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Abstract: The study was born from an interest into how 

language students are driven to read in a second 

language, do their reading preferences and habits in 

this second language follow those of reading in their 

mother tongue.  The study paid attention to the issue 

of print versus electronic reading with these 

students. 

The study was conducted with students aged 

between eight and sixteen years of age at a Turkish 

private school.  The empirical data was drawn from 

182 completed questionnaires and four group 

interview sessions during 2019. 

Analysis of the results show that reading preferences 

and habits are transferred from mother tongue to 2nd 

language reading, especially the feeling of the 

importance of reading and the pleasure from 

reading.  Further, the study concludes that the 

majority of these students prefer paper-based 

reading for pleasure as they consider it an escape 

from the digital connection that normally engulfs 

them.  The study also concluded that English is often 

used online for research, in fact most students saw it 

as a lingua franca for academic research purposes, 

and students accept that digital reading is necessary 

in this context. 

The study found that the motivators to read that had 

the largest effect on both reading in Turkish and in 

English were the belief that reading is important to 

the students and the amount of enjoyment they felt 

by reading.  Further, as expected, the motivation to 

read has a greater influence on frequency of reading 

in Turkish than English. 
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1 Introduction 

School libraries around the world include foreign titles in their collections, in 

some cases this is to cater for students with a different mother tongue, in many 

other cases it is to support 2nd language learning. This study focuses on the 

second case of foreign language learning and reading habits of learners of 

English as a foreign language.  

Regarding mother-tongue language (or L1) reading, there have been many 

studies on the differences between reading in paper and digital formats 

published in recent years (Dundar & Akcayir, 2012; Merga, 2015; Merga & 

Mat Roni, 2017; Tveit & Mangen, 2014), to name just a few. In the field of 

English language teaching, or indeed any language teaching, students will be 

generally reading in two (or more) languages, known here as L1 (Turkish in 

regards to my study) and L2(English for the purposes of this paper). Do young 

learners have the same preferences for reading in L2 as they do in L1? Is 

digital reading in L2 an issue of convenience or preference, is there a similar 

preference for digital reading in L1?  Do attitudes towards reading in L1 follow 

a similar pattern when reading in L2? 

This study aims to investigate school children’s reading preferences and the 

results may be used to aid school librarians in understanding these preferences 

for the purposes of digital and paper collection management. Should we be 

digitally, or paper focused when it comes to L2 collections? 

As more and more people relocate for work or personal reasons, emigrating to 

other countries around the world, the number of people reading in a 2nd 

language is due to increase, understanding how people read in a 2nd language 

will assist with collection management, both digital and paper-based.  Many 

digital library user interfaces are designed to work in a single language and as 

mentioned above most studies of LIS usage are based on a single language, 

there is a growing need to understand that readers are not always using mother 

tongue or that of the local language and may even be interested in reading titles 

in a specific language or open to options on the languages that could be 

available.  Especially in digital libraries where space is only constrained by, the 

now relatively cheap, number of terabytes available on servers it becomes 

more and more practical to offer a multitude of languages, but how will readers 

use these options. 

1.1 Problem Formulation and Research Questions 

Working in a school which gives great importance to young language learners’ 

reading in two or more languages it has long been of interest to me how the 

students are motivated to read in these 2nd languages.  I have hypothesized for 

some time that students will only read in a 2nd language because they are told 

to do so.   

Contrary to this I have witnessed many older 2nd language readers among 

friends and colleagues who appear to hold a preference for reading in English 

when the works were originally written as such, or when translated from a 3rd 
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language they still have a preference for English over Turkish.  These readers 

appear to only read in Turkish when the author was indeed Turkish. 

The issue with older readers has long been observed and I have heard many 

discussions about European and in particular Scandinavian reading preferences 

for reading original works in English.  Surely this preference must come from 

somewhere and it can not be assumed that readers suddenly decide overnight to 

read in a 2nd language, it must be developed from when they were younger 

language readers.  But do they have these preferences when they are young; 

further it is often hypothesized that these young readers, being used to a digital 

world since birth, will have a preference for reading digitally over paper 

reading. 

Therefore, the main research question is defined as  

What are the reading preferences and habits for second 

language reading of young language learners at private 

schools in Turkey and do they differ from reading in a first 

language?  

The study will investigate young Turkish students and the issues that concern 

their reading choices; in which languages they read, how often they read in 

each language as well as formats they use for reading.  Being young learners 

and often being described as ‘constantly connected’ the issue of print versus 

digital will of course be prevalent during the study.  Further, as the 2nd 

language in question is English and the study is based in Turkey and that 

English language physical books are rather expensive it is hypothesized that 

2nd language reading will be mostly conducted digitally.  However, the focus is 

intended to be more preference based than simply digital versus print – 

therefore digital versus print is just one aspect alongside others such as amount 

of reading, reasons for reading and other preferences (and are these 

transferable from mother tongue based reading to reading in a second 

language)? 

We can therefore define the research questions as 

RQ1. How does preference for reading either digitally or paper-based 

affect the reading mode in both L1 and L2? 

RQ1a. How does the availability of digital or paper-based 

reading materials effect reading mode preferences in L1 and L2? 

RQ1b. What kinds of texts are read digitally and/or on paper and 

do these differ between languages? 

RQ2. Which and to what extent do preferences and attitudes towards 

reading transfer between L1 and L2? 

RQ2a. What motivational factors effect reading frequency in L1 

and/or L2? 
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1.2 Aims and Objectives 

The aim of this thesis is to better understand the reading habits of young 

students in both mother tongue and a second language and to learn to what 

extent these are harmonious or divergent. 

The objectives of this study are to: 

1. Conduct a quantitative survey of young Turkish students to obtain 

insight into reading habits and attitudes in L1 and L2. 

2. Conduct a series of group interviews to gain a deeper insight into 

students’ preferences and attitudes as well as the reasoning behind 

them. 

3. Analyse the resultant data against existing theories and hypotheses in 

order to identify the preferences of these young readers. 

 

1.3 The Use of the Terms ‘Reading’ and ‘Digital-
Reading’ in Relation to this Study 

The term reading can be related to many tasks, it could mean reading a novel, a 

non-fiction book, a magazine or newspaper or even reading the cooking 

instructions for a microwave pizza or reading a road sign while travelling at 

seventy miles-an-hour on a highway.  Likewise, digital reading can take many 

forms, it could refer to reading an electronic representation of a printed book, 

listening to a digital recording of a book, reading a website, text message or e-

mail.   For the purposes of this paper the main focus will be on reading books, 

fiction or non-fiction, in either paper or digital form.  There will be some 

reference to other forms of reading where appropriate and these will be clearly 

stated. 

Throughout the text the terms e-book, digital reader, electronic book and 

digital book may be used interchangeably to refer to a digital representation of 

a book, fiction or non-fiction.  Audio books may also be included in these 

terms but in general audio books will be referenced separately in this study.  A 

distinction is made between audio books and narrated books in that audio 

books will refer to books where the reader simply listens without the option to 

read whereas narrated books will allow the reader to read the text as the 

narration is played; it should also be stated that narrated books may or may not 

allow the reader to turn on or off the narration. 

E-books may also refer to hyperlinked novels, animated and/or narrated books, 

gamified books, plain textual books or other such electronic books that allow 

the reader to read on an electronic device. 

In the main an electronic device will refer to a computer (desktop or laptop), a 

tablet (iPad, Android or similar), a mobile phone, a games tablet, an e-reader or 

other suitable electronic device.  Where necessary reference to a specific 

device will be made, however in the main an electronic device could refer to 

one or many of those listed above.  
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2 Literature Review 

As this study has two main focuses, the differences between reading digitally and 

reading on paper as well as differences between reading in a 2nd language and that 

of reading in a mother tongue I have looked at both factors during the initial 

research phase of the study, however firstly some general reading trends are 

discussed. 

2.1 Reading in General 

Before looking at reading digital or print or even English or Turkish it would be 

wise to look at some general reading trends in order to understand how often 

young readers read as well as the enjoyment they get from reading and whether 

they find reading an important activity.  Before looking at whether reading from 

paper or from screen, or if reading in a specific language is conducted frequently 

enough it would be wise to understand some benchmarks.  The same applies to 

the enjoyment to read or the importance placed on reading, before comparing how 

much our students enjoy reading in their mother tongue or in a 2nd language it is 

worth spending some time to understand how their peers from other countries 

may feel.  

The US-based publisher Scholastic Inc. have been conducting surveys on reading 

with children for a number of years in the USA (2011, 2013, 2015a, 2017a) as 

well as more recently in the UK (2015b), Canada (2017b), Australia (2016a) as 

well as India (2016b).  And, it is not just Scholastic who are interested in 

children’s reading habits, the UK based National Literacy Trust have also 

conducted a number of studies, Clark (2013, 2016), Clark & Teravainen (2017) 

and Picton & Clark (2015) which includes reports concerning reading frequency, 

enjoyment and the importance placed on reading.  I was unable to locate any 

statistics for reading in young learners in regards to Turkey, this study aims to 

help fill this gap. 

2.1.1 The Time Spent Reading 

In the United Kingdom Clark (2013) reported that just 28.4% of young people 

were reading on a daily basis outside of class, through subsequent years this 

figure rose to as high as 43% in 2015 before dropping down to just 32% in 2016, 

(Clark & Teravainen, 2017).  In the USA Scholastic Inc. (2017a) also report that 

in 2016 just 32% of young readers are reading between five and seven times a 

week.  The tables below show a compilation of the reading frequencies gathered 

from both the Scholastic studies in the USA (Table 1) as well as the National 

Literacy Trust (Table 2) studies in the UK. 

 
 US 

2010 
US 

2012 
US 

2014 
US 

2016 
INDIA 
2015 

UK 
2015 

AUSTRALLIA 
2015 

CANADA 
2017 

5-7 times a week 37% 34% 31% 32% 32% 34% 37% 34% 
1 – 4 times a week 42% 40% 42% 44% 60% 37% 38% 50% 

Less Frequently 21% 26% 27% 24% 8% 29% 25% 16% 
Table 1: Reading Frequency (Scholastic) 

Compiled from Scholastic reports 2010-2017 

 



 
5 

 

 UK 2010 UK 2012 UK 2014 UK 2016 

Reading Daily 29% 28% 41% 32% 
Table 2: Reading Frequency (National Literacy Trust) 

Compiled from National Literacy Trust reports 2010-2016. 

 

In both sets of studies there have been comparisons made between the frequency 

of reading reported by boys and the frequency reported by girls, as often said the 

frequency is reported higher for girls than it is for boys, Table 3 below shows 

these findings from the two agencies for the UK and USA. 

 

 2010 2012 2014 2016 

Boys 5-7 times a week USA  32% 32% 24% 27% 
Girls 5-7 times a week USA 42% 36% 39% 37% 

Boys Reading Daily UK 24% 24% 36% 28% 
Girls Reading Daily UK 34% 33% 47% 37% 

Table 3: Boys vs Girls Reading Frequency 
Compiled from Scholastic and National Literacy Trust reports 2010-2016 

 

In Turkey a recent report by the European Statistical Institute (Eurostat) found 

that readers in Turkey aged between 20 and 74 years old read for an average of 

just 7 minutes per day and that only 10% of this age group considered reading as a 

main activity in which they took part (European Statistical Institute (Eurostat), 

2018).  Surprisingly this was not the lowest results, even readers in the United 

Kingdom spent only 6 minutes per day reading on average and just 2.6% of 

people in France considered themselves as regular readers.  On top were the 

Finnish where over 16% of the population saw themselves as regular readers and 

Estonians read the longest with 13 minutes on average per day.  Unfortunately, in 

Turkey no data can be found to show the reading frequency of young readers, in 

part this study will fill some of these gaps. 

2.1.2 Enjoyment of Reading 

Again, both Scholastic in the USA and the National Literacy Trust in the UK have 

been studying the enjoyment that young readers experience when reading books.  

Scholastic Inc. (2017a) report that 58% of children enjoyed reading books and 

that 26% rated it as ‘Love it’ and 32% as ‘Like it a lot’, overall this compares with 

60% in 2010.  Similarly in the UK, the National Literacy Trust survey, Clark & 

Teravainen (2017) report that 59% of children reported that they found reading 

enjoyable, an increase from just 49% in 2010.   

 

In the UK the breakdown between genders in 2016 showed that girls found 

reading to be more enjoyable than boys did, 65% compared with 52%.  Likewise, 

in the USA girls again reported more enjoyment from reading where 68% of girls 

liked or loved reading compared to just 49% of boys.  

 

Students appear to enjoy reading books more if they are given a choice in what to 

read, the US study by Scholastic Inc. (2017a) found that 89% of young readers 

agreed with the statement ‘My favourite books are the ones I have picked out 

myself.’, this agreement is equal between boys (88%) and girls (89%).  Day & 

Bamford (2002) also list choice of reading materials as one of their 10 principles 

of effective extensive reading.  Although I was unable to find any relevant 

literature for Turkish students’ I believe that Turkish children also enjoy choosing 
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books for themselves, however due to the lack of supporting evidence this is just 

observational at present but will be addressed as part of this study. 

2.1.3 The Importance of Reading 

In the USA, Scholastic Inc. (2017a) reported that 55% of children believed 

reading for fun to be important, this was broken down as 33% who believed 

reading to be very important and 22% who reported it as extremely important.  

This showed a 5% increase overall from responses to the same question in 2010.  

It was found that girls found reading to be more important than boys, 62% of girls 

compared with 47% of boys who agreed that reading for fun was very or 

extremely important.  Reasons as to why they felt reading is important was not 

mentioned in the 2016 study, with the exceptions of some comments from a 

mother and a 17-year-old girl who both mentioned that it helps improve 

vocabulary.  However, in the 2010 study reasons related to areas such as ‘Getting 

Lost in a Story’, ‘Learning and Succeeding’ and ‘Gaining Personal Insight’ 

received moderate to high levels of importance placed on them as reasons to read. 

 

In the UK Clark (2016) reports that 79% and 82% of boys and girls respectively 

agreed with the statement ‘The more I read, the better I become.’ as well as 

reporting in Clark & Teravainen (2017) that 76% of young readers agree with the 

statement ‘Reading in important’ and 80% with the statement ‘I believe reading 

will help me learn more’ showing positive attitudes towards reading. 

 

Students also appear to understand that they would benefit from reading more 

books, in 2016 Scholastic reported that 76% of children agreed with the statement 

that they know they should read more books for fun, this was evenly distributed 

between boys and girls. 

2.1.4 Reading Performance 

The Organisation for Economic Co-operation and Development (OECD), which 

studies the educational performance of 15-year-old students around the world, 

recently announced results from their 2018 study, OECD (2019).  In reading 

performance students in the USA and UK ranked 7th and 8th, while students in 

Turkey ranked 31st from the 37 OECD participating countries studied.  As can be 

seen girls were reported to perform better in these 3 countries as well as in all 37 

OECD countries studied. 

 

 USA UK Turkey OECD Average 

Boys 494 494 453 472 
Girls 517 514 478 502 

Total 505 504 466 487 
Table 4: OECD Reading Performance 2018 

 

In addition, TIMSS & PIRLS International Study Center have conducted studies 

into both print based and electronic based reading performance in 2015 and 2016 

respectively (Mullis, Martin, Foy & Hooper, 2017a, 2017b).  Comparable data 

exists for both the UK (print only) and the USA, however, Turkey was not 

included in either study. 
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2.2 Print Versus Digital Reading in a Mother Tongue 

Before looking into aspects that may affect second language reading it is worth 

looking at some of the research that has been conducted in relation to digital 

reading.  Much of the research into digital reading has been conducted on reading 

in a mother tongue but it is worth considering in relation to this study as it forms a 

basis for understanding preferences for reading digitally that may be transferable 

between first and second languages.  This section is meant as a brief review of 

some of the previous research into reading habits, preferences for reading between 

print and digital with a focus on young readers in their mother tongue. 

Section 2.3 will look at the previous research that has been conducted into reading 

in a foreign language, mostly paper based but also, where relevant, in digital form 

too.   

2.2.1 Comprehension and Reading Time 

A great amount of research has focused on the differences between reading time 

in digital vs. paper reading, such as Dundar & Akcayir (2012), Grimshaw, 

Dungworth, Mcknight, & Morris (2007) and Sackstein, Spark, & Jenkins (2015) 

and this research also asks whether the same comprehension levels can be 

obtained when reading digitally as they can when reading from paper.   

Many early studies, such as Mangen (2008) and Wästlund, Reinikka, Norlander, 

& Archer (2005) as cited in Picton & Clark (2015) state that comprehension is 

compromised when reading from screen rather than from reading from paper.  

However there are other research studies, as shown below, that conflicts with 

these studies. 

Research by Grimshaw et al. (2007) looked at the differences between reading 

CD-ROM based e-books (both with and without narration), textual e-books and 

paper based reading with nine to eleven year old students.  The study revealed that 

CD-ROM based texts with additional features such as an online dictionary took 

students significantly longer to read than the paper-based texts, but that textual e-

books took around the same time to complete.  This could in fact be due to the 

increased usage of the online dictionary which was accessed 152 times by 18 of 

the 25 children during the reading sessions whereas the printed dictionary was 

only accessed once by just one of the 25 students, Merga (2015) also suggests that 

although use of a built-in dictionary aids comprehension it also hinders reading 

fluency.  Comprehension levels were also assessed by this study which also 

revealed no significant difference between p-book and e-book reading, the only 

form of reading which proved to aid comprehension was the narrated version, 

which the authors suggest could be a result of the professional actors correct use 

of intonation and emphasis as well as the sound effects and animation aiding with 

textual and contextual clues. 

