en hogere onderwijs. In de
meeste gevallen is Engels niet de moedertaal maar de tweede taal (L2) van studenten.
De Universiteit van Cape Coast (UCC) en de Universiteit van Winneba (UEW) zijn de enige
twee universiteiten in Ghana die lerarenopleidingen aanbieden op universitair niveau.
Afgestudeerden vinden werk als leraar op scholen door het hele land en worden geacht
hun lessen in het Engels te geven. Een goede beheersing van de Engelse taal is daarom
noodzakelijk.
Docenten van zowel UCC als UEW toonden zich ontevreden over het academisch
leesniveau van hun eerstejaars studenten. Zij klaagden met name over het gebrek aan
leesvaardigheid en het niet zelfstandig kunnen verwerken van academische teksten
(Ottevanger & Stoffelsma, 2007). Verschillende onderzoeken hebben aangetoond dat een
goede leesvaardigheid van studenten een positief effect heeft op hun studieresultaten (cf.
Lyengar, 2007; Mol & Bus, 2011; Pretorius, 2000, 2002). Ondanks de grote hoeveelheid
onderzoek op het gebied van leesvaardigheid is er weinig bekend over het verbeteren
van academische leesvaardigheid van L2 studenten op tertiair niveau. In de huidige studie
heb ik geprobeerd om door middel van onderwijskundig ontwerponderzoek (educational
design research) een oplossing te vinden voor het verbeteren van de academische
leesvaardigheid van de eerstejaars studenten van UCC en UEW. Ontwerponderzoek is een
onderzoeksbenadering waarin een oplossing wordt gezocht voor onderwijsproblemen door
middel van een cyclisch proces van ontwerpen, ontwikkelen en evalueren van interventies
in het onderwijs. Een interventie kan verschillende vormen aannemen, zoals een nieuwe
lesmethode, een nieuw vak of gebruik van nieuwe onderwijsmiddelen. Het doel van
ontwerponderzoek is tweeledig en betreft zowel het vinden van een oplossing van een
praktisch onderwijskundig probleem als het bijdragen aan theoretische inzichten (Van den
Akker, 1999).
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Summary in Dutch

Het onderzoek in Ghana bestond uit drie fasen. In de eerste fase heb ik een
literatuurstudie en contextanalyse uitgevoerd. In de literatuurstudie beschrijf ik een
aantal processen die ten grondslag liggen aan lezen als vaardigheid. Tevens leg ik uit welke
cognitieve en affectieve factoren lezen beïnvloeden. Daarnaast beschrijf ik concepten die
van belang zijn voor het ontwikkelen van leesvaardigheid in een L2 context, zoals het trainen
van vocabulaire, bewustwording van tekststructuur en bevorderen van leesmotivatie. De
literatuurstudie is gerapporteerd in hoofdstuk 2.
De contextanalyse bestond uit drie aparte studies, die hieronder verder worden
toegelicht. Op basis van de bevindingen uit de literatuurstudie en contextanalyse heb ik
in fase 2 van het onderzoek het probleem verder gedefinieerd en uitgewerkt in veertien
voorlopige ontwerprichtlijnen. Op basis van deze ontwerprichtlijnen heb ik in samenwerking
met een Ghanees docententeam een aantal prototypes ontwikkeld, die in de praktijk zijn
getest en geëvalueerd door middel van formatieve evaluatie. De prototypes bestonden uit
bewerkingen van drie bestaande eerstejaars vakken in de faculteiten Geesteswetenschappen
en Exacte wetenschappen. In de derde fase van mijn onderzoek heb ik een summatieve
evaluatie uitgevoerd, waarin ik heb getest of de gehele interventie ook daadwerkelijk leidde
tot verbeterde academische leesvaardigheid van de studenten.
Studie I
In de eerste studie, die staat beschreven in hoofdstuk 3, heb ik een aantal zogenaamde
affectieve leesfactoren onderzocht: het leesgedrag, de leesattitudes en de zelfwaardering
van studenten met betrekking tot lezen. Leesgedrag heeft betrekking op de hoeveelheid
tijd die studenten besteden aan lezen, de leesattitude geeft inzicht in hoe studenten lezen
waarderen (positief of negatief) en de zelfwaardering meet hoe studenten hun eigen
leesvaardigheid inschatten (positief of negatief). In navolging van de PIRLS studie (Mullis,
Martin, Kennedy, & Foy, 2007) heb ik onderscheid gemaakt tussen twee leesdoelen: lezen
voor ontspanning en lezen om informatie te verzamelen en te gebruiken. Dit laatste doel
heb ik vertaald naar ‘lezen voor school’. Er deden 316 studenten mee aan deze studie, die
ingeschreven waren bij de volgende faculteiten: Letteren, Huishoudwetenschappen, Sociale
wetenschappen, en de Bètafaculteit (wiskunde, scheikunde, natuurkunde en biologie). De
resultaten lieten o.a.zien dat lezen voor ontspanning niet populair is onder de studenten.
Daarnaast schatten de studenten uit deze studie hun eigen leesvaardigheid hoog in. Net
als in eerder onderzoek van Mol en Bus (2011) werd aangetoond dat studenten die een
positieve attitude hebben ten opzichte van lezen ter ontspanning dit ook hebben voor
lezen voor school. Eveneens werd een positieve correlatie ontdekt tussen leesgedrag en
leesattitude, zoals in de studie van Cox en Guthrie (2001). Tenslotte toonde de studie
aan dat zelfwaardering voor lezen een positieve correlatie heeft met de leesattitude van
studenten voor lezen ter ontspanning, zoals in vergelijkbare studies (Bandura, 1997; Schunk,
1991; Guthrie, 1997). De huidige studie bevestigt hiermee dat resultaten uit vergelijkbaar
leesonderzoek toepasbaar zijn op een niet-Westerse L2 academische context.
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Studie II
In de tweede studie heb ik de Engelse academische leesvaardigheid, het leesgedrag, en de
leesattitudes van 496 eerstejaars studenten uit een aantal lerarenopleidingen onderzocht.
De deelnemende eerstejaars studenten waren afkomstig uit de bètafaculteit op UEW en de
faculteit sociale wetenschappen van UCC. Deze studie wordt gerapporteerd in hoofdstuk 4.
Met betrekking tot de academische leesvaardigheid van de eerstejaars studenten
heb ik twee vragen onderzocht. Ten eerste, wat is het niveau van leesvaardigheid van
de studenten? Ten tweede, beschikken de studenten over voldoende academische
leesvaardigheid om hun academische studie zonder problemen te kunnen doorlopen?
Om deze twee vragen te beantwoorden heb ik een leesvaardigheidstoets samengesteld
op basis van toetsitems uit twee internationaal erkende leestoetsen: de Pearson Test of
English Academic (PTE Academic) en het Programme for International Student Assessment
(PISA). De resultaten lieten zien dat de meeste studenten uit de steekproef in staat waren
om Engelse teksten te lezen zoals ze die zouden kunnen tegenkomen in het dagelijks leven
(PISA standaard). Maar de scores op de PTE academic test lieten zien dat slechts 48% van de
studenten een leesniveau B2 of hoger haalde op de Common European Framework (CEF)
schaal. Het B2-niveau is de minimum ingangseis voor toelating tot Europese universiteiten.
Met andere woorden, meer dan de helft van de studenten haalde niet het vereiste
leesvaardigheidsniveau Engels dat nodig is om een Engelstalig curriculum op universitair
niveau zonder problemen te doorlopen.
Met betrekking tot de affectieve factoren (leesgedrag en leesattitudes) bleek dat
maar liefst 73.5% van de studenten verklaarde bijna iedere dag studieboeken in het Engels
te lezen. Zoals verwacht waren de attitudes t.o.v lezen voor school wederom positief. In
tegenstelling tot de verwachtingen zijn in de tweede studie geen positieve correlaties
gevonden tussen de leesvaardigheid van studenten en hun leesgedrag en leesattitude.
Dit is opvallend omdat vergelijkbaar onderzoek heeft uitgewezen dat er een sterke link
bestaat tussen leesvaardigheid en leesgedrag enerzijds, en leesvaardigheid en leesattitude
anderzijds (Guthrie & Knowles, 2001; McKenna, 2001; Mol & Bus, 2011; Mullis, et al.,
2007; OECD, 2009; Shaw & McMillion, 2011). Deze opvallende bevindingen heb ik verder
onderzocht in de derde studie, waarin ik een kwalitatieve onderzoeksbenadering heb
gebruikt om het leesgedrag en de leesattitude van studenten te onderzoeken in relatie tot
hun leesvaardigheid.