A more recent study conducted in Turkey by Dundar & Akcayir (2012) also 

studied the effects of reading on tablets donated to schools under the F@ith 

project (of which the author’s son was a recipient) with 20 fifth grade students 

reading texts selected from the Ministry of Education set book list.  A control 

group read on paper and the treatment group on a standard Android tablet and an 

11-question comprehension test administered.  Results from examining both 

reading speed and comprehension showed no significant difference between the 
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types of reading undertaken.  Another Turkish study, Aydemir, Öztürk, & 

Horzum (2013), found that for narrative texts there was no difference in 

comprehension but that for informative texts the group reading digitally 

performed better than the control group. 

Most recently as reported in Sackstein et al. (2015) who studied older students 

(aged 15-23 years) also found that there was no significant difference to be found 

between reading speeds and comprehension when reading between p-books and e-

books.  They do however go on to suggest that the familiarity that these millennial 

and post-millennial aged students have with technology removes any hinderance 

they may have from reading on screens.   

From an educational perspective it can be seen that today’s students are just as 

comfortable reading from screen as they are from paper.  Maybe the discussion is 

therefore about preferences rather than efficiency and effectiveness of reading and 

understanding. 

2.2.2 The Growth of Digital Reading and Format Preferences 

As mentioned in section 2.1 above, the US-based publisher Scholastic Inc. (2011, 

2013, 2015a, 2015b, 2016a, 2016b, 2017a, 2017b) and the UK based National 

Literacy Trust Clark (2013, 2016), Clark & Teravainen (2017) and Picton & Clark 

(2015) have been conducting surveys on reading with children for a number of 

years which also includes questions on traditional and electronic reading formats.  

The table below summarises, as far as possible, the findings from the Scholastic 

research in USA and other countries in response to one of the questions, namely ‘I 

have read an e-book’. 

 2010 2012 2014 2016 
UK 

2015 
Australia 

2015 
India 
2015 

Canada 
2017 

Kids 25% 46% 61% - 43% 33% 64% 42% 

Parents 14% 41% 45% - 57% 39% 74% - 

Table 5: I have read an e-book (Scholastic Research) 
Compiled from Scholastic reports 2010-2016 

 

Only nine years ago under a quarter of those surveyed in the United States had 

ever read an e-book, however this had risen to almost two-thirds of US students 

and almost half of parents by 2014 – in just five short years.  These increases also 

match the UKs National Literacy Trust findings in that between 2010 and 2012 

the reading of e-books among children doubled from 5.6% and 11.9% (Picton, 

2014).  

However, the growth of reading is not the main focus here, rather what do 

children prefer to read, again much research has looked into this Chaudhry 

(2014), Dierking (2015), Dundar & Akcayir (2012), Greenfield (2012), Grimshaw 

et al. (2007), Ip, Chu, & Sit (2010), Maynard (2010), Merga (2015), Merga & Mat 

Roni (2017) and Tveit & Mangen (2014), to name but a few. 

The above-mentioned Scholastic research asks a number of questions related to 

preferences towards printed or electronic reading. 
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 2012 2014 2016 
UK 

2015 
Australia 

2015 
India 
2015 

Canada 
2017 

e-books 19% 11% 16% 22% 13% 36% 10% 

Print 
books 

43% 55% 45% 49% 55% 44% 67% 

No 
preference 

38% 34% 39% 28% 32% 20% 23% 

Table 6: Preferences for Reading Formats - kids (Scholastic) 
Compiled from Scholastic reports 2010-2016 

 

In each of these five countries there appears to be no doubt that the most popular 

preference is still with print books and that even with the passage of time little 

seems to be changing in the USA.  For the purposes of this study India (Scholastic 

Inc., 2016b) stands out with the largest preference for e-books, maybe this is due 

to the diversity of languages in India and that this study focused on the English-

speaking population in India. 

 

The above data reflects preference for reading whether or not they have 

experienced reading e-books before, the table below shows that even after 

children experience reading an e-book they would still largely prefer print books 

when available. 

 
 

 2010 2012 2014 2016 
UK 

2015 
Australia 

2015 
India 
2015 

Canada 
2017 

Kids 66% 58% 65% 65% 68% 79% 80% 80% 
Parents - 48% 53% - 55% 54% 52% - 

Table 7: I would always want to read books printed on paper even though there are e-books 
available (Scholastic) 

Compiled from Scholastic reports 2010-2016 

 

Firstly, it is interesting to see that although India has the highest preference for e-

books as shown in Table 6 it also has the highest preference for reading paper 

books from those that have read an e-book.  Secondly, it would appear from this 

table that our post-millennial children are less likely to reach for an e-reader than 

their parents.  It is also interesting to note that very little has changed over time 

when looking at the US study. 

 

In the National Literacy Trusts 2012 study of UK Children’s reading habits Clark 

(2013) in Picton (2014) states that, in general, the percentage of children reading 

in print was surpassed by those reading on screen for the first time in 2012.  It 

should be noted however that this UK study reported that 52% preferred reading 

on screen and only 32% preferred print conflicts with the Scholastic Inc. report 

(2013) of the same time frame in the USA where only 19% preferred to read on 

screen.  The discrepancy is likely that the scholastic study focuses on reading 

books (either print or digital) whereas the Literacy Trust survey includes a whole 

range of traditional and digital media including books, comics, e-books, song 

lyrics, websites, newspaper and magazines as well as instant messages, emails and 

many more.  As reported in Clark & Teravainen (2017), the National Literacy 
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Trust stated that what children were reading was mostly of the non-literary kind, 

for instance 67.4% of children were reading text messages whereas only 44.2% 

were reading fiction (in print) and that just 11.1% of children read an e-book at 

least once a month. 

 

Whether children do actually prefer to read on digital devices is also questioned 

by Merga (2015) and Merga & Mat Roni (2017) and in particular challenges Marc 

Prensky’s assumption (2001) that Digital Natives’ use of ICT is superior to older 

generations.  Merga & Mat Roni (2017) suggest that those who generally read 

more frequently are also likely to read more on a digital device (a finding shared 

by Ip et al. (2010) in their Hong Kong study).  On the other hand, in a study 

comparing reading devices Maynard (2010) found that children were more 

acceptive of digital reading devices than their parents, the study found that half 

the children preferred to read on a kindle whereas all of the parents preferred to 

read on paper.   

 

Exposure to e-books seems to have some impact in increasing the amount of 

reading conducted, Maynard (2010) reports that exposure to reading on a kindle 

encouraged at least one reluctant reader to read more and to read more of their 

own free will, he also noted that all participants read more than usual throughout 

their participation in the study.   In the US Scholastic Inc. (2013) found that 51% 

of children found that they enjoyed reading more after they started reading e-

books.  Chaudhry (2014) also reported that during post-experiment conversations 

it was noted that students’ interest in e-books could be exploited to promote both 

e-book reading and reading in general with students.  Dierking (2015) also noted 

that students found the use of e-readers an escape from “regular” English lessons 

and a novelty which can be and in this study was a unique way to encourage 

students to read more.  Greenlee-Moore & Smith (1996) as cited in Grimshaw et 

al. (2007) also found that while their control groups and study groups were both 

enthusiastic to read and complete the comprehension testing they found those 

reading from CD-ROM to be the most eager.  For some at least it appears that 

exposure to e-books plays some part in increasing the motivation to read, both 

digitally and on paper.   

 

These studies focus on reading e-books in mother tongue, how young readers feel 

towards reading digitally in a second language will be discussed during this study.  

Additionally, no data currently exists for print or digital reading preferences with 

Turkish students, this study hopes to learn these students’ reading preferences. 

2.2.3 What do Young Readers Appreciate about E-Books 

Although many still prefer to read in print there is a growing increase in the 

proportion of children interested in reading e-books, as shown above the increase 

in those that have actually read an e-book jumped from 25% to 61% in a four year 

period but it is interesting that children also felt that more access to e-books 

would help them read more, increasing from 33% in 2010 to 50% in 2014 (Picton 

& Clark, 2015; Scholastic Inc., 2011, 2015b).   

 

Several authors mention benefits of e-books over print books, such as Dierking 

(2015), Grimshaw et al. (2007), MacFadyen (2012) and Merga & Mat Roni 

(2017), and these can be briefly summarised as follows 

• Dictionaries 
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For one, as mentioned before Grimshaw et al. (2007) found that students 

took full advantage of the built-in dictionary with CD-ROM based e-

books, Chaudhry (2014) also noted the advantage of a built-in dictionary 

with the word coinage in Dr Seuss’ books.  As of 2012, Scholastic Inc. 

(2013) reported that 72% of children found a dictionary an important 

aspect of e-books.   

• Privacy 

Privacy is one issue raised in Dierking (2015) in that the use of Nooks 

afforded the reader a sense of privacy in that others do not know what is 

being read by the reader, for example a child may read a book about a gay 

footballer that may otherwise have drawn negative comments from 

classmates, similar findings can be found in Scholastic Inc. (2013).  

Likewise MacFadyen (2012) citing Bosman (2010) and Oder, Albanese & 

Kuzyk (2009) states that e-readers and thusly e-books offer privacy from 

public display of reading habits.   

Linking to the use of dictionaries and privacy is ‘privacy of failure’ as 

mentioned in Greenlee-Moore & Smith (1996) cited in Grimshaw et al. 

(2007) where pronunciation and definition of difficult words is available at 

a click rather than from the teacher, Grimshaw et al. (2007) also suggests 

this instant help reduces ‘down-time’ and therefore aids with flow as well 

as comprehension. 

• Narration and multimedia 

In the study by Grimshaw et al. (2007) students reading the Little Prince 

with accompanying narration by a well-known professional actor scored 

better than their peers, the authors suggest this is likely to students 

obtaining a greater understanding of the context of the story by the correct 

use of intonation and emphasis reducing the load on the students’ working 

memory.  Additionally, it is suggested that pictures and animations may 

also play an important role in adding to textual and contextual clues.  This 

is backed up by Bus, Takacs, & Kegel (2015) and Takacs, Swart, & Bus 

(2015) who suggest that multimedia aids young learners comprehension of 

stories in much the same way that illustrations aid story recall and 

understanding in traditional print media. 

• Display Attributes 

With most e-books the reader can increase or decrease the font-sizes to 

make it more comfortable to read text. Both Dierking (2015) and Dundar 

& Akcayir (2012) found that students reported these ergonomic features 

beneficial when using Nooks and tablets respectively. 

• Lightweight libraries 

Dundar & Akcayir (2012), MacFadyen (2012), Merga & Mat Roni (2017) 

and Scholastic Inc. (2013) all discuss the fact that one light weight device 

can hold a range of books therefore saving space in student back packs, 

rather than a number of heavy books, just one tablet or kindle is all that is 

required.   

 

However it should be noted that studies also highlight drawbacks in the use of e-

books, Merga & Mat Roni (2017) list a number of disadvantages or hinderances 

such as the need for internet access to download new titles, DRM technology, 

incompatibility of formats such as .epub, .pdf and .mobi as well as readers 

becoming over-reliant on support systems such as pop-up dictionaries, as with 

Grimshaw et al. (2007), and distractions from other apps that may be installed, the 

later also being shown in a Norwegian study by Tveit & Mangen (2014) who 
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found that some students were keen to try all the functions of the devices; Bus et 

al. (2015) and Takacs et al. (2015) also warn that pop-up dictionaries, hot-spots 

and games can be distractions to young learners and cause cognitive overload.  

Tveit & Mangen (2014) also found issues with eye fatigue or headaches because 

of the use of the e-reader.   Adult readers in the Maynard (2010) study cited issues 

such as battery-life and not being able to sense progression through a book as 

some of the reasons towards their preference of traditional print media.  Students 

in the UK reported that social media notifications may distract from reading when 

using a smartphone of tablet, Picton & Clark (2015). 

2.2.4 Devices used by Children to Read E-Books 

Much of the early research involved children reading e-books on computers, 

laptops or desktops, however phones, tablets (both Apple and Android) and e-

readers are becoming more popular especially with the younger generations. 

 

Scholastic Inc.'s reports (2011, 2013, 2015a) provide details of how children in 

the USA are reading e-books, see Table 8 below, and it is noticeable that the 

increase in e-reader and tablet usage jumped from 7% and 3% to 21% and 35% in 

just four years. 
 

 2010 2012 2014 

Desktop 17% 19% 17% 
Laptop 13% 22% 18% 

E-reader 7% 19% 21% 
Tablet 3% 21% 35% 

Phone 

8% 16% 

16% 
Handheld Game system 6% 

iPod Touch 9% 
E-learning Tablet 13% 

Do not read e-books 75% 54% 39% 
Table 8: How e-books are read (scholastic) 

Compiled from Scholastic reports 2010-2014 

 

Following the F@ith project’s donation of tablets to state school children in 

Turkey, as seen in Dundar & Akcayir (2012), one may expect tablet use to be 

generally high in this country.  However, Daniels (2017) studied students at a 

Turkish private school and found that just 32% of students used a tablet to read e-

books (in similarity with the above USA figures), the remainder being broken 

down as 49% a laptop PC, 10% a desktop and 9% a phone to read e-books 

assigned by their teachers. 

 

In an Australian study of eight to twelve year olds Merga & Mat Roni (2017) 

found that 94.5% of respondents had access to a computer, 84.8% to an iPad or e-

reader and just 34.6% access to a mobile phone.  For all three available reading 

devices the frequency of which they were used for reading purposes was low, 

however it was noted that daily readers were more inclined to read on an iPad or 

e-reader than computer or mobile phone.  They suggest the use of tablets may be 

preferred because of ease of use of these devices. 

 

In a UK study Maynard (2010) asked three families to test reading on three 

devices, an Amazon Kindle, a Nintendo DS-Lite and an Apple iPod Touch.  Even 

with a limited sample, results were clear that the Amazon Kindle was the 
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preferred e-reading device in all 3 families.  It should be noted however that this 

was before the launch of the iPad in the UK which may lead to a different answer 

if repeated today. 

 

Greenfield (2012) suggests that there may be some lag in technology acquisition 

by children as they accept tablets handed down by parents upgrading to newer 

models, further he goes on to quote CEO of a Reading is Fundamental (a 

Washington DC based non-profit organisation dedicated to promoting reading and 

literacy among disadvantaged children) in saying that a digital divide exists where 

low income families cannot provide these tools for their children to read e-books.  

However, the UK’s National Literacy Trust study in 2012 stated that 97% of 

children had access to a digital device on which e-reading can be done. 

2.2.5 What Children Choose to Read 

Many of the studies noted above focus mainly on reading e-books, however it 

would be unwise to suggest this is the only digital reading that children are doing.  

The UK’s National Literacy Studies (Clark, 2013, 2016; Clark & Teravainen, 

2017) have tracked reading in all formats, including but not limited to fiction 

(print), text messages, e-books, comics, websites and e-mails.  In Clark & 

Teravainen (2017) they report that between 2010 and 2014 reading in all formats, 

especially digital increased but that reading in general decreased after 2015, 

however song lyrics and non-fiction were the exception to this in 2016.  2015 saw 

digital reading continue to lead over off-line reading, in particular the mean time 

spent reading online was around 100 minutes compared with just 41 minutes 

reading a book (Clark, 2016). 

2.3 Reading in a Second Language 

Whereas the earlier section 2.2 focused mainly on digital versus print reading this 

section will focus on the differences between reading in a 2nd language and 

reading in a mother tongue.  It will look at reading attitudes and whether these are 

transferred when reading in a foreign language, does gender affect reading in a 2nd 

language as we understand it does in the mother tongue and how does language 

used online affect reading in this 2nd language. 

2.3.1 Attitudes Towards Reading (P or E) in L2 

It could be assumed that a student who enjoys reading in their mother tongue 

would also enjoy reading in a second language, of course assuming they can 

understand at a sufficient level, and that vice-versa those that dislike reading in L1 

would also refrain from reading in L2.  As such their L1 reading attitudes could 

come from their attitudes about reading in L1 as stated by Day and Bamford 

(1998), "Assuming that students are already literate in their first language, one 

source of attitudes toward second language reading is the attitude that students 

have toward reading in their native language”. 

2.3.2 Reading in L1 and the Effect on L2 Reading 

Akbari, Ghonsooly, Ghazanfari, & Shahriari (2017), Camiciottoli (2001), Iftanti 

(2015) and Yamashita (2004) all found that reading attitudes in L1 are 

transferable to reading attitudes in L2 and that a joy of reading in L1 is most 

likely to affect the willingness to read in L2.  Akbari et al. (2017) state that those 

students who feel L1 reading is beneficial to them will have a positive feeling 

towards reading and may thusly transfer these attitudes to L2 reading. 
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Yamashita (2004) studied Japanese university students attitudes based on anxiety, 

comfort, value and self-perception and found correlation between L1 and L2 

reading attitudes, however despite concluding that attitudes in L1 are related to L2 

found that the value placed on reading in both languages was the only condition 

that remained the same.  In general, there are more positive attitudes to reading in 

L1 as students are less anxious, more comfortable and have a stronger self-

perception when reading mother tongue as opposed to a second language.  They 

also stress that language learners need some basic proficiency in the second 

language before this transfer can occur. 

Iftanti's (2015) qualitative study of five Indonesian students also found that strong 

reading habits in L1 transferred when reading in L2, such habits may come from 

parents reading habits (even in mother tongue), availability of reading material 

and even receiving books as presents.  Also suggested is that cultural phenomena 

such as Harry Potter increases interest to read in English and develop good 

English reading habits, as are box-office hits which can lead to students reading 

film reviews in English.  Iftanti (2015) further states that his findings are in-line 

with those of Camiciottoli (2001) whose study of Italian students shows that the 

amount of reading in L1 has a significant effect on the amount and frequency of 

L2 reading. 

2.3.3 Reading Between the Genders 

Differences in L1 reading performance between genders has been reported on in 

numerous studies, most commonly it is reported that girls enjoy reading and read 

more than boys Clark (2013, 2016), Clark & Teravainen (2017) and Scholastic 

Inc. (2016a, 2017a) to name just a few. 

Even with reading in a second language it is commonly found that girls have a 

more positive attitude to reading in L2.  In a study of 812 Kuwaiti 5th and 6th 

grade students Al-Adwani & Al-Fadley (2017) found that girls have a more 

positive attitude towards L2 reading and that boys may even find reading for 

pleasure an effeminate activity and as such uncool.  Similarly in Malaysia Sani & 

Zain (2011) studied 200 16-year-olds and concluded that girls have a more 

positive attitude towards L2 reading, and showed better comprehension, than 

boys.  Also in Malaysia Mohd-Asraf & Abdullah (2016) studied first, second and 

third grade primary school students attitudes and in particular the differences 

between boys and girls and also found that girls had a more positive attitude 

towards reading in English as a second language both for academic and 

recreational purposes.  In contrast to this, a study in Hong Kong Ip et al. (2010) 

found that boys used the Hong Kong Education City Digital Library more 

frequently than girls and read for twice as long, they were also more likely to use 

it to learn English. 

2.3.4 Digital Reading in L2 

The section focuses on reading digitally in a second language, unfortunately I was 

unable to find any existing studies of Turkish young learners reading digitally in a 

second language, hence the need for the current study.  However, the studies that 

follow help to understand students’ attitudes towards reading in this manner. 

2.3.4.1 Digital L2 Reading in General 

Learning more about which languages L2 students use online may in part lead to 

understanding their attitudes towards reading e-books in a second language.  In 
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Malaysia Tan, Ng, & Saw (2010) report that 77% of their study participants (535 

Year 10 students from five urban secondary schools in Penang, Malaysia) 

preferred to use English online.  This is echoed in Abidin, Pourmohammadi, 

Varasingam, & Lean (2014) who report that 72.9% of students (240 Form-Four 

students from four secondary schools in Penang Island, Malaysia) preferred to use 

English online due to the vast amount of material available in English.  It should 

be noted that this appears to lean more towards social-media and entertainment 

usage than book reading but it is interesting to note that availability of resources 

to read in English plays a large part in determining the language students prefer to 

use online, could availability of e-books affect digital L2 reading preferences? 

Likewise, Iftanti's (2015) study of five Indonesian college students also suggested 

that the internet supports reading in L2 due in part to the ready access to an almost 

endless supply of searchable information and e-books available online but this 

does not distinguish between e-books and other forms of digital reading. 

Romly, Maarof, & Badusah (2014) also studied reading on the internet in English 

among 155 Malaysian secondary school ESL students.  Results conflict slightly 

with those above in that just 28.4% of students read on the internet in English 

daily and just 16.8% weekly, however 43.2% said they sometimes read and only 

11.6% never used the internet to read in English.  Conversely only 3.9% had a 

low motivation to read contrasted with 11.6% having a high motivation but 84.5% 

said their motivation was moderate, it can be noted that there was no significant 

difference between male and female motivational levels. 

The materials accessed by Malaysian students were categorised by Romly et al. 

(2014) as 45% reading song lyrics, 25% newspapers, 16% online magazines and 

just 12% as reading online books.  Reading English newspapers online is also 

shown in Yunus, Lubis, & Lin (2009) who report similar figures, however they 

don’t include magazines, lyrics or books in their study.  Similarly Tan et al. 

(2010) cover a much broader spectrum of online reading but again does not 

include magazines, e-books or song lyrics.  Consequently, there appears to be 

little commonality in the reporting of L2 online reading habits.  There is however 

some correlation between L1 and L2 digital reading habits as the National 

Literacy Trust, Clark & Teravainen (2017), also report that approx. 47% of young 

readers are reading song lyrics, and 11% eBooks. 

2.3.4.2 Attitudes to Reading E-Books in L2 

Little research appears to exist related to young learners use of e-books for 

reading digitally in a second language, however there are several studies of 

university level students.  Cote & Milliner (2015) studied Japanese students’ 

preferences towards reading online books and compared pre and post study 

responses.  The authors studied 5 classes using a digital library of graded readers 

as part of a pilot program at a private university in Tokyo for a period of 15 

weeks.  Prior to the study 70% of students reported that they had never read an e-

book before, further attitudes were that 72% and 68% of students would prefer to 

read books or graded readers in paperback respectively.  Interestingly, following 

the pilot program these attitudes reversed with 77% and 89% preferring to read 

books or graded readers online respectively.  The most common reasons for this 

reversal in opinions were cited as being able to read anywhere, anytime, ease of 

use and a large library of books.  Similar findings were reported in Chen, Chen, 

Chen, & Wey (2013) where Taiwanese students found increased attitudes towards 
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reading due to the freedom given to select their own reading material, this positive 

motivational gain was also coupled with gains in reading comprehension and 

vocabulary growth. 

One study into 9th graders again in Taiwan showed further evidence that even 

young learners find reading e-books in English increases their motivation to read 

(Lin, 2010).  In this study Lin (2010) studied 109 Taiwanese students over a 10 

week long Extensive Reading Program that consisted of 140 selected e-books 

from a variety of sources.  Results from a pre-study survey and the corresponding 

post-study survey showed that these young readers had positive increases in their 

motivation to read in L2.  Prior to the study many students expressed that they had 

little interest to read in L2, while at the end of the study many were continuing to 

read e-books in English of their own accord at home.  Such improvements in 

attitude to read is also seen in Picton & Clark (2015) who studied the 

implementation of e-books in UK schools. 

The study by Lin (2010) also found that learners found that features such as oral-

reading (narration), animations and music and sound effects influenced their 

attitude towards using e-books, similar with studies presented in section 2.2.3, see 

(Bus et al., 2015; Grimshaw et al., 2007; Takacs et al., 2015).  As with Dierking 

(2015) who found that US students enjoyed the novelty of reading e-books Lin 

(2010) also found that the novelty factor influenced Taiwanese students attitude to 

read, especially in the initial 5 weeks of the study.  Another similarity is that both 

sets of students found electronic reading to be an enjoyable experience and found 

they could escape from their daily routines.  In concluding the study Lin (2010) 

states that students found “The more they read, the more they learned; the more 

they learned, the more confident [readers] they became.”, hopefully becoming 

life-long readers in English.  Finally, it is noted that a longer study may be 

required to assess the long-term effects of e-books on learners’ attitudes towards 

reading in English, while the current study will not be long-term the participants 

have been reading English e-books for a number of years. 

The Hong Kong digital library featured in the study by Ip et al. (2010) included 

both books in both Chinese and English, the survey results showed that children 

found it useful for learning English indicating that Hong Kong children consider 

reading e-books in English as being beneficial for them. 

2.3.5 Digital vs Paper Reading Time and Comprehension in L2 

The studies referenced previously in section 2.2.1 relate to students reading in 

their mother-tongue as no language differences are discussed, as with the current 

study Chaudhry (2014) investigated the use of e-books with readers at an 

international school in Kuwait who would read in a second language (English).  In 

his study, unlike the studies in section 2.2.1, Chaudhry (2014) found students took 

significantly longer to read the electronic version of the text than the printed by 10 

minutes (17.3 minutes vs. 7.4 minutes).  However, in similarity with Grimshaw et 

al. (2007) where students were found to be exploring the interactive features 

Chaudhry (2014) suggests that the same applied in his study where students spent 

time to explore the e-book’s digital features.  However again, even in a 2nd 

language the comprehension test performance showed no significant difference in 

understanding when reading digitally as opposed to reading on paper. 
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2.3.6 Factors Influencing P or E Reading Behaviours 

A study by Al-Adwani & Al-Fadley (2017) shows that ownership of digital (or 

smart) devices can have a negative impact on students reading attitude as they 

found students who owned more devices had a less positive attitude towards 

reading in general.  They also looked at the effect of general reading attitudes with 

students who had social media accounts such as Snap-Chat and again found that 

this can have a negative effect.  However, they go on to say that exposure to 

social media and smart devices can aid reading fluency in English.  On the other 

hand Abidin et al. (2014) and Tan et al. (2010) both warn that social networking is 

the most common reason for which students go online which Abidin et al. (2014) 

categorise as ‘non-productive’ rather than using more ‘productive’ online 

resources such as online journals or reading e-books. 

 

In Australia this was also reported by Merga & Mat Roni (2017) who state that 

when children are given more access to digital devices they generally read less 

and those that have access to mobile phones read even less frequently.  In the US 

the Scholastic study also supports this showing that frequent readers use digital or 

smart devices and social networking sites less than infrequent readers (Scholastic 

Inc., 2015a).  In fact, they go on to report just 41% of parents of frequent readers 

say that their child would rather use a smart device than read books compared to 

87% for infrequent reader parents. 

2.4 Summary 

This chapter started by asking how often and how much young learners enjoy 

reading, overall it appears that young readers are still reading for pleasure and 

find it enjoyable.  Further it is reported that girls appear to read more, read more 

often and enjoy reading more than boys do. However, it was not possible to locate 

any information regarding the reading behaviour of young Turkish students which 

will, of course, be addressed by this study. 

Moving on the chapter looked at issues related to reading digitally versus paper 

based reading and although a great amount of research was conducted into the 

effect of e-reading on comprehension I believe that the more recent studies show 

that this is no longer the hindrance it used to be.  Digital reading certainly appears 

to be on the increase, especially considering instant messages, social media, etc, 

but it seems clear that many still prefer to read paper books when reading novels.  

Some studies have shown that enhancements that e-books can offer can improve 

both comprehension as well as a learner’s interest to read.  Again, no data exists 

for Turkish young learners and as such this study aims to address this. 

A number of studies addressed the issue of reading in a second language and 

some suggest that reading preferences in a second language are related to an 

individual’s reading preference in their mother tongue.  Reading digitally in 

English does appear to be popular with many ESL students while using the 

internet.  These studies also showed that exposure to e-books in English had a 

positive effect on students’ desire to read more e-books in English, it is unclear 

whether our young Turkish students will have the same preferences, and this 

study aims to answer this question.  
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3 Theory and Hypotheses 

In this section I discuss some of the theories and hypotheses that will be used to 

help explain this study and the assumptions made before and during the study.  

These will help to explain the empirical data collected by the study and analyse 

the results obtained from both the quantitative and qualitative surveys. 

Due to the fact that this study has two elements, digital vs print and L1 vs L2 

there will be two distinct categories to the theories or hypotheses used. 

3.1 Theory Related to Print vs Electronic Books 

3.1.1 Functional Equivalence Theory 

Functional Equivalence Theory assumes that new technologies will replace older 

ones that serve the same functional purposes and delivers the same benefits as the 

old one.  When televisions appeared in the USA it replaced certain other free time 

entertainment activities, (Weiss, 1969), such as going to the theatre, listening to 

radio broadcasts and as television started to broadcast news so did it replace 

newspaper readership, (Robinson & Martin, 2009), even book reading was 

reported to reduce by 41% and magazine reading by 28% as these functions were 

now replaced by television, (Robinson, 1972). 

So, will e-book reading replace print books when reading fiction in the same way 

as television has replaced theatre going or in the same way as cars have replaced 

horse drawn carriages?  As suggested by Neuman (2010) and cited in Mcintyre 

(2014) Functional Equivalence does not mean the new will replace the old but that 

this previously dominant medium declines in use rather than disappears.  Afterall 

television did not completely replace the radio, the radio has moved from the 

living room to the kitchen or the car, (Neuman, 2010).  Given much of the 

research mentioned in the previous chapter, it appears that books have not yet 

been replaced by e-books but rather the use of books is in a slow decline and 

therefore Functional Equivalence serves as a fitting theory.  

Further, will digital research displace the traditional physical library for the 

purposes of academic research, and will magazines or local libraries be replaced 

by search engines, blogs and other online content for personal research?  Again, 

Functional Equivalence can be used to ascertain if this will be the case. 

3.1.2 Attributes of Innovations 

The advantages that a new innovation brings can be assessed by an individual by 

comparing the original with the new.  Rogers (1995) categorised adaptors into 

five categories, innovators, early adopters, early majority, late majority, and 

laggards and argues that these groups show how willing those within them are to 

try new innovations.  For example, those that are slow to utilise a new innovation 

would be categorised as a laggard, while those quick to adopt would be 

categorised as an innovator. 

Further he describes five attributes of innovations that affect the adaptation of 

these innovations, namely, 1 - relative advantage, 2 - compatibility, 3 - 

complexity, 4 - trialability, and 5 – observability, (Rogers, 1995).   



 
19 

Relative Advantage relates to the perceived advantages the new innovation has 

over the one it supersedes, these could be economic, social or other perceived 

advantages. 

Compatibility is how compatible the new innovation is with a user’s values, past 

experiences and needs.  The more compatible the innovation is with these criteria 

the more certainty there will be for its adaption. 

Complexity deals with how easy or complicated the new innovation is to 

understand and/or use, the more complex the less certainty there can be for its 

adaptation. 

Trialability refers to the degree to which a new innovation can be tried and tested 

by a user before its adaptation.  The more a user is able to trial an innovation the 

less uncertainty they have with its adaptation. 

Observability is the degree to which users can see the results of an innovation 

prior to its use by themselves. 

This study will focus on these attributes of innovation during the analysis rather 

than the categories of adaptors.  These attributes can be considered against the 

adoption of reading e-books for pleasure in both English and Turkish as well as 

the adoption of specialised ESL e-books by our students. 

Do digital libraries, search engines and social media provide a relative advantage 

over more traditional research tools such as libraries, journals and magazines?  Do 

these adaptors see these advantages, can they test them out, observe the effects 

and are they compatible with their needs and values? 

3.2 Hypotheses Related to L1 Versus L2 Reading 

As with the study by Yamashita (2004) the current study is also interested in the 

transference of reading attitudes between L1 reading and L2 reading and will 

employ the same hypotheses that a transference of preferences does in fact exist. 

Arguably one influencer towards L2 reading attitudes is attitudes to reading in L1, 

the mother tongue, Day & Bamford (1998) state that "If students have had 

experiences with learning to read in the first language, these experiences will 

influence their attitudes toward reading in the second language." which 

hypothesises that students attitude towards reading is transferable from mother 

tongue to a second language. 

They go on to outline three other influencers which are: earlier experience reading 

in another second language, attitudes towards the second language itself and 

experience with the second language teacher and the culture in the classroom.  

The study will simply look at L1 reading attitudes and not these later three 

influencers.  Despite the fact that Day and Bamford (1998) are mostly concerned 

with extensive ESL reading the current study will also look at this transference in 

relation to reading novels or other literature for pleasure.  The current study 

hypothesises that students who enjoy reading Turkish literature may also enjoy 

reading literature in English, assuming that the reader holds a sufficient 

understanding of English. 
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The study by Yamashita (2004) referred to three components of reading attitude: 

cognitive and affective taken from the study by Mathewson (1994) which 

proposed a model of reading where attitude is one of a set of factors that will 

influence a person’s motivation and therefore intention to read.  His model of 

attitude suggests that these attitudes are made up of three parts, these are cognitive 

(the beliefs, thoughts and attributes we associate with reading), affective (feelings 

or emotions linked to reading), and conative (action readiness and behavioural 

intentions).  In Mathewson’s model, he states, “The three aspects of attitude 

toward reading form a whole attitude that influences intention to read; intention to 

read in turn influences reading behaviour”  (Mathewson, 1994).   

Mathewson (1994) also examines intrinsic and extrinsic motivators as having an 

influence on the intention to read.  Intrinsic motivators relate to the feelings about 

reading, for example enjoyment or feelings of sadness or joy and can be generated 

from personal interests and experiences.  Extrinsic motivators include things such 

as incentives, competition or even for avoidance from punishment as well as 

rewards such as grades or points for reading performance.  Mathewson also 

hypothesises that students who enjoy and are interested in what they are reading 

will find that their comprehension level is affected positively. 

3.3 Usage of Theory and Hypotheses 

The theories and hypotheses presented above will be used to shape the analysis of 

the data at the close of this study.  The data collected will be analysed against 

these theories to ascertain if they are supportive of these theories and if the 

hypotheses holds true based on the findings presented in chapter 5.  It is expected 

that these theories and hypotheses will help explain why the results appear the 

way that they do. 

 

For example, considering the question of digital texts over printed texts the study 

will investigate which, if any, of Rogers’ (1995) attributes of innovation have 

influenced users’ use of, for example, an e-book in preference to the older printed 

format.  Perhaps more importantly, we will also look at which attributes are 

irrelevant to our young readers and the evidence that suggests this.   