Studie III
Het doel van de derde studie was om de onderwijscontext van de studenten in kaart te
brengen, door middel van een kwalitatieve onderzoeksbendadering. Tweeëntwintig
studenten die hadden deelgenomen aan studie II is gevraagd om gedurende drie weken
een dagboek bij te houden waarin ze registreerden hoeveel tijd ze besteedden aan studie,
ontspanning en werk. Aansluitend heb ik twaalf dagboek-studenten geïnterviewd evenals
veertien docenten die onderwijs gaven aan deze groep eerstejaars studenten. De derde
studie wordt beschreven in hoofdstuk 5.
De resultaten lieten zien dat studenten die deelnamen aan het onderzoek gemiddeld
48 uur en 37 minuten per week besteedden aan hun studie. Vergeleken met hun student
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collega’s in de VS (27 uur per week) en Nederland (22 uur per week) is dat veel (cf. Babcock
& Marks, 2011; Torenbeek, Suhre, Jansen, & Bruinsma, 2011). Verder besteedden de UCC en
UEW studenten uit het onderzoek gemiddeld tweeënhalf uur per dag aan ontspanning, en
bijna anderhalf uur aan religie. Dit past goed in het beeld van Ghana als een sterk religieuze
samenleving.
De geïnterviewde docenten waren van mening dat studenten zich niet goed
houden aan de vereiste huiswerk- en leesopdrachten voorafgaand aan college. Dit blijkt niet
specifiek een Ghanees probleem. Een aantal recente studies rapporteren een trend waarin
studenten wereldwijd steeds minder tijd besteden aan lezen (Lyengar, 2007; Skaliotis,
2002). Volgens de Ghanese docenten hebben hun studenten vooral te kampen met de
volgende gebreken: beperkte (kritische) leesvaardigheid, gebrekkige woordenschat, slechte
uitspraak, laag leestempo, gebrek aan begrijpend lezen, en niet in staat zijn om langere
teksten te lezen.
Een opvallende bevinding in de derde studie was het gebruik van docenten
aantekeningen (lecture notes) door studenten. Deze aantekeningen worden door docenten
gemaakt en uitgedeeld tijdens college. Deze benadering weerhoudt studenten ervan om
zelfstandig teksten te lezen en te verwerken tot tekst in hun eigen woorden. Uit de analyse
van de dagboeken bleek dat studenten gemiddeld ruim twee keer zoveel tijd besteden
aan het lezen van deze aantekeningen van docenten dan aan het lezen van tekstboeken
of artikelen. Dit systeem werkt niet bevorderend voor het ontwikkelen van kritische en
zelfstandige leesvaardigheid.
De kwalitatieve data uit de derde studie doen nieuw licht schijnen op de uitkomsten
van studie I en II. Uit studie III bleek dat studenten wellicht vaak lezen, maar niet veel.
De derde studie wees tevens uit dat het goed mogelijk is dat studenten er inderdaad van
overtuigd zijn dat ze een positieve attitude hebben ten opzichte van lezen (studie I en II),
en een positief zelfbeeld hebben ten opzichte van hun eigen leesvaardigheid (studie I),
maar dat de lokale onderwijscontext ze verhindert om daadwerkelijk te begrijpen wat het
betekent om een goede lezer te zijn. Uit de interviews van studie III bleek onder andere
dat de problemen die studenten hebben met academische leesvaardigheid ontstaan
op de lagere en middelbare school, vanwege het systeem van ‘spoon-feeding’ en het
gebrek aan onderwijsmiddelen en boeken. Daarom zijn veel studenten die binnenkomen
op de universiteit niet gewend om zelfstandig te leren en te lezen. Bovendien is hun
leesvaardigheidsniveau laag en behoeft het verbetering. Maar vanaf het moment dat deze
studenten binnenkomen in het tertiaire systeem, worden hun problemen met academische
leesvaardigheid deels in stand gehouden, door een aantal contextuele factoren: gebrek
aan tekstboeken en slechte kwaliteit van boeken, een cultuur van aantekeningen (lecture
notes) die door de docenten worden verspreid, grote groepen met weinig mogelijkheid tot
individuele aandacht, afkijken, geen eigenaarschap (ownership) van het leesprobleem door
de docenten, en weinig activiteiten die op leesmotivatie zijn gericht. Hoewel studenten
veel tijd besteden aan hun opleiding, zelfs meer dan hun collega studenten in de VS of
Europa, wordt deze tijd vooral besteed aan het bijwonen van colleges, werkgroepen of het
lezen van aantekeningen die gemaakt zijn door de docenten. De vraag is of deze activiteiten
bevorderend zijn voor het ontwikkelen van hun academische leesvaardigheid.