 

It should be noted that of course perceptions about these attributes relate purely to 

the young readers of this study rather than to myself or to the general population 

as a whole.  For example, while I may not feel that the latest iPhone has much of a 

relative advantage over an older Samsung phone, our students may find the social 

status of the new iPhone highly advantageous, even if functionally they serve the 

same purpose. 

 

While Rogers’ (1995) attitudes of innovations is ideally suited to analysing 

whether a new innovation will be adopted or rate at which it will be adopted by a 

group, this study will mainly focus on why digital texts have or have not been 

adopted.  This analysis will shed light on whether e-books or digital libraries (and 

other digital resources) have or will become functionally equivalent (Weiss, 1969) 

to the technology they could displace, namely printed books or physical libraries. 

 

When considering the transference of reading attitudes between L1 and L2 the 

hypotheses and models mentioned in section 3.2 will be judged against the results 

of this study in order to determine if the hypotheses presented by Day & Bamford 
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(1998) holds true that L1 reading has a role to play in forming attitudes to L2 

reading.  The model by Mathewson (1994) will be used to frame these attitudes as 

well as briefly examine motivational issues that may be in play, however it is Day 

& Bamford’s (1998) hypotheses that are of greatest interest.   

 

When considering transference between L1 and L2 the main focus is on reading 

for pleasure, it would be unwise to suggest that students would read ESL books 

for pleasure, while they may enjoy the experience the aim is learning rather than 

relaxation.  However, the lines between reading for pleasure and ESL reading are 

not cast in stone and of course those who dislike reading are less likely to enjoy 

ESL reading, however it must be recognised that a distinction can be made 

between reading for pleasure and reading for the purposes of learning a language.  
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4 Method 

The study undertook a mixed methods approach, there was a need to collect both 

quantitative data to explore patterns such as the frequency of reading or platforms 

used in the second language as well as qualitative data to try and ascertain reasons 

behind any trends discovered.  As suggested in Bryman (2012), the study aims to 

use mixed methods so that the qualitative aspect will help explain and illustrate 

the findings from the quantitative study. 

It is envisaged that a quantitative analysis will tell us something about the extent 

to which digital and print based reading materials are used by our young learners, 

it is also realistic to be able to ascertain some of the reasoning behind the patterns 

that may emerge, what drives them to read in a particular language or on a certain 

platform.  Although a researcher may be able to make some assumptions about 

the reasons behind why one reading method is preferred over another the use of a 

qualitative study will allow participants to put into their own words the reasons 

that may conflict or be in addition to those that the researcher assumed during the 

quantitative study. 

It was intended that the qualitative data will be used to both support and enhance, 

in other words illustrate Bryman (2012, p. 646), the quantitative data.  It was 

hoped that patterns identified in the questionnaire study would be reinforced by 

the group interview sessions therefore adding credibility to the study.  

Additionally, it was planned that the quantitative data would be enhanced with the 

addition of illustrative examples taken from the qualitative study.  The results 

showed that the qualitative study followed the same patterns as the questionnaire 

data and provided further insight into the preferences that these young readers 

held, more details can be seen in the subsequent chapters. 

4.1 Population and Sample 

As the study focused on young learners the sample consisted of Turkish students 

aged between eight and sixteen years old in a private school in Izmir Turkey.   

The school consists of five campuses, however for convenience sake only the 

main campus was used. 

The school was chosen due in part to the fact that I am employee and therefore 

have ease of access to the student population.  However, as the study is to look at 

2nd language reading the school makes an ideal choice as students are encouraged 

to read in Turkish as well as English and even other foreign languages.  Due to a 

comparatively lower level of English language abilities the inclusion of 

governmental schools was ruled out.   

Other private schools could have been included in the study in order to increase 

the population size and increase the chances of the results being transferable to 

other schools around the world.  As I am well known within the city due to my 

managerial position at one of the city’s leading schools’ access to other schools’ 

students would have been problematic due to the competitive nature of these 

schools.   

However, considering the above constraints as well as the fact that the student 

population is of the same general make up in terms of social-economic 
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background as other private schools the suitability of the sample was considered 

sufficient that results from the study could be representative for other private 

school libraries, and indeed educators, to take into consideration. Therefore, this 

study uses a convenience sample (Bryman, 2012, pp. 201-202) as the students are 

those that I am able to include, as explained above. 

4.1.1 About the School and Student Population 

The school is a private school located in Izmir, Turkey and was established over 

65 years ago.   The school provides education to students from three years old 

through to eighteen years old and holds a reputation of being one of the most 

prestigious private schools in Izmir. 

As with many private schools in Turkey, there is a great focus on learning the 

English language.  Dependent on grade level students receive between eight and 

sixteen lessons of English tuition per week, compared with between two and four 

lessons in governmental schools.  In comparison to other private schools in 

Turkey the school prides itself on providing one of the best English language 

programs, however with the rise of private schools in Turkey other schools are 

now rivalling the school in terms of the English language programs.  From a 

language point of view the school can be considered alongside other high-

achieving language schools around the country and the world. 

Generally, as with the majority of private school students in Turkey, students 

possess a high standard of English for their grade level when compared with 

governmental schools.  This influences parents to register their children at private 

schools largely in order to receive a quality education in English, however despite 

this high motivation from parents it does not always transfer to the students.   

The school does have a physical library, however there is only a small collection 

of English titles in paper form, mostly these consist of graded readers donated by 

the English department, while some other schools have better equipped physical 

and/or digital libraries these are in very short supply in the country.  There is no 

school digital library, however students in primary and middle school are assigned 

e-books weekly during the school year from the Active Learn digital library 

which is purchased from Pearson Education.  Many other schools in the region 

use the same subscription digital library or ones of a similar nature purchased 

from rival providers. 

I have observed that bookstores in Turkey are still popular and a large number of 

students have been observed reading books purchased from these stores, mostly in 

Turkish but occasionally in English too.  In addition, it is common for authors or 

small publishers to visit the school and set up book stands, these are extremely 

popular events and many students bring extra money from home to purchase said 

books – again mostly in Turkish but occasionally in English too. 

As a private school the students tend to come from middle to upper class families, 

however full or partial scholarships are available for high achieving students, 

students who have lost parents in the military, students who have suffered other 

hardships and children of employees at the school.  The school can therefore be 

compared to other private schools within Turkey and around the world in terms of 

social-economic backgrounds. 
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4.2 Language Use for the Study 

Some of the discussion in this chapter relates to the use of language for the 

quantitative and qualitative data collection methods chosen for this study.  The 

language chosen was English for a number of reasons, but it should be mentioned 

that the use of Turkish would have made data collection easier for the students.  

The reasons for the use of English were mostly: 

1. While I have a working understanding of Turkish it is not of a high 

standard, many students, especially upper-middle and high school 

students, have a higher working knowledge of English than my Turkish. 

2. The school policy forbids English teachers from using Turkish in front of 

the students for any reason, as part of the managerial team at the school I 

did not want to be seen breaking this policy.   

4.3 Quantitative Data 

Quantitative data was obtained by use of a self-completing questionnaire 

(Bryman, 2012, pp. 232-243) given to students to complete during class-time.  

The questionnaire was in English and the students’ English teacher assisted with 

language issues as they arose.   

4.3.1 Sampling for Quantitative Data 

Students were drawn from primary, middle and high school students.  Because of 

important high school and university entrance exams students in grade 8 and 12 

were excluded from this study.  In all other grades namely 4th, 5th, 6th, 7th, 9th, 10th 

and 11th grade all students were given the questionnaire.   

 

A total of 182 questionnaires were completed out of a total of 252 that were 

circulated, as the questionnaires were circulated towards the end of the school 

year there were many students absent.  For example, some 5th grade students were 

abroad for a choir competition, as well as some 7th graders absent for a basketball 

competition, by comparison almost all 9th graders were present on the day because 

of a maths exam.  Finally, students were not forced to complete the questionnaire, 

a number were returned blank or with very few questions completed.  The 

breakdown of completed questionnaires is as follows: 

 

 
 

 
 
Table 10: Response Rate by Grade 

 

Respondents were asked how long they had studied English for, all respondents 

had been learning English for at least 3 years and 95% had been learning English 

for over 5 years.  English lessons start for these students in pre-schools at the age 

 
 Completed Distributed 

Response 
Rate 

4th Grade 31 42 74% 
5th Grade 19 33 58% 
6th Grade 17 32 53% 
7th Grade 18 33 55% 
9th Grade 47 48 98% 

10th Grade 36 43 84% 
11th Grade 14 21 67% 

Total 182 252 72% 

 Count Percentage 

Boys 76 42% 
Girls 106 58% 

Table 9: Response Rate by Gender 
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of just 3 years old, therefore, with the exception of new registrations, all students 

have a good command of the English language. 

4.3.2 Questionnaire Design 

As the respondents are still relatively young it was decided that the questionnaire 

would need to be simple to complete, further, it was decided that the questions 

should be of a closed type and answerable with ticks, crosses or shading. 

Wherever possible it was decided to use Likert Scales in order to get an 

understanding of the level of agreement or disagreement with a particular aspect 

of reading, as suggested by Bryman (2012, p. 253) these scales can be useful for 

measuring attitudes.  It would also allow for easy comparison between the 2 

languages, the same 5-point scale could be used for both, such as: 

 

 English Turkish 

 Strongly 
Agree 

Agree Neutral Disagree Strongly 
Disagree 

Strongly 
Agree 

Agree Neutral Disagree Strongly 
Disagree 

I enjoy 
reading books 

          

Figure 1: Sample Likert Scale Question 

 

Not all questions could be answered with Likert scales, however it was decided to 

keep to a similar format when comparing English and Turkish reading habits for 

ease of completion by the students as well as for comparison purposes during the 

results and analysis stages. 

The size of the questionnaire was considered to be a factor in the number of 

students who would manage to complete the questionnaire, Bryman (2012, p. 

236) suggests that shorter questionnaires can yield better response rates and 

therefore a decision was reached that a two-sided A4 paper would be the 

maximum size. 

A sizable piloting of the questionnaire, as suggested by Bryman (2012, p.263) was 

not possible, however, once the initial draft was completed a practice test was 

conducted using my 14-year-old daughter as a test subject, the test indicated a few 

changes were required to clarify understanding and a final version was completed.  

The completed questionnaire can be found in Appendix A. 

4.3.3 Analysis of Quantitative Data 

Data obtained from the questionnaires was entered into an Excel spreadsheet for 

analysis and interpretation.  All questionnaires were input into a large Excel 

spreadsheet using numerical coding, for example: 

I enjoy reading books;  

    1 – strongly agree, 2 – agree; 3 – neutral, 4 - disagree, 5 – strongly disagree. 

Zero or blank was used to code an unanswered question, as suggested in Bryman 

(2012, p. 333). 

An initial analysis was conducted prior to the group interview session, this basic 

analysis simply looked at a few questions for basic frequency distribution, 

namely: 

• I enjoy reading books 



 
26 

• I enjoy reading e-books 

• How often do you read books or e-books (both English and Turkish)? 

 

Further analysis was conducted later and a number of graphs and tables produced, 

the resulting data tables can be found in Appendix C and the graphs are presented 

in chapter 5 along with a description of the results.   

 

As correlation between English and Turkish is of high importance in this study the 

use of contingency tables and resulting coefficient correlations would allow the 

strength of any relationships between the two to be seen.  In order to produce 

these, data rows were exported from Excel into R-Studio in order to produce the 

contingency table (Bryman, 2012, p. 341) and (Wildemuth, 2016, pp. 227-228) 

and calculate the Pearson correlation coefficient (Bryman, 2012, pp. 341-344).  In 

some cases, for example ‘I enjoy reading e-books.’ the resulting contingency 

tables were imported back into Excel in order to create visual representations in 

chart form. 

 

In order to visualise the frequency of responses to most questions Excel was used 

to produce a number of charts, Bryman (2012, pp. 337-338).  Due to the number 

of variables and the need to compare English vs. Turkish trends the charts used 

are primarily bar charts (Wildemuth, 2016, p. 229) of various forms, vertical, 

horizontal and stacked.   

4.4 Qualitative Data 

In order to further understand the answers given by students during quantitative 

data collection phase it was thought that a qualitative data collection and analysis 

would also be required, facts and figures would only be able to answer part of the 

problem.   

I had previously anticipated analysing the quantitative data prior to conducting the 

group interviews, this would have allowed me to ask searching questions based on 

the results of the questionnaire and delve deeper into any questions that may have 

come from the results.  However, with the academic school year coming quickly 

to a close I decided that the group interviews had to be completed before students 

left for the summer, timing dictated that this was just going to be around 7 days 

after the questionnaires were completed. 

I managed to make a quick assessment of the questionnaire data to ascertain that 

in general students enjoyed reading in both languages and in general preferred to 

read physical books over digital ones.  This data allowed me to tailor the session 

towards finding out why students felt this way, what did they dislike about 

reading digitally and likewise why did they prefer paper-based books.  Without 

the full results I did not want to allow these initial insights to influence the 

participants perceptions.  Therefore, the sessions were conducted in an 

exploratory fashion to gather as much in-depth analysis as possible, as such the 

interview would be of a qualitative nature, Bryman (2012, p. 470) describes this 

as less structured and as such focuses on the interviewee’s point of view.   

The purpose of the group interview session was also used to validate (as well as 

illuminate)  
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the data received during the initial questionnaire phase, would the same patterns 

emerge when talking face to face and in more detail?  

4.4.1 Methods Considered for Qualitative Data Collection 

Many approaches could have been used for gaining further insight into students’ 

feelings towards reading.  In this section I will look at some of the more suitable 

ones considered. 

One such possibility was to use open ended questions; these could have been 

integrated into the quantitative questionnaire.  The advantage of this method 

would have been timesaving as just one session would have been required; there 

were however potential disadvantages envisaged with this approach. 

Firstly language used would be an issue, if Turkish was used (breaking the 

constraints mentioned in section 4.2) then lengthy translation would be required 

into English for meaningful analysis as well as for reporting, if English was used 

then students may struggle when answering such questions alone, or it would 

require a lot of effort for the teacher conducting the survey.  Irrespective of 

language, young learners are not always forthcoming with all the relevant details 

when asked about opinions, they tend to prefer to use short answers whenever 

possible. 

Another choice that could be considered was one-to-one interviews with selected 

students, while very time consuming this option would have allowed me to delve 

quite deeply into individual reading habits without fear of interruption from other 

participants. 

 

However, because of the use of L2 for the session it was felt that participants 

would produce more meaningful responses in a group setting where they could 

rely on others to help understanding and to produce a meaningful answer.  Further 

as mentioned above students may not be forthcoming with detailed information in 

a one-on-one setting meaning an interviewer may have to ask many leading 

questions that in a foreign language could sway the results of the survey.  The 

time taken to complete sufficient one-on-one interviews would have also been 

problematic during the busy end of the school year and impacted my normal day-

to-day duties. 

 

It was finally decided that group interviews would be used; group interviews were 

chosen over individual interviews I felt that students would be able to trigger each 

other to talk more about the topic in question over a one-on-one interview, as such 

a group interview would produce data that could better provide deeper 

understanding of attitudes.   

One example where students were able to drive the session in an unforeseen 

direction occurred in the very first group interview where a few students naturally 

steered the conversation towards translated works of fiction, a topic that had not 

even occurred to me prior to the session.  This gave credence to the decision to 

keep with group interviews. 

In any group there can exist both outgoing, dominant characters as well as quiet, 

shy or hesitant characters and within a group of young learners and when 

conversing in a foreign language this can be exaggerated considerably.  More 

confident personalities coupled with proficient language ability can dominate a 
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discussion and less confident children can easily feel intimidated, especially in 

such a setting.  I was careful to allow all participants to have an equal voice 

during the sessions but naturally this was not always possible.  Additionally, in a 

group setting students would also be able to assist each other with use of the 2nd 

language in a way that individual interviews would not allow. 

4.4.2 Sampling for Qualitative Data 

Following the completion of the quantitative questionnaire, the class teacher 

asked which students would be willing to partake in a focus interview session and 

the names were collected (these were stored separately to the questionnaire – there 

is still no way to link a questionnaire to a child participating in the group 

interviews).   

 

Ideally four or five students were to be selected from each grade level and one 

session would be held in each grade.  Unfortunately, few students agreed to 

participate in the focus interviews, the breakdown of which can be seen in Table 

11. 

 

Grade 4th 

(~ 10yrs) 
5th 

(~ 11yrs) 
6th 

 (~ 12yrs) 
7th 

(~ 13yrs) 
9th 

(~ 14yrs) 
10th 

 (~ 15yrs) 
11th. 

(~ 16yrs) 
Count 0 4 7 0 3 4 0 

Table 11: Students who volunteered for group interviews 

 

Despite the low numbers it was decided that group interviews would still be held 

in the four grades where volunteers had agreed to take part. 

4.4.3 Conducting the Group Interviews 

The group interviews were held during the closing weeks of the academic school 

year and conducted on the school grounds in an empty classroom, section 4.5.2 

below details the safety precautions taken at the time.  In addition, the classroom 

was prepared before the session and chairs arranged in a circle with myself 

located within the circle as well (with a small table for the purposes of note-

taking).  The session was conducted in a relaxed atmosphere and students were 

told they could speak freely and openly about their reading habits and preferences 

and that answers given would be solely used for the purposes of this study, 

nothing would affect their schooling in any way. 

 

As agreed with the school management the session would not take longer than one 

40-minute lesson and in fact most sessions were around 30 minutes in duration, 

only one session – the 10th grade students – went on for the full 40-minute 

allocation.   

 

Of the four sessions conducted three were very free-flowing and I only had to 

make short comments to keep the conversation going, prompts were used to start 

the conversation or steer it in another direction.  All sessions started with me 

asking, ‘How do you feel about reading?’, students were keen to talk about their 

reading habits.  Only one, the 9th grade session, was slow to start with students 

giving short answers and appearing reluctant to speak until one student mentioned 

the book ’13 Reasons Why’ by Jay Asher and I injected by asking in which 

language they had read the book, this seemed to spark an interest in them however 

this group did require a lot of prompting throughout the session.  
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While I was keen to let students have some control of the narrative and allow 

them to express their own ideas on the topic of reading in English vs Turkish and 

the digital vs print debate there needed to be some guidelines on topics and 

themes for discussion.  A brief guide was devised to provide some prompts to 

ensure each topic was covered, (Bryman, 2012, pp 472-473). 

 

Reading in 
General 

How do you feel about reading? 
Talk about how you enjoy reading in your free time? 

Languages 
used to read 

Talk about which languages you usually read in?   
Do you often read in Turkish/English? 
Tell me which language the last book you read was written in? 

Digital vs. Print How do you all feel about reading e-books? 
Talk about the websites you read in English/Turkish? 
Do you read more digitally in English than Turkish? 

Reading for 
self or others 

Talk about what makes you decide to read a book? 
Tell us about the last book you really enjoyed reading? 
Tell me if you enjoy the books your teachers assign you to read? 

Table 12: Prompts for Focus Interviews 

 

These prompts were used minimally and only when conversation was lagging, or 

the current topic had been exhausted and I decided it was time to change the topic 

of conversation.  During the sessions the prompts were mostly used to change the 

topic of conversation as participants were quite keen to talk.  Additionally, other 

prompts were used from time to time to include quieter students and ensure that 

everyone had a chance to participate. 

 

It had been decided in order to preserve students’ privacy that no recording of the 

session would be made, therefore I would rely on note taking.  Unfortunately, the 

speed at which discussion in the group interviews progressed made note taking a 

difficult process but I was able to take adequate notes about the topics covered 

and the reasoning behind them.  It was not possible to record word for word some 

of the phrasing used to express these feelings and therefore some paraphrasing 

was required but effort was made not to change the meaning. 

4.4.4 Analysis of Qualitative Data 

As mentioned above no digital recording was made and therefore, I relied on my 

notes for the analysis.  Analysis consisted of examining the notes to observe 

patterns in the conversation and grouping these into related topics using a coding 

technique (Bryman, 2012, pp. 576-577), for example reference to English reading, 

Turkish reading, translations, Reading digitally – positive, Reading digitally – 

negative, etc. 

 

These groupings were refined as the analysis continued and the utterances of 

students were finally categorised in the following groups: 

• Reading e-books – negative 

• Reading e-books – positive 

• Reading p-books – negative 

• Reading p-books – positive 

• Reading books in English 

• Reading books in Turkish 

• English – other types of reading 
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• Perceived benefits of reading 

• Accessing books 

 

Some items ended up falling into 2 or more categories, for example an utterance 

about the ease of purchasing e-books without having to leave the house can be 

coded as ’Reading e-books – positive’ as well as ’Accessing books’. 

 

Utterances that could be considered as quotes were highlighted as such and 

categorised using the corresponding coding in order that they could be included in 

the subsequent section of the report.    

4.5 Consent and Ethical Issues 

A great importance was placed on ethical issues and the safety of students 

throughout the study, students were kept safe, the school management, students 

and parents were informed before the questionnaire and interview sessions and no 

personal data was recorded to ensure protection of privacy, (Bryman, 2012, pp. 

135-143). 

4.5.1 Informed Consent 

The School 

Before the study was started the school management, consisting of the General 

Manager, the Academic Director and the School Principal were all informed 

about the study, the study methods and the reason for the study.  All gave their 

consent for the study to be conducted. 

 

The Students 

Prior to the questionnaire being administered the students were informed that I 

was conducting a study into reading habits and preferences, they were informed 

that it was for my personal study and not for school purposes.  They did not have 

to complete the form if they did not wish to.  Students were informed that they did 

not need to write their name or any identity information on the questionnaire.  The 

teachers conducting the session were briefed not to force any child to complete 

the form, if a child preferred not to complete it then they were free to opt-out, in 

fact some forms were returned blank or incomplete.   

 

The Parents 

Before conducting the group interviews parents of the students who had expressed 

interest in the group interviews were informed that their children would take part 

in the study.  A message was sent to the parents with at least 1 weeks-notice, a 

translated version can be seen in Appendix B. 

While some parents had questions about the study and asked for assurance that no 

digital recording and publishing would be made there were no objections to their 

children taking part.  Some parents asked about how to ensure their child did not 

miss out on the lesson topics but were reassured that homework and guidance 

would be provided to eliminate the possibility that they would miss out. 

Following the sessions, some teachers received positive feedback from a few 

parents that their children had enjoyed taking part in an English language group 

discussion that was not part of their ‘normal’ lessons and asked if similar events 

could be arranged in the future. 
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4.5.2 Student Safety 

The study was conducted within the school grounds by qualified, registered and 

licenced teachers at all times, no external personnel were used at any time.   

To be described as qualified, registered and licenced it means that the teacher is 

• Qualified; has a Batchelors degree in teaching or a Batchelors degree in 

another subject along with an internationally recognised English teaching 

qualification such as CELTA, TESOL or TEFL 

• Registered; is registered with the Turkish Ministry of Education as a 

teacher at the school for the academic year 2018-2019 which was the 

school year in which the study took place. 

• Licenced; is licenced by the Turkish Ministry of Education to teach 

English and that this licence has not been revoked for any reason, 

including but not limited to the attempted coup d'état in 2016. 

 

During the Questionnaire Sessions 

The questionnaire sessions were conducted during normal lessons by the students’ 

own English teachers during school time and in their normal classrooms.  Student 

safety was the same as for any usual school lesson.   The teacher was asked to 

simply assist with any language barriers and not to lead students with any 

questions or to prompt any answers.  As mentioned in section 4.5.1, the students 

were free to opt-out. 

During the Group Interviews 

Again, the group interviews were conducted by myself, a qualified, registered and 

licenced teacher at the school.  The session was again conducted during school 

hours within the confines of the school in a spare classroom.   

Due to the fact that this session was being conducted separately to their usual 

classroom assignment the school management (school principal and vice-

principals) were informed beforehand.  The school management were informed so 

that in case of any disasters, such as earthquake, fire, flood, etc. there would be a 

record of the students’ locations for safety purposes. 

The classroom used for the sessions was a normal classroom and met with the 

health and safety regulations of the Turkish Ministry of Education.  Due to the 

summer conditions in Turkey the air conditioning was running at a cool 22 

degrees for the participants comfort. 

4.5.3 Conflicts of Interest / Power of Position 

Although the study was conducted at the school where I teach, and work as Head 

of the Primary School English Department, the study was conducted separately to 

my normal duties.  Students were informed that the survey was for an educational 

project for myself, that they were free to participate or not of their own free will.  

At no time was any pressure placed on students to answer in a particular way or 

forced to participate and my position was not used to influence either participation 

or answers. 

 

Many of the final results actually deviate from how the English Department uses 

reading materials with our students, as such it can be understood that students 

were not coerced into providing any specific answers. 
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5 Results 

The results from the questionnaire are presented first and then subsequently the 

group interview interviews will be analysed.  Relationships between the two data 

sets will be examined in the following chapter, however for the sake of clarity 

some relationships will be examined alongside the quantitative results too. 

Section 5.1 considers the results from the questionnaires firstly about students’ 

enjoyment of reading, including how often they read as well as the relationship 

between the frequency of reading and their beliefs about reading.  Moving on it 

looks at why students choose to read and in which language and format before 

comparing the perceived benefits of reading digitally or on paper.  The section 

finishes with a look at what students like or dislike about e-books in particular and 

which devices they use to read digitally. 

The results from the group interview sessions are presented in section 5.2 and 

starts by comparing the perceived benefits of reading e-books or printed books 

dependent on student preferences.  Reasons to read in English, or indeed Turkish, 

was discussed a great deal during the sessions and there are sub-sections devoted 

to the reasons for reading in Turkish or English as well as reading for academic or 

non-academic purposes in English.  References are also made to translated texts 

as this was an unforeseen, but highly relevant area that arose during one of the 

first sessions.  A sub-section was devoted to the importance of reading and in 

particular to the distinction between choice of and assignment of reading material.  

The final sub-section records the results that highlight the effect digital reading 

has on the reading experience when reading in both languages.  

5.1 Results from the Questionnaires 

5.1.1 Enjoyment of Reading 

In order to understand preferences for reading one of the first questions focused 

on enjoyment of reading both p-books and e-books and whether there is any 

change dependent on the language used for reading.  The same question was 

asked for both physical and electronic books and as can be seen from Figure 2 and 

Figure 3 the patterns are quite different. 
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Figure 2 above shows that students mostly enjoy reading print books and there is 

certainly more reported enjoyment from reading physical books in their mother 

tongue than in English even though English still has positive results.  However, 

Figure 3 below shows that for e-books the situation is largely reversed with over 

45% disagreeing that they enjoy reading e-books in both languages. There appears 

little difference in preferences between the genders although girls tend to find 

reading paper books more enjoyable than boys, especially in Turkish, see Result 

Data 1: I enjoy reading printed books and Result Data 2: I enjoy reading e-books 

in Appendix C. 

 

 
 

To further understand the link between enjoyment to read in English and Turkish 

two contingency tables were created, both for books and e-books, see Result Data 

3 and Result Data 4, to compare and contrast the difference in feelings between 

the 2 languages.   

 

 
 

It was hypothesised that students who enjoy (or do not enjoy) reading books in 

Turkish would also enjoy (or conversely not enjoy) reading books in English. 

Looking more closely at the P-book contingency table (Result Data 3) and 

0%

5%

10%

15%

20%

25%

30%

Strongly Agree Agree Neutral Disagree Strongly
Disagree

English Turkish

Figure 3: Reading E-books 

Strongly Agree

Agree

Neutral

Disagree
Strongly Disagree

0

5

10

15

20

Tu
rk

ıs
h

Englısh

Figure 4: I enjoy reading books 



 
34 

resulting surface chart (Figure 4) it becomes clear that the correlation breaks 

down as it would appear that students who really enjoy reading in Turkish still 

enjoy reading in English, however not so much.  An average Pearson coefficient 

correlation of just 0.53 still supports this hypothesis but it shows that while a 

correlation exists it is not necessarily very strong. 

 

 
 

Regarding the enjoyment of reading e-books the contingency table (Result Data 4) 

and resulting surface chart (Figure 5) clearly shows a ridge running down the 

middle rising slowly from Strongly Agree/Strongly Agree down to Strongly 

Disagree/Strongly Disagree.  It is clear to see that students dislike reading e-books 

as much in English as they do in Turkish.  By even simply comparing Figure 4 

and Figure 5 it can be seen that while not exactly reversed the results show a 

distinct reversal in general opinions between p-book and e-book reading. 

5.1.2 Frequency of Reading 

Students were asked to rate how often they read both p and e books in both 

languages, it was expected that the frequency of reading in English would be less 

often than that of Turkish.  How often students read p-books can be seen in Figure 

6.  It was observed that reading p-books in Turkish is conducted much more often 

than reading in English.  In fact, 42% of students reported that they read in 

Turkish everyday as opposed to just 8% for English.  
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Additionally, a total of 41% of students read at least once a week in English 

compared to a total of 81% who read at least once a week in Turkish.  Looking at 

the contingency table shown in Result Data 9 and the corresponding surface chart 

Figure 7 below, over 40% of students reported that while they read at least once a 

week in Turkish they rarely or never read in English.    

 

Further analysis of the table shown in Result Data 8 and Figure 8 shows that girls 

read more often than boys, in Turkish 81% of girls are reading at least every 2 or 

3 days as opposed to just 63% of boys, in English this falls to just 25% and 18% 

respectively, however this still shows that girls are reading more in English than 

boys do. 

 

For e-books the situation is quite different, 50% of all students report that they 

never read e-books in English, as shown in Figure 9, in Turkish this is even higher 

as 64% of students report never reading e-books in Turkish.  Despite this the 

contingency table (Result Data 11) produced to compare answers given for 

reading in English and Turkish shows that although 50% and 64% never read in 

these languages respectively just 44% of students never read an e-book in either 

language.  However, as shown in Figure 10 there is still a rather large peak for 
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Reading English - Boys 6.6% 11.8% 14.5% 42.1% 25.0%

Reading English - Girls 9.4% 15.1% 21.7% 36.8% 16.0%

Reading Turkish - Boys 35.5% 27.6% 13.2% 19.7% 3.9%

Reading Turkish - Girls 46.2% 34.9% 3.8% 14.2% 0.9%
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students who never read e-books in both languages with other areas remaining 

very flat.   

 

It is worth noting that around 13% of students read an e-book in English once a 

week but never in Turkish and 12% say they rarely read in both languages.  The 

Pearson coefficient correlation score for this table (Result Data 11) is slightly 

higher than for p-books at 0.56 even with these small differences in reading 

habits. 

 

Although few students are reading e-books frequently, the girls are still reading e-

books more frequently than the boys, see Figure 11 below.  In Turkish 9% of girls 

are reading every 2 or 3 days in comparison to just 5% of boys and in English 

13% vs 8%.  With p-books reading frequency was reported as occurring more 

often when reading Turkish books than when reading English books, however 

even though very little e-book reading is being reported it does appear that it is 

more commonly conducted in English than Turkish. 
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, 

5.1.2.1 Attitudes to Reading versus Frequency of Reading 

It considered that perceived benefits or other attitudes about reading may have an 

impact on the frequency at which students read.  Surely students who feel they are 

good at reading may be inclined to read more often than those who do not feel 

they are so good at reading, likewise, those who feel that reading is important may 

read more often than those who do not.  These attitudes about reading were 

compared with the frequency at which students read in order to ascertain which 

attitudes are more likely to motivate students to read. 

 

 Turkish P Turkish E English P English E 

I think reading is important for 
me  

0.62 0.15 0.42 0.22 

I should read more 0.03 0.03 0.08 0.07 
I’m good at reading 0.37 0.09 0.29 0.15 
I enjoy reading books/e-Books 0.67 0.50 0.47 0.50 

Table 13: Correlation with reading frequency 

 

Enjoyment of reading books was found to have the greatest impact on the 

frequency of reading conducted by students, those who reported more enjoyment 

from reading also reported that they read more often.  In fact, 33% of respondents 

strongly agreed that they enjoyed reading and responded that they read P-Books 

in Turkish every day.  Although many students (59%) agreed or strongly agreed 

that they enjoyed reading English printed books they actually still read Turkish 

books more often. 

Every
Day

Every 2-3
Days

Once a
Week

Rarely Never

Reading in English - Boys 2.6% 5.3% 18.4% 23.7% 50.0%

Reading in English - Girls 5.7% 7.5% 23.6% 13.2% 50.0%

Reading in Turkish - Boys 2.6% 2.6% 3.9% 28.9% 61.8%

Reading in Turkish - Girls 3.8% 5.7% 7.5% 17.0% 65.1%
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Looking at the results presented in Result Data 6 and shown in Figure 12 there is 

a close relationship between the languages when students consider the importance 

of reading in the two languages, a Pearson coefficient correlation of 0.7 for a 

comparison of the importance of reading show that this aspect is closely related 

between Turkish and English. 

 

However, although it appears that students feel reading is important for them this 

does not always affect the frequency at which they read.  The perceived 

importance of reading has a stronger effect on reading frequency with printed 

books in Turkish than in English; for e-books the perceived importance of reading 

has little impact on the frequency of e-reading conducted.  

 

 

It is often said that girls read more than boys and therefore one would suspect that 

they may have a more positive feeling about their reading performance.  Here we 

can see that both when reading in Turkish and when reading in English girls have 

more confidence in their reading performance than the boys do.  With both boys 

and girls there is a reasonably strong coefficient correlation between performance 

of reading in English and Turkish of 0.68 suggesting that those who believe they 

are good at reading in one language also feel similar in a 2nd language.  
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However, whether or not students felt they were good at reading has little 

correlation with the amount of reading conducted either digitally or in paper-form 

in either language with a maximum correlation of just 0.37 when reading Turkish 

printed books, see table 13 above.   

5.1.2.2 Should and Would Students Read More 

Students appear to believe they should read more with over 60% of students 

agreeing or strongly agreeing to this statement for both reading in Turkish and 

English.  However, as can be seen in Table 13 above, there is almost no 

correlation between a student’s belief that they should read more and the amount 

of reading that they do. 

 

However, if we look at whether students are prepared to read more (Figure 15) we 

see that overwhelmingly students are reluctant to read more e-books even if they 

had access to them with over 50% disagreeing or strongly disagreeing with the 

statement ‘I would read more e-books if I had access to them’ and under 20% 

agreeing or strongly agreeing with this statement.  
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On the other hand, students appear more evenly distributed when it comes to p-

books with roughly equal numbers agreeing and disagreeing with the statement ‘I 

would read more p-books if I had access to them’. 