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Studie IV
Op basis van de literatuurstudie en de context analyse kwam ik tot de conclusie dat er
voldoende argumenten waren om een leesinterventie uit te voeren in de onderwijspraktijk
van UCC en UEW, met als doel het leesvaardigheidsniveau van de eerstejaars studenten
te verbeteren. Deze argumenten waren de volgende: het belang dat wordt toegeschreven
aan academische leesvaardigheid in de geraadpleegde literatuur en door de docenten en
studenten in Ghana; het lage leesvaardigheidsniveau van de studenten zoals ervaren door
de docenten en de lage test scores op de leesvaardigheidstoets.
Allereerst heb ik de uitkomsten van de literatuurstudie en de context analyse vertaald
naar veertien ontwerprichtlijnen. Deze worden gebruikt als richtlijnen voor het structureren
en ondersteunen van de ontwerp- en ontwikkelactiviteiten in ontwerponderzoek (Plomp,
2007). In samenwerking met een Ghanees docententeam werd een onderwijsinterventie
ontwikkeld in de vorm van prototypes. Deze interventie was gebaseerd was op de volgende
vijf pijlers:
1.
2.
3.
4.
5.

Ontwikkelen van vakspecifiek en academisch vocabulaire
Kennis en vaardigheden vergroten met betrekking tot tekststructuur
Vergroten van motivatie voor lezen
Een geïntegreerde aanpak van vakinhoud en taalonderwijs
Gebruik van bestaande onderwijsprogramma’s in samenwerking met lokale staf

De geïntegreerde aanpak van vakinhoud en taalonderwijs betekende dat er specifieke
leesvaardigheidsoefeningen werden geïntegreerd in de inhoud van drie bestaande
eerstejaars vakken:
Inleiding tot de Literatuur (LIT111D), Inleiding Engelse taalvaardigheid (ENG101)
en Inleiding Scheikunde (CHE101). De duur van de interventie was één semester. Een
experimentele onderzoeksopzet werd toegepast, waarin studenten uit de controle en
experimentele groepen in een pre- en post-test werden getoetst op hun academische
leesvaardigheid, leesgedrag, leesattitudes en zelfwaardering van lezen.
Het formatieve evaluatieproces van de prototypes was gebaseerd op de
kwaliteitscriteria zoals voorgesteld door Nieveen (2007). De volgende criteria werden
geëvalueerd: relevantie, consistentie, de te verwachten en daadwerkelijke praktische
uitvoerbaarheid en de te verwachten en daadwerkelijke effectiviteit. De beoordeling
van deze criteria vond plaats door middel van workshops, expertbeoordelingen, microevaluaties, teamvergaderingen, en lesobservaties. Naar aanleiding van de evaluaties werden
de prototypes aangepast voor een volgende ronde van evaluatie, om tot een definitieve
interventie te komen. Het gehele proces van ontwerpen, ontwikkelen en evalueren staat
beschreven in hoofdstuk 6.
Wegens gebrek aan de te verwachtte effectiviteit is de interventie voor het vak
‘Inleiding tot de Literatuur’ in het begin van het semester stopgezet. Aan het einde van de
interventie werden de voorlopige ontwerpprincipes omgezet in definitieve ontwerpprincipes,
die als volgt geformuleerd kunnen worden:
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Als je een interventie wilt ontwerpen, met als doel om de academische
leesvaardigheid van eerstejaars studenten aan de universitaire lerarenopleidingen
in Ghana te verbeteren dan is het verstandig om de interventie de volgende
kenmerken mee te geven: nadruk op het aanleren van tekststructuur (C1); huiswerk
linken met toetsing (C2); voldoende teksten aanbieden op het juiste leesniveau
(C3); het trainen van academisch en vakspecifiek vocabulaire (C4); docenten bij
de interventie betrekken die studenten kunnen motiveren om zelfstandig te
lezen (C5); het gebruik van actieve leerstrategieën te bevorderen (C6), en om de
interventie op de volgende manier te ontwerpen: in samenwerking met docenten
in ontwikkelteams waarin eigenaarschap wordt bevorderd (P1); met voldoende
compensatie voor de tijdsbesteding van academische staf (P2); via een geïntegreerde
aanpak van vakinhoud en taalonderwijs (P3); en door het gebruik van procedurele
specificaties in de vorm van docenthandleidingen (P4). Deze aanbevelingen zijn
gebaseerd op theoretische argumenten (T1) en empirische argumenten (E1) zoals
gepresenteerd in hoofdstukken 2 tot en met 5 in dit proefschrift (cf. Van den Akker,
2010).
Over de summatieve toetsing van de uiteindelijke interventie door middel van een
experimentele opzet rapporteer ik in hoofdstuk 7. De resultaten laten zien dat studenten
in de ENG101 experimentele groep significant hoger scoorden op de post-taaltest ten
opzichte van de pre-taaltest. Bovendien was hun verschilscore op de taaltoets groter
dan die van studenten uit de controle groep, hoewel dit verschil marginaal significant
was. De resultaten lieten ook zien dat aan het eind van het semester alle studenten uit
de experimentele groep ENG101 en CHE101 significant meer tijd besteedden aan lezen
dan de studenten uit de controle groep. De verbeterde academische leesvaardigheid had
geen effect op de resultaten van de vaktoetsen van ENG101 en CHE101. Dit is mogelijk te
verklaren doordat de interventie relatief kort was (10 weken), en omdat de omvang van de
steekproef onvoldoende was (onvoldoende statistical power). Daarbij kan het gebrek aan
effect op de vaktoets voor CHE101 mogelijk worden verklaard door het type examenvragen
dat werd gesteld in de eindtoets. Voor scheikunde-examens wordt vaak gebruik gemaakt
van zogenaamde ‘formulevragen’ waarbij studenten vooral rekensommen moeten maken
en waarbij studenten weinig leesvaardigheid hoeven toe te passen.
Alle groepen, zowel de controle als de experimentele, rapporteerden aan het
einde van de interventie een lagere zelfbeoordeling van hun leesvaardigheid dan aan het
begin van de interventie. Een verklaring hiervoor zou het Dunning-Kruger effect kunnen
zijn, dat stelt dat minder competente mensen hun eigen vaardigheden overschatten door
een gebrek aan metacognitief vermogen. Alle studenten in de experimentele groep hebben
de vocabulaire- en tekststructuuroefeningen positief beoordeeld. Na grote weerstand in de
scheikundegroep gedurende de eerste drie weken van het experiment, sloeg dit om in een
positieve houding ten opzichte van de leesopdrachten.
Het onderzoek dat beschreven is in deze dissertatie draagt bij aan kennisgroei over de
onderwijscontext in Sub-Sahara Afrika. In de afgelopen vijftig jaar zijn er diverse initiatieven
ontplooid om de onderwijskwaliteit in Sub-Sahara Afrika te verbeteren. Voorbeelden hiervan
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zijn de Millennium Development Goals (UN, 2001) en het Education for All initiative (WorldEducation-Forum, 2000). Om dit soort programma’s succesvol te kunnen uitvoeren is het
van belang dat de lokale onderwijscontext en de daarbij horende uitdagingen duidelijk in
kaart worden gebracht. Het huidige onderzoek maakt inzichtelijk dat eerstejaars studenten
in de universitaire lerarenopleidingen in Ghana over onvoldoende Engelse leesvaardigheid
beschikken om hun studie zonder problemen te doorlopen. De problemen met lezen
ontstaan op de lagere en middelbare scholen en worden door contextuele factoren in
stand gehouden op tertiair niveau. Door middel van een experimentele opzet binnen de
kaders van onderwijskundig ontwerponderzoek kom ik tot mogelijke oplossingen voor dit
leesprobleem in de vorm van ontwerpprincipes. Naast wetenschappelijke resultaten levert
het onderzoek praktische handvaten in de vorm van procedurele specificaties die zijn
beschreven in docenthandleidingen.
Hoewel de resultaten van de interventie hoopvol waren, zouden toekomstige
studies gebaat zijn bij een langere interventieperiode om tot betere resultaten te komen.
Gezien de discussies in Ghana en andere Afrikaanse landen over het gebruik van lokale talen
als instructietaal in de scholen, zou een vergelijkbaar onderzoek zich kunnen richten op
leesvaardigheid in de moedertalen van de studenten. Daarnaast zou toekomstig onderzoek
gebaat zijn bij instrumenten die affectieve factoren als leesattitude en leesgedrag op een
meer gedetailleerd niveau in kaart kunnen brengen.
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