For both printed books and e-books there are very strong correlations between the 

responses for English and Turkish with Pearson coefficient scores of 0.79 and 

0.81 respectively showing that desire (or lack of desire in the case of e-books) is 

mostly consistent between the two languages, Result Data 7.  Therefore it can be 

said that even if students had access to more e-books (in English or Turkish) that 

they are highly unlikely to read them, whereas it is likely that approximately 40% 

of them would in fact read more printed books (in either language) if they were 

made available to them. 

5.1.2.3 Why Students Do Not Read More 

It was expected that students would actually find it more difficult to read English 

books than Turkish books and would be a contributing factor as to why students 

would not want to read more books in English and almost 31% of students stated 

this as one of their reasons compared to just 6% in Turkish.   
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A lack of desire to read is fairly common with the students in both languages with 

35% and 42% admitting that they did not wish to read more in Turkish and 

English respectively.  Also, many students believe that they already read enough, 

however this is twice as many in Turkish as it is in English with 50% and 26% of 

students respectively.  It would appear that students do not have difficulty in 

finding Turkish books to read as just 6% say they do not have enough compared 

with 23% for English books. 

However, a lack of time is reported to be a major contributing factor in both 

English (60% reported) and Turkish (68% reported) as to why they do not read 

more.  Looking at how students spend their time shows that using the Internet and 

watching TV appear to be very time-consuming activities for them, surprisingly it 

appears that playing games takes up less time than expected. 

 

 
 

Many students (65%) report that they spend up to one hour reading in Turkish and 

similarly 62% of students spend up to one hour reading in English, however in 

English more students are reading for only up to 30 minutes, 47% compared with 

30%.  Twice as many students report as to not spending any time reading in 

English compared to Turkish 31% vs 14%. 

 

As usual girls tend to spend more time reading in Turkish than boys, 22% of girls 

read for between 1 and 2 hours compared with just 7% of boys, but in English the 

time spent reading by both genders is fairly consistent, see Result Data 21.  This is 

also consistent with the response to how often students read Turkish print books 

in which it shows that girls read more often than boys, see section 5.1.2 and 

Figure 8 above. 

5.1.3 Reasons Students Choose to Read 

Students were asked to select the most common reasons why they choose to read 

books, from 5 categories for both English and Turkish as shown in Figure 19 and 

Result Data 22.  Most students appear to be deciding to read books simply 

because they want to.  For reading in Turkish a massive 155 students (85%) stated 

that one of their most common reasons was their own choice, simply because they 

wanted to.  Even when reading in English, the most common reason to choose a 

title, as stated by 104 (57%) students, was their own choice.  However English 
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teachers appear to be more successful or more often suggesting students read 

books than Turkish teachers with 49% of students saying they read because their 

English language teacher tells them to, compared with just 23% by their Turkish 

language teachers.  Unsurprisingly Turkish titles appear to be more commonly 

read because of popularity or recommendations.  In both languages students 

appear to read very little because of parental influence with just 17% (Turkish) 

and 15% (English) of students stating this as a reason to read books. 

 

 
 

Between the genders the patterns follow roughly the same distribution, however 

girls tend to be a little more prone to read of their own desire or if a title is 

recommended to them than boys are.  When looking at differences between both 

language and gender the boys are more likely to follow their teachers’ book 

assignments than the girls are and more so from their English language teacher 

than from their Turkish teacher. 

 

 
 

5.1.4 Preference for Reading Language and Format 

Looking at which reading language is preferred with various formats it can again 

be observed that a large number of students (50%) prefer not to read e-books at 
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all.   For students who read e-books just 6% prefer to read e-books only in Turkish 

with 21% choosing English and 23% open to either language. 

 

Further, 62% of students prefer not to listen to audio books but again this is rarely 

preferred in just Turkish (3%).  Preference for reading printed books appears to be 

mostly in Turkish (50%) but still a large number of students (40%) are happy to 

read in either language, just 6% of students have a preference to read printed 

books in English and just 4% prefer not to read books. 

 

 
Preference for social media use is reported by 56% of students to be mostly in 

either language and secondly 22% in English, later in the group discussions it was 

revealed that this is often because many students follow comedy and meme pages 

that originate in the US or that are shared in English whereas social media posts 

made by their family and friends may be in Turkish or English. 

 

As well as looking at which language to read it can also be considered which 

medium is used to read, paper for or digital, detailed results can be seen in Figure 

22 and Result Data 26.  It can be clearly seen that reading Turkish books is mostly 

conducted in paper form with 85% of students saying they mostly read printed 

Turkish books, again in English the most popular format is paper books with 44% 

of respondents reading mostly in this format, however a similar number (43%) 

read either mostly e-books (24%) or in either format (19%).   
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It is shown that reading magazines is not popular with this age group with 42% 

and 51% of respondents saying they do not read Turkish and English magazines 

respectively.  Turkish newspapers are slightly more popular and read mostly in 

paper form (38%) but still 27% say they do not read at all.  Regarding English 

newspapers very few students read in paper form, just 7% with 41% reading 

online or 5% reading in either format, 47% of students reported not reading 

English newspapers at all. 

 
When simply asked which language they prefer to use online, almost half (49%) 

of students reported that they are happy to use either language, followed by 31% 

preferring English and just 19% for Turkish, there is very little difference between 

the responses by girls (inner circle) and boys (outer circle) as shown in Figure 23 

and Result Data 25. 

5.1.5 What Do They Like / Not Like About E-Books? 

Students were asked to rate the top three aspects of e-book reading they either 

liked or disliked.  From the 182 respondents to the survey, 131 or 72% of students 

told that they do not like reading e-books, the remaining 50 students or 28% stated 

the following as features they enjoyed in e-books.  

 
 

Most popular (17% of all respondents but 62% of positive e-book readers) is the 

fact that many books can be carried on a single device making them easy to carry.  

Secondly, the ease with which students can find more books is also popular with 

15% of all respondents and 54% of positive e-book readers, during the group 

interviews one student commented that she found it easy to find free (pirated) 
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books online.  Searchability, games and highlighting text were all close with 

around 40% of positive e-book reader responses, however the inclusion of games 

was more commonly cited as the most important feature over the other two. 

 

Looking at why young learners do not like e-books it reveals that these young 

readers prefer the feel of paper when reading (43% of all respondents and 52% of 

non-e-book readers) stating this as the most important reason for not liking e-

books.  The fact that readers found their eyes ached was the 2nd rated most 

important reason for not reading e-books but 3rd overall.  Second overall was the 

lack of comfortability while reading, however not many respondents selected this 

as the top reason.   

 

 
 

During group interviews another reason was given for why students prefer to read 

printed books over e-books being that students themselves admit that they spend a 

lot of time on their devices, playing games, chatting, using social media and as 

such reading a physical book gives them a break from these devices.  It would 

appear that digital overload does in fact hold true for these young, often digitally 

focused, learners. 

5.1.6 Devices for Reading E-Books 

Students were asked which devices they have at home as well as which devices 

they used to read e-books, the results are shown in Result Data 23 and Figure 26.  

We can see that almost all students have access to a computer or smartphone but 

only around one third use them to read e-books.  Tablets are also popular but are 

also used by only 31% of students to read e-books.  Not surprisingly many 

students (45%) have access to some kind of games console but obviously this is 

not used for e-book reading.  Ownership of a dedicated e-reading device (such as  

Kindle or Nook, Etc) is only 13% and only 7% of students use them to read.  

Interestingly 48% of students stated that they never read e-books on any device 

which is a slightly lower figure than that shown earlier in Figure 9: How often I 

read E-Books, in which 64% of students reported that they never read e-books in 

Turkish and 50% the same in English.  It is however close to the result of the 

contingency table shown in Result Data 11 in that 44% of students reported to 

never read e-books in either languages. 
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5.2 Results from the Group Interviews 

The four group interviews were not recorded due to privacy concerns; however, 

notes were taken throughout the sessions.  Unfortunately, this meant that the 

sessions took longer to conduct and quotations from some of the participants are 

paraphrased rather than duplicated word-for-word.  From these notes the 

following results were recorded as significant during the sessions.   

On the whole the results from all four sessions were closely matched, however as 

could be expected the sessions with the older grade students produced more in-

depth explanations, however general attitudes were very closely matched.  For 

example, in all sessions the majority of participants were not keen on e-reading 

with one or at most two students being more positive towards digital reading. 

5.2.1 Reading E-Books or Physical Books 

On the whole students had negative feelings towards reading books in electronic 

formats with only a couple of students keen to read e-books.   Of those who were 

keen to read e-books the following were seen as positive attributes 

• E-books can be pirated or easily borrowed from a digital library and 

therefore free 

• E-books can be purchased immediately and downloaded without having to 

wait for a physical delivery or having to go out to a bookstore 

• People can fit many e-books on one small device, which is easier to carry 

or take on holiday than a pile of books 

• Bookmarks can easily be accidentally moved (or vindictively on purpose) 

in a physical book but not as easily in an e-book 

• Reading e-books is better for the environment as paper books require trees 

for the paper as well as the impact of transportation for shipping books to 

the store 

 

Those that preferred to read physical books cited the following as reasons. 

• They prefer the feel of the book 

• Shopping for books in a bookstore is a relaxing experience in itself 

• It is easy to find where you are in the book 
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• Some e-book websites are un-trustable and you may download viruses or 

be charged too much 

• You can see a book on a shelf when you’ve finished it, plus bookshelves 

look nice and are decorative too 

• It is safer to read a physical book when reading at the beach 

• Reading physical books gives a break from the digital world, further, there 

are too many distractions on a digital device, or they prefer to use the 

device for other purposes 

• It is easy to share physical books between friends 

 

Another factor that influences the decision to read paper or digital books or not at 

all is cost.  Many students stated that books in Turkey can be expensive, 

especially English books.  Students talked about low readership in Turkey and 

how the related low demand increases the price of books.  On the whole however 

this appears to have little effect in driving students to prefer to read e-books, it has 

a more powerful effect for English over Turkish due to the even higher costs of 

English books but still the preference is for physical books. 

 

Interestingly it was seen that students were passionate about their preferred format 

and would talk at some length about the benefits and debate with those that 

preferred the other format.  During the sessions I attempted to discern if the 

features of each format were dependent on any particular language and 

overwhelmingly students would say language was not a factor in their preference, 

however as shown below language does have a role in which format may actually 

be used. 

5.2.2 Reasons to Read in English 

As with the results of the questionnaire it was surprising to learn that students 

were keener to read in English than was hypothesized.  Some students read only 

because they were told by their teacher to do so, but others told how this initial 

push has led them to want to read more in English.   

 

Many students talked about the poor quality of translation when books were 

translated from English to Turkish which meant that their preference would be to 

read in English.  They found that the translation often meant that the feeling was 

lost or that words were changed from the original, even citing examples.  9th and 

10th grade students talked of the difficulties translators often have when dealing 

with metaphors in the text, these often end up being very long-winded when 

translated to Turkish. 

 

One 10th grader drew attention to the fact that it is often mainstream books that are 

translated into Turkish, the big selling authors such as J. K. Rowling are translated 

and published in Turkish very quickly whereas the works of less mainstream 

authors are often translated very late or not at all, leaving little choice but to read 

the original English version.  He went on to relate this to the low level of reading 

that occurs in Turkey, he stated that in major cities people often read but outside 

of this the amount of reading conducted is very low.  Another student joined 

stating that many of the bookstores that are popular in Turkey have more space 

devoted to stationary, games, gifts and toys than they do to books, he said that 

many of his friends go to these stores to hang-out or buy stationary rather than to 

buy books. 
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One 9th grade student, a dual-national native level speaker of both Turkish and 

English cited the opening lines to J. K. Rowling’s Harry potter and the 

Philosophers Stone causing much difficulty when reading in Turkish as it made 

no sense. 

 

In English the books opens with “Mr. and Mrs. Dursley, of number four, Privet 

Drive, were proud to say that they were perfectly normal, thank you very much.” 

(Rowling, 1997) where the phrase “thank you very much” makes perfect sense.  

The translated work in Turkish opens with “Privet dirve dört numarada oturan Mr. 

Mrs. Dursley, son derece normal olduklarını söylemekten gurur duyarlardı, sağ 

olun efendim.” (Rowling, 2001).  The corresponding phrase “sağ olun efendim” 

does not have the same sense of sarcasm when used in the Turkish language as it 

does in English and actually translates as “thank you, sir” which would be taken 

much more literally.   

 

However, it must be said that some students were unaware of the difference 

between translations and original works as a 10th grade student mentioned that he 

had tried to read War and Peace by Leo Tolstoy and found it easier in the 

’original’ English than the translated version in Turkish, missing the point that the 

original is in fact Russian.  Maybe he meant that the translation had been made 

from an English version, but the mistrust of translations is still clear.  When 

considering the large number of students who said they are prepared to read in 

either language it becomes clear that this could be due to translation issues. 

 

One 10th grade student told that he often reads the same book twice, initially he 

will read the book in Turkish so that he can clearly understand the story, then he 

would re-read the same book in English so that he could better understand the 

nuances in the book.  Interestingly he would read the Turkish version in paper 

form and then find a free (pirated if necessary) English e-book version to read, he 

said ‘Why would I pay for the same book two times.’ and admitted that he would 

prefer to read both in paper form if he could. 

5.2.3 Reasons Not to Read in English 

Some of the younger students in grades five and six mentioned that reading in 

English was difficult when compared to reading in Turkish, in Turkish they are 

able to read more complicated texts than they can in English, making it less 

enjoyable to read in a second language.  Older students in grades 9 and 10 also 

talked about how reading in English was more difficult when they were younger 

and of the frustration they used to feel reading books that were not as interesting 

to them as what they could read in their mother tongue. 

 

Cost and quality of books in English were cited as major factors influencing why 

it was more common to have to read English books in electronic format.  One 9th 

grade student said that English printed books were imported and due to the 

weakness of the Turkish currency meant that they were expensive due to poor 

exchange rates with Euro, Pound or Dollar.  Another issue mentioned about 

physical English books is that sometimes these books are printed locally on low 

quality paper.  Two of the 10th grade students stated that they dislike reading e-

books so much that they would rather pay the high price of the physical book than 

read it cheaper or for free on a digital device.  All of the 6th grade students, with 1 

exception, said that they rarely choose to read English books because they do not 

want to read e-books. 
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5.2.4 Reading in English or Turkish 

As with the choice between e-books and print books students appeared to have 

definite preferences for reading in particular languages.  In all grades there were 

students who had a preference for one language over another. 

 

For some students reading in English was not seen as a pleasurable experience 

whereas reading in Turkish was.  Reasons given were related to language ability, 

either the text was too complicated and there may be words or structures that 

would hinder their ability to follow the plot or that the level of reading material 

was below the level at which they enjoy to read in Turkish. 

 

For students whose preference is to read in English the reasons given were often 

aligned with those mentioned above in regard to reading in the original language.  

However, some students admitted that they read in English in order to improve 

their English language skills and that they saw merit in reading as an educational 

and challenging activity.  An avid 6th grade reader mentioned ‘I think it helps the 

way I speak and I think I learn new words [through reading]’ a 5th grade students 

also mentioned ’I try to read English books because I'm improving my English by 

reading English books.’ but not all were quite as keen ’I try to read English books 

but there are some words that I do not know. So I just started reading if my 

teacher gave me as a task.’ 

5.2.5 Using English in Other Contexts 

The topic of conversation in a couple of the groups moved on to other areas where 

a choice between English and Turkish may be made, while not truly relevant to 

the study it is worth noting for the sake of understanding students’ choice of 

languages. 

 

Games and films were mentioned and again related to the issue of translation.  

Most films that are popular with younger audiences are primarily made for an 

English speaking audience and students noted that they prefer to watch the 

original language rather than dubbed since emotion and feeling is not always well 

represented in a dubbed film, one exception is animation films in which they say 

dubbing is acceptable to them.  Although games are often made for many 

languages, they say that they often play in English as it is often the default 

language, further if playing against other gamers online they say English is the 

lingua franca language. 

 

Also discussed was the use of social media, in section 5.1.4 it was seen that in the 

large part students were indifferent to the language used on social media with 

56% saying they do not mind which language they use and 22% preferring 

English over 12% Turkish.  During the group interviews it was revealed that the 

reason for this is that they feel Turkish memes are bad when compared to English 

memes and that they also tended to be outdated.  They said that they actually 

follow a mixture of Turkish and English social media pages or groups on 

platforms such as Instagram, YouTube and SnapChat.  However, text messages 

shared in WhatsApp groups are mainly in Turkish but that English language jokes 

and memes are also often shared on the platform. 

5.2.6 Reading for Academic Purposes 

Again 10th grade students talked about the benefits of reading in English for 

academic purposes and how this was important for their studies.  They stated that 
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they found English to be the lingua franca for scientific studies and therefore 

when conducting research they commonly search and read scientific journals in 

English, they noted that although journals exist with studies conducted or 

translated into Turkish they were aware that there are many more journals and 

papers available in English. 

 

For a number of reasons these scientific papers are found and read online, firstly 

the volume of information available online makes the search more efficient than 

visiting a library, secondly papers found online tend to be much more up to date 

than anything that can be found in a physical library.   

 

When pushed they admitted that they would mostly prefer to print these papers 

found online to read them but because of the cost of printing they settle for 

reading on a digital device and make use of highlighting in pdf files but would 

prefer to use a real highlighter pen on paper. 

5.2.6.1 And Not Just for Academic Purposes 

One student also mentioned that this stands not just for academic purposes but 

also for purposes that may be personal.  He used the example of buying a new 

phone, and of course they want the latest phones, therefore waiting for magazines 

or newspapers to publish reviews can be time wasting when online magazines, 

blogs and even YouTube reviews are often published very soon after or even 

before the release of the phone.  He went on to say that online he can read many 

reviews for free rather than just buying one or two magazines that may carry a 

review. 

 

As many devices are released in the US or Europe long before being released in 

Turkey again these reviews tend to be published in English and therefore his 

search phrase would be ‘iphone review’ rather than ‘iphone incelemesi’. 

 

Two 9th grade students mentioned celebrity news and how they always choose to 

read this in English as they believe that the most trustable gossip magazines and 

websites are in English as they report mostly on major celebrities which are in the 

large part European or American celebrities from film, television and music.  

Although they admit that there are celebrities in Turkey and of course Turkish 

celebrity gossip magazines and websites, these are not as interesting to them as 

the global celebrities. 

5.2.7 The Importance of Reading 

All students interviewed felt that it is important to read literature but felt that 

books assigned by teachers were often unrelated to their interests and as such 

caused them to resent reading them.  A group of 9th grade students mentioned that 

in the following lesson they would have an English literature exam on ‘Holes’ by 

Louis Sachar yet none of them had actually read the book.  Despite winning the 

Newbery Medal and US National Book Award as well as being a number 1 New 

York Times bestseller the book was of no interest to them.  The girls described 

themselves as being avid readers and listed some of their recent English language 

reads as being ‘Thirteen Reasons Why’ by Jay Asher, ’Jane Eyre’ by Charlotte 

Brontë and ‘Matilda’ by Roald Dahl. 

 

Grade 6 students also talked about the importance of reading what they like to 

read, they talked of both Turkish and English language teachers use of digital 
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book platforms as being frustrating.  In both languages they are expected to read a 

certain number of short pre-selected books each week, they all complained that 

these are not enticing to read.  One student admitted ‘Some of the books they [the 

teachers] give, when I start reading the book, I close the book.’, another replied 

‘Yeah, and I do not even read that much because they are not my books.’, some of 

the 5th grade students also felt that reading assigned books was a set-task rather 

than a pleasure - ’So I just started reading if my teacher gave me as a task.’.  

Regarding the English books two 6th grade students likened them to reading baby 

books – ’They are like baby books.’, their friend replied ’Yes, they are like baby 

books.’ another replies ’And most of them are really short. Some of the books start 

to get interesting and then all of a sudden it is finished’. 

 

In both languages they would prefer their own choice of reading materials in 

paper form, although one student was still very much inclined to read digitally.  

Students found that choice in reading material gave them more motivation to read, 

even when advised against doing so by a parent – a keen 6th grade student talked 

of reading ‘The Lord of the Rings’ by John Ronald Reuel Tolkien.   

English books are actually better than Turkish books because I 

think they're more alive.  For example, I started to read The 

Lord of the Rings in English.  My dad said I should not read it 

because it was so long and I would not understand, however I 

finished all 3 books in a week or so.  

Paraphrased 

When asked why they felt reading was important many students were unable to 

give much of an answer.  Within the lower grade students answers such as 

‘Because it is.’ Or ‘because you [teachers/parents] tell us it is’ were fairly 

common.  Older students were a little more descriptive with reasons, a 9th grade 

student commented that they learn new words through reading, another 

commented that reading allows you to witness experiences that you may never 

witness.  A 10th grade student, during a separate session, took this thought process 

further by saying that reading about other people, real or fictional, allows you to 

feel their thoughts and it helps develop empathetic feelings towards others. 

5.2.8 The Effect of Digital Reading on the Reading Experience 

The idea of immersion or feeling the character’s emotions was cited as reasons 

why they felt it more enjoyable to read paper rather than digital books.  Reading 

on a digital device meant there were distractions, for example notifications or 

even just the preference to use the device to play a game that meant this 

immersion in the story or empathy for the characters was lost.  A 6th grade student 

told how he would flick between the e-book and chat messages on Instagram 

when reading on a tablet, some 9th and 10th grade students had similar experiences 

that affected their ability to follow the story. 

 

In many of the English language titles assigned to students the e-books are 

enhanced with games, activities and tasks designed to assist the student’s 

comprehension but as well in an effort to build a student’s desire to read the e-

book.  As with the actual text of the book the students generally did not find these 

games and activities to be of much interest, the same 6th grade student who 

commented that the text was like that of a baby’s book he also commented that 
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the games and activities were babyish and not like the games he likes to play, his 

classmates all agreed.   

 

Although the books assigned to the high school students do not include games, 

they do have comprehension activities and students found these interrupted the 

flow of the book and made the reading experience feel more like a task.  One 9th 

grader commented that these questions meant that they had to flick back through 

the books to find the answer and that they found this more difficult than when 

they do similar activities in their in-class physical readers.  Another found that 

although flicking through the book was difficult she did like the search function 

and found it helpful ‘Our teachers tell us to use scanning techniques to scan the 

pages for keywords, in an e-book I can just type these words and it gives me the 

right place’, however she also expressed that these books were not her choice to 

read ’they think we enjoy these e-books, but we really do not – it becomes like a 

test, it is not a real book’. 

 

When discussing Turkish e-books that are assigned by teachers the middle school 

(5th & 6th grade) students told that again these e-books are enhanced but not so 

much as in English.  They spoke about how these enhancements do not enhance 

the reading experience for them.  ‘They think that adding a game makes it fun, but 

it really does not, why would I play a silly game when I have my PlayStation in 

my room with great games on it.’ one student told with much laughter and 

agreement from his classmates. 

 

Turkish e-books assigned to high school students (9th and 10th grade) are not 

enhanced at all, they are simple e-books.  When asked if they preferred this over 

the English books assigned there was agreement that they preferred not to have 

enhancement, one 9th grader commented ‘I can just read it, put it down and it does 

not matter.  I just get it finished.’, another said ‘Those activities are so boring, at 

least [without the enhancements] I can just read and finish the book.’, ’I would 

still prefer a real book but at least I can follow the story better without stopping’.    



 
53 

6 Interpretation and Discussion 

In this chapter I will present my analysis of the results detailed in chapter 5 and 

how these relate to the previous research and of course the research questions 

addressed by this study.  I will look at what preferences there are for reading in 

both of these languages, Turkish and English and what motivates and effects their 

reading in these languages.  This age group is often described as ‘connected’, 

‘digitally savvy’ or as being born into a digital world, so do these labels fairly 

represent their reading habits and is there any difference between digital and print 

reading preferences between the languages? 

I will look at how these results relate to the theories and hypotheses presented in 

chapter 3, do these young readers’ preferences for format mean that e-books will 

become functionally equivalent (Weiss, 1969) to printed books?  Will the relative 

advantage (Rogers, 1995) of e-books mean students prefer to read novels or ESL 

readers digitally?  As for research purposes are digital libraries and search engines 

compatible with student needs?  And do attitudes to reading in English derive 

from a students’ reading in Turkish as suggested by Yamashita (2004) and Day 

and Bamford (1998)? 

6.1 Learners Format Preferences 

6.1.1 Reading for Pleasure/Extensive Reading 

In order to answer the first research question, it is necessary to examine the 

preferences for reading on paper and digitally in both languages.  This section will 

compare the results of this study with the previous research and try to ascertain if 

the attributes of innovations proposed by Rogers (1995) have any bearing on these 

results.  We will also see if the theory of functional equivalence holds true in that 

the use of paper books will decline as e-books take over as a mainstream reading 

format, just as television caused the decline of other forms of entertainment, 

(Mcintyre, 2014; Neuman, 2010; Robinson, 1972).  

Early on during the study it became clear that these constantly connected young 

learners are in fact less than keen to read digitally.  Results from the Scholastic 

studies (2011, 2013, 2015a, 2015b, 2016b, 2016a, 2017a, 2017b) showed that 

after having experienced reading an e-book, between 58% and 80% of children 

would still prefer to read printed books to an e-book and that between 43% and 

67% of children had a preference for printed books.  The current study has similar 

results in that 44% of students said they never read either English or Turkish e-

books, however there is a little more digital reading happening with English books 

as only 50% reported never reading in English as opposed to 64% in Turkish. 

On the whole students reported that they did not enjoy reading e-books (both for 

pleasure and when reading ESL titles) whereas they did generally enjoy reading 

printed books with very little difference reported between the languages.  Further 

over half of the students reported that they did not find e-books to be as enjoyable 

as printed books and also reported that they disagreed with the statement that they 

would read more e-books if they had them available.  Studies such as Lin (2010) 

and Dierking (2015) reported that students found reading digitally to be an 

enjoyable and rewarding experience whereas the current study found that students 

prefer to read physical books to digital ones, especially when reading for pleasure 
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in both English and Turkish.  These Turkish students found that rather than e-

books providing an escape from their daily routines this escape was found in 

printed books, spending so much time digitally connected with SnapChat, 

Instagram, etc, that going offline with a printed book gave this sense of escape.  

While not unanimous this represents the great majority of those students studied. 

Some of the features reported in studies such as Bus et al. (2015), Dundar & 

Akcayir (2012), Grimshaw et al. (2007), MacFadyen (2012), Merga & Mat Roni 

(2017) and Takacs et al. (2015) cite features such as privacy, narration and 

multimedia as well as fitting many books on one device as being positive 

attributes for young readers.  However, readers in the current study did not find 

these attractive enough to warrant a change in reading habits, indeed interview 

group participants found that interactive features (especially as often found in 

ESL books) hindered the reading experience, as did students in Bus et al. (2015).  

It should be noted, however, that during the group interviews some of the 

proponents of e-book reading did in fact cite similar benefits and that well over 

half of positive e-book readers cited fitting many books on one device as being 

important to them.  Overwhelmingly students cited the feel of a paper book as 

being preferable to reading digitally, in fact during the group interviews they 

revealed that enhancements in digital books do little or nothing to increase their 

desire to read.  Even when reading novels many in the interview sessions still 

talked of a preference for printed books over digital ones. 

It can of course be noted that technology, and the access young readers have to it, 

has moved on somewhat from 2007 and even from 2012 and 2015 and as such 

this age group could be less impressed by such features when technology 

surrounds us as it does today.  Students in the group interview sessions even 

commented on the simplicity of these enhancements over what they are used to, 

the games in the books are not as appealing as the games on their smartphones, 

tablets and game consoles. 

Considering Rogers (1995) attribute of innovations we can conclude from the 

evidence above that students do not see much of a relative advantage to reading 

e-books over printed books, both when reading for pleasure as well as for 

learning.  Some students admitted that the cheaper (or free) availability of e-books 

was a contributing factor to the choice to read an e-book for pleasure, however 

these were much in the minority and therefore this reflects in there being little 

relative advantage for the majority to adopt to the new medium when reading 

fiction.   The potential advantages that an e-book can bring, such as narration, 

dictionaries and games (especially with ESL titles) are seen as more of a 

distraction than anything advantageous by the majority of users.  

Similarly, the issue of compatibility shows that many users do not feel that e-

books are compatible with their attitudes and as such are not drawn to adopt them 

as a primary reading medium for novels or for reading adapted ESL texts.  The 

majority of these students prefer to be disconnected while reading, that the feel of 

paper is more desirable than that of an e-reading device and, especially when 

reading for pleasure, that it hinders the feeling of getting lost in a story.  The 

feeling of getting lost in a story is of course a primary goal of reading novels and 

therefore this incompatibility leads to a lower desire to adopt the newer e-book 

over a printed counterpart.   
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The use of devices dedicated to e-books is on the increase according to the 

Scholastic Inc. (2011, 2013, 2015a) reports, however very few students in the 

current study have such dedicated e-reading devices and even fewer of these 

report that they are used for reading e-books (although what they actually do with 

them was not revealed).  Further as with the Australian study by Merga & Mat 

Roni (2017) it was found that ownership of electronic devices, especially 

computers, tablets and smartphones, was very high but that their usage for reading 

e-books was low. 

Further the issue of compatibility (Rogers, 1995) can also help explain the 

relatively low uptake of e-reading devices, on one hand users who are not ready to 

adopt e-books as a medium for reading are unlikely to purchase a device that is 

primarily dedicated to electronic reading, we therefore see a higher percentage of 

students who own more multi-purpose devices such as tablets, laptops and of 

course smartphones.  This technology cluster of e-books and e-readers, such as 

kindles, while not being inter-dependent in both directions (you can read an e-

book on many devices but really an e-reading device has, in the large, one sole 

purpose) means that for those who do not read e-books an e-reading device is of 

little purpose. 

Similarly, to Picton & Clark (2015) who reported that notifications can be a 

distraction when reading on smartphones or tablets the same was reported by the 

students in this study.  Likewise, as with Maynard (2010) some students cited not 

being able to tell their place in the book as well as eye-fatigue, as also reported by 

Tveit & Mangen (2014), as being reasons why they do not enjoy e-books.  

However, the overwhelming cause cited was simply preferring the feel of paper.  

These students who are accustomed to using technology to its fullest, are quite 

capable of using the internet for research and reported having access to a 

multitude of electronic devices that one can assume they are capable of using.  

Therefore, when considering complexity, one can deduce that while there is little 

technical complexity holding the students back from using e-books there are other 

complexities at play such as finding their place in an e-book or telling how far 

through an e-book they are. 

There are no observations that conflict with the attributes of trialability and 

observability in relation to why students would choose not to switch to e-books.  

All of the students had at some point read an e-book and observed the results of 

doing so, however these factors alone do not appear to influence their behaviour. 

As mentioned during chapter 5 and specifically sections 5.1.1, 5.2.1 and 5.2.8 we 

can see that these attributes of relative advantage and compatibility have an effect 

on the desire, or in this case the lack of desire, to read electronic books that exists 

in both languages, there is little evidence of a change in reading format preference 

between English and Turkish. 

As suggested by the results of earlier studies Scholastic Inc. (2011, 2013, 2015a, 

2015b, 2016b, 2016a, 2017a, 2017b) as well as the results of the current study it 

can be clearly seen that while e-books do in fact provide the same basic function 

as printed books they have not as yet displaced the printed book in the same way 

as television displaced radio listening, Neuman (2010).  From the feelings 

presented during the group interviews, for some it would appear that it never will. 
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6.1.2 Reading for Academic Purposes 

For academic purposes it was mentioned that electronic reading and in particular 

reading electronically in English was common with the older students in the group 

interviews.  The volume of reading material available and the ease with which it 

can be accessed provide an advantage of convenience over visiting a physical 

library or finding physical journals (academic) or magazines (personal) suggesting 

that, in this context, a digital library has a relative advantage over that of a 

physical one and may in fact provide a functional equivalence that is resulting in a 

decline of physical library usage and magazine circulation.   

Other attributes proposed by Rogers (1995) are also met, compatibility with needs 

is clear as users can get the information they need quickly which has become of 

vital importance in today’s world.  The use of search engines and digital libraries 

is relatively easy for these tech-savvy users which meets the attribute for 

complexity and the ease with which these services can be experimented meets the 

attribute of trialability and that of observability could even be met by the common 

use of the term ‘Google it!’ that is often heard these days. 

6.2 Transference of Reading Preferences 

The second research question relates to the transference of reading preferences 

between mother tongue and the second language.  As suggested by Day & 

Bamford (1998) and supported in studies such as Yamashita (2004) reading 

preferences in L1 have an impact on L2 reading preferences.  Reference will also 

be made to the work conducted by Mathewson (1994) and his tricomponent view 

of attitude to reading as well as intrinsic and extrinsic motivators. 

6.2.1 Reading in English or Turkish 

Reading of books in both English and Turkish appears to be a popular activity for 

our students, over 40% of students are reading daily in Turkish and 30% at least 

every two to three days, reading in English is still reasonably popular with 41% 

reading at least once a week.  This compares very favourably to children in the 

UK and the USA, where Clark & Teravainen (2017) and Scholastic Inc. (2017a) 

both report that in 2016 only 32% of children were reading daily outside of class.  

From these findings it is clear that these privately educated children are reading 

more frequently, this is reassuring in a country where just 10% of the population 

consider themselves readers, European Statistical Institute (Eurostat) (2018).   

Enjoyment of reading physical books was reported as being higher for Turkish 

books than English, almost 80% of students agreed or strongly agreed that they 

enjoyed reading in Turkish, this compares favourably when compared to kids of a 

similar age group in the US and UK where according to Scholastic Inc. (2017a) 

and Clark & Teravainen (2017) in 2016 only 58% and 59%, respectively, of 

young readers agreed that reading is fun.  Even when reading in a 2nd language 

almost 60% of our students found reading enjoyable, however this is strictly for 

printed books.  This does appear, in part, to support the notion of attitude 

transference by Day & Bamford (1998) in that those who enjoy reading in L1 (in 

our case over 80%) also enjoy reading in L2 (in our case almost 60%) showing a 

large scale transference of enjoyment from L1 to L2. 

Overall, when a language is specified it is clear that many of the types of reading 

seem to be preferred in Turkish but it is clear to see that for these students with a 
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strongly developing understanding of English there are many for which language 

is unimportant.  Online in particular students expressed that they are largely happy 

to use either language and that preference for Turkish alone was quite low.  This 

does not show quite as strong a preference for English language use as suggested 

by Abidin et al. (2014) and Tan et al. (2010) in which both studies report that over 

70% of students preferred English online it does come close in that very few 

preferred to use their mother tongue online.  A direct comparison is difficult to 

make as these other two studies did not have an option for indifference between 

languages, I suspect that there would be times the students in the earlier studies 

would indeed use their mother tongue online too. 

As with studies such as Romly et al. (2014), Tan et al. (2010), Yunus et al. (2009) 

and even  Clark & Teravainen (2017) this study also looked at the type of reading 

materials being read in English, however unfortunately many students answered 

the question regarding how often different types of reading were conducted 

incorrectly and drawing any conclusions was found to be impossible from the 

quantitative data, however some assumptions can be drawn from the qualitative 

data collected.  During the group interviews many students talked about using 

English online for a number of reasons, games, social media as well as for 

research.  This research was cited by the older students as being academic in 

nature, once they reach high school they are expected to conduct their own 

research and the volume of papers available in English makes it the easy choice 

for research and subsequent reading, likewise students reported that technology 

reviews and celebrity news stories were often preferably read in English over 

Turkish.  These results mirror those of Abidin et al. (2014) and Tan et al. (2010) 

who in their studies found that Malaysian students also preferred to use English 

online in part due to the volume of material available in English.   

As with the study by Iftanti (2015) the students in this study also expressed 

interest in reading current popular fiction in the original language, Harry Potter 

was mentioned during the study as being read in English but the more recent 13 

Reasons Why by Jay Asher was popular with some of the girls, as was Matilda by 

Roald Dahl, while Matilda is not a recent publication the school’s musical society 

had recently performed “Matilda – the Musical” which made it a popular choice 

around the school.  It appears that both popular culture and local interest do 

indeed motivate these students to read, coupled with the issues related to poor 

quality translation means English is the preferred language for such texts. 

In fact, choice of reading material seems to be a motivating factor for all young 

readers, in the Scholastic Inc. (2017a) report 89% of young readers told how their 

favourite books are the ones they choose themselves and the same was reported 

by our students during the group interviews who also reported that books assigned 

by teachers were more like homework than reading for pleasure.  Likewise, the 

results from the questionnaire also revealed that, in both Turkish and English, the 

most common reason to read was because they wanted to, only in English reading 

did the teacher have any substantial influence in reading choice.   

These findings show that both intrinsic motivations to read, shown by the desire 

to read books chosen by themselves and the enjoyment reported from reading, as 

well as certain extrinsic motivators such as the desire to read popular books play a 

role in students reading practices.  Chen et al. (2013) as well as Day & Bamford 

(1998) both state that students who are given a choice of reading material are 

more motivated to read. 
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6.2.2 Frequency of L2 Reading 

This study found only a minimal correlation between the frequency of reading in 

L1 and the frequency in L2.  While it does appear that there is a relationship 

between those who read more in L1 being more willing to read in L2, however 

they do not appear to read as often in a second language as they do in their mother 

tongue.  In the Italian study by Camiciottoli (2001) it was found that a low 

frequency of reading in L1 related to a low frequency of reading in L2, whereas 

the current study shows that a high frequency of reading in L1 elicits a reasonably 

high frequency of reading in L2, at least where printed books are concerned.  

However, just as with Camiciottoli (2001) this study also revealed that students 

expressed a lack of time as being a major reason not to read more in English as 

well as Turkish, however our younger Turkish students found difficulty reading in 

a second language to be more of a hinderance than their older Italian counterparts 

and similar numbers reported not being able to find something to read as holding 

them back.   

6.2.3 Reading Translated Texts 

Students reactions to translated texts was unforeseen and while not originally 

meant as part of the research topic it quickly became apparent that it was a driving 

factor into choice of language in which to read.  Students reported that 

translations of books into Turkish were often poorly done or at least the results 

were not as enjoyable to read as the original text.  The same was discussed about 

films where dubbed films lost some of the emotion and intonation from the 

original actor the same was found with text in that emotion and feeling was often 

lost when translated, additionally it was reported that commonly metaphors and 

idioms are difficult to translate from one language to another which can be 

frustrating to the reader. 

6.2.4 Transference of Reading Preferences 

There are many strong reasons to support the notion that preferences towards 

reading are transferred from reading in a mother tongue and reading in a second 

language as hypothesised by Yamashita (2004) and Day and Bamford (1998). 

As in the study by Akbari at al. (2017) who suggested that those who find that 

reading in a mother tongue is important for them are more likely to feel that 

reading in a second language is also important, the current study also shows a 

strong correlation between these perceived benefits in Turkish and English.   The 

study shows it is not just for perceived benefits but also that the understanding 

that reading is an important activity, the belief that the students should read more 

and even enjoyment of reading had strong correlations between the languages 

suggesting that these attitudes are transferred from reading in L1 to reading in L2. 

These attitudes towards the importance of reading appearing to be transferred 

from one language to another was supported by evidence from the group 

interviews.  Some students commented that reading was important because it gave 

them new experiences and helped develop empathy and this can be achieved in 

either language, assuming of course that one is literate enough in the language.    

Additionally, students reported that it was important for them to have a choice in 

the selection of their reading material with many stating that they didn’t enjoy 

reading assigned books or found them too easy or too childish and that motivation 

to read was affected by this.  This was mostly levelled against books in English 
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and specifically ESL reading e-books, however it was also demonstrated that the 

same applies to assigned books in Turkish. 

The current study also suggests that those that believe they are good at reading in 

their mother tongue will also believe themselves to be good readers in a second 

language, however there is little evidence to suggest if this is warranted or not as 

reading ability was not studied in either language but at least it became clear from 

the older students that they are reading books that would be akin to those being 

read by native English speakers of the same age, for example, The Lord of the 

Rings or 13 Reasons Why. 

However, these findings support Mathewson’s (1994) assumptions that readers 

will choose to read because they feel that reading is good for them, and as 

suggested by Yamashita (2004) these feelings related to the cognitive (beliefs) 

and affective (emotions and feelings) components are transferred between 

languages.  It does appear that those students who find reading enjoyable in L1 

are more likely to find reading enjoyable in L2 because these emotional feelings 

towards reading is irrespective of language.  It must be mentioned that this does 

not necessarily mean that reading is conducted as frequently in L2 as it is in L1, as 

can be seen in the next section.   

6.2.5 Attitudes to Reading and the Effects on Frequency of 
Reading 

The study shows that while these attitudes may be transferable from reading in L1 

to reading in L2 that for these students they do not necessarily have an impact on 

the frequency of reading that occurs in either language.  While a student may feel 

that reading is important, that they are good at reading or that they should read 

more, it does not necessarily affect the amount of reading that they do. 

 

Opinions that reading is important and enjoyable appears to have a biggest 

impacts on reading frequency.  Perhaps unsurprisingly enjoyment of reading has 

the biggest correlation with frequency to read, those who enjoy reading more are 

likely to read more, those who enjoy reading less are less likely to read as often.  

The strongest correlation was related to reading in a mother tongue from paper as 

although many students reported that they enjoyed reading printed English books 

they did so less frequently.  With e-books many students reported that they do not 

enjoy reading them and therefore read less frequently in both English and Turkish. 

 

The opinion that students should read more appears equally valid in both Turkish 

and English, however, there is only minimal correlation between this opinion and 

the frequency at which reading is performed.  It could be argued that the feeling 

that a student should read more is an extrinsic motivator as it could relate more to 

societal norms and expectations than to their own intrinsic motivation. 

 

As mentioned in 6.2.2 above there is some transference between L1 and L2 in 

relationship to the frequency at which reading is conducted where those that read 

more frequently in L1 are more likely to read more frequently in L2 which 

supports the transference of reading attitudes between mother tongue reading and 

2nd language reading.  Therefore, it would appear that we can support the 

hypothesis suggested by Day & Bamford (1998) that attitudes, and in this case 

enjoyment of reading in L1 transfers to enjoyment of reading in L2.  While we 

could deduce that those who read more in L1 are also more likely to read more in 
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L2 this study found only a minimal correlation in regard to reading frequency 

transference.    

 

Mathewson (1994), as mentioned earlier, suggests that intention to read influences 

reading behaviour, i.e. reading frequency.  It is therefore unsurprising that the 

current study finds the greatest influencers on the frequency of reading in either 

language are firstly the cognitive understanding that reading is an important 

activity and secondly the affective emotion that reading is enjoyable.   

 

Evidence from the group interviews further supports Mathewson’s (1994) model 

in that choice of reading material plays a role in the motivation to read, the 

intrinsic motivation from having the chance to fulfil their curiosity and read about 

what interests them.  This is backed up by the questionnaire finding that most 

commonly students reported that they chose to read books because they wanted 

to, it is also one of Day & Bamford’s (2002) 10 principles of extensive reading 

that students must have a choice of reading material. 

6.3 Reading Between the Genders 

The differences in reading habits between the genders was not an initial aim of 

this study, however as much literature examines this issue I thought it wise to 

include some comments on this relative to this study. 

It is often commented that boys tend to read less than girls, Clark (2013, 2016), 

Clark & Teravainen (2017) as well as Scholastic Inc. (2016a, 2017a) cover this in 

first language terms and Al-Adwani & Al-Fadley (2017), Mohd-Asraf & 

Abdullah (2016) and Sani & Zain (2011) all discuss girls reading more in relation 

to 2nd language reading as well.  One exception to this was shown by Ip et al. 

(2010) who found that boys in Hong Kong read more frequently and for longer 

than girls. 

This study has also found that girls to tend to read more than boys when reading 

printed books in Turkish.  Girls appear to enjoy reading printed books in Turkish 

more than the boys do and also read them more often as well as for longer 

periods.  They also felt they were better readers than the boys in both Turkish and 

English but generally found their Turkish reading skills to be better than their 

reading skills in English.  They are also slightly more likely to read a book of their 

own accord than the boys were in both languages.   

Gender appears to have little effect on reading between the languages and the 

pattern for reading in a second language between the sexes very closely resembles 

that of reading in a first language.  There are degrees of separation between them, 

for example while girls enjoy reading in Turkish more than boys it is by a bigger 

margin than it is for English, however in both languages the enjoyment expressed 

by the girls is higher than that of the boys. 
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7 Conclusion 

In this final chapter I attempt to define how these students are reading in both 

languages as well as their preferences between digital and physical reading 

material.  The question of print versus digital played a large role in this study and 

therefore firstly we will look at this issue before looking at issues of transference. 

7.1 Reading E-Books or Physical Books 

In order to answer the first research question ‘How does preference for reading 

either digitally or paper-based affect the reading mode in both L1 and L2?’  I will 

look at the links between reading e-books and reading print books. 

 

The pattern for reading format preference followed a very similar pattern in both 

languages, these young learners appear to have the same feelings towards e-books 

and print books irrespective of language.  Students that enjoy e-books in Turkish 

also appear to enjoy them in English; whereas those who do not enjoy reading e-

books feel negatively towards them in both languages. 

It would appear therefore that preferences for reading format does indeed remain 

the same for both languages, the same reasoning can be applied to explain why 

students may prefer to read paper books in English as they may do in Turkish.   

Looking at the attributes of innovation proposed by Rogers (1995) it is clear that 

while some perceive the attributes of relative advantage of the e-book as 

appealing many others do not or in a less convincing way.  Further, students 

mentioned that the enhancements offered in many ESL story books as a 

frustration that hindered the flow of the story, as such these were not seen as a 

relative advantage over a paper ESL book.   

Many students complained that they were not as comfortable reading from an e-

reading device and that the feeling of getting lost in a story wasn’t as strong as 

when reading on paper.  Students went further to explain that while they are used 

to and comfortable around technology that reading from a physical book provided 

an escape from this digital world.  Therefore, we can say that for many it is 

unlikely that the attribute of compatibility will be fulfilled as it is their strong 

preference that reading should be an offline and tactile experience. 

RQ1a. ‘How does the availability of digital or paper-based reading materials 

effect reading mode preferences in L1 and L2?’ asks if students found that 

availability of reading materials plays any part in their choice to read in each 

format. 

Although a few students appreciated cheap or free e-books, students 

overwhelming responded that they would not read more e-books even if they had 

access to them. During the group interviews students stated that they would rather 

pay more for a physical book than read the digital equivalent, obviously Rogers’ 

(1995) attribute of relative advantage that he mentions can include cost 

advantages but does not play a role in many of our students’ choices when 

choosing books to read for pleasure. 
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In short, and considering the evidence presented above, we cannot state that the e-

book has become functionally equivalent (Weiss, 1969) to physical books for 

these students.  This is most likely because not all of the attributes of innovation, 

as detailed by Rogers (1995), have met an acceptable level of satisfaction, 

especially those of compatibility with attitudes and relative advantage in terms of 

cost, satisfaction and convenience, at least as far as these young readers are 

concerned.  

7.2 Reading for Academic and Personal Research 

The second part of the first research question RQ1b ‘What kinds of texts are read 

digitally and/or on paper and do these differ between languages?’ relates to the 

types of texts read digitally in if these differ between Turkish and English.  As can 

be seen in section 7.1 above reading for pleasure appears to be mostly a paper-

based affair, in both languages.  However, in this section it is shown that research 

of both an academic and personal nature is conducted online and digitally.  

Reading for pleasure appears to be conducted more often in Turkish than in 

English whereas research online is mostly English.   

 

One finding that came from the group interviews with the older 9th & 10th grade 

students was that for research purposes (academic and personal), it would appear 

that the relative advantages of digital libraries and other online resources have 

meant that these digital resources have become the main choice for research 

purposes.   The adaptation of these resources has been largely influenced by the 

relative advantage (Rogers, 1995) over visiting a physical library or finding 

physical journals (academic) or magazines (personal) for such research.   For 

these young students, like so many of us today, the functional equivalence 

(Neuman, 2010; Robinson, 1972 & Weiss, 1969) of the reference section at our 

school or local library has now been taken over by the phone, tablet or computer 

at a hand’s reach. 

While the fact that students felt strongly during the focus groups that English has 

become the lingua franca for both personal and academic research purposes is of 

interest, however, we must remember that this can only be generalised with 

students with a similar high command of the English language.  

7.3 Reading in a Second Language 

Looking at the second set of research question ‘Which and to what extent do 

preferences and attitudes towards reading transfer between L1 and L2?’ related 

to the transference of reading preferences, it can be observed that there are many 

aspects of reading that are transferable from L1 to L2.  .    

It is clear from these results that attitudes to reading in L1 have an effect on the 

attitudes towards reading in L2, in fact we can agree with the statement by Day & 

Bamford (1998) that assuming a child is literate in their mother tongue then the 

attitudes to reading in L2 will come from their attitudes towards reading in L1.   

It can be seen that while many of the attitudes and habits are transferred from L1 

to L2 reading, for example the importance felt about reading, the enjoyment of 

reading, the perceived benefits of reading all appear to be transferred. It should 

however be noted that although these are transferred, they are not quite as strong 
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in a 2nd language.  It is shown that students who enjoy reading in Turkish also 

appear to enjoy reading in English, however the level of enjoyment is not as 

strong. Likewise, students appear to believe they are good at reading in both 

languages but reading confidence is still a little stronger in mother tongue than in 

a second language. 

Looking at the sub-question of the second research question ‘What motivational 

factors effect reading frequency in L1 and/or L2?’ we see that it is the perceived 

importance of reading and the enjoyment of reading that have largest impact on 

reading frequency in both languages.  It must be noted that the reading frequency 

in L2 is not as high as the reading frequency in L1 and that the effect that these 

beliefs have on reading frequency is not as strong in L2 either, but it is still 

present.    

Regarding who motivates students to read, it is mostly self-motivation in each 

language however students require a little more motivation from their teacher 

when it comes to reading in L2.  Mathewson (1994) proposed that ‘intention to 

read in turn influences reading behaviour’ but also states that text selection is a 

part of the intention to read and that curiosity and intrinsic motivation is fostered 

when students read about topics which are of interest to them personally.  

Yamashita (2004) referred to two of Mathewson’s (1994) three components of 

reading attitudes namely cognitive and affective and this study attempted to do the 

same.  We can see that cognitive attitudes such as that reading is beneficial and 

important are transferred from L1 to L2 as well as affective attitudes such as that 

reading is an enjoyable activity in much the same way as Yamashita found. 

It was clearly understood that these readers preferred to read certain texts in 

English than in Turkish, as mentioned above this includes texts for research 

purposes because of the amount of material available.  However, the surprise 

came with the revelation that even these young students prefer to read novels in 

the original English version (or English translation for originally 3rd language 

texts) over a Turkish translation as there appears to be a great variation in quality 

and therefore a mistrust of translations. 

7.4 Reflections on the Study 

The study has shed light on that fact that reading attitudes, habits and preferences 

of reading in L1 do indeed play a role on reading in L2.  However, I feel the final 

picture could be clarified in a number of ways. 

The method of a quantitative survey followed by an in-depth group interview 

worked well, I was able to gain more insight into why students did not enjoy 

reading e-books and ascertain further information regarding reading digitally and 

between languages.  However, timing was problematic as conducting the study 

towards the end of the academic year meant that the quantitative data was not 

fully analysed before the qualitative research phase.  Had more time been 

available then the analysed data could have been used to ascertain the differences 

between the trends in Turkish and those in English. 

Understanding students’ motivations to read and in which format and language 

was not as thoroughly investigated as intended, the study looked at who motivates 

students to read, how often they read and what attitudes they have towards certain 
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motivators, however the sources of these attitudes was not examined.  It would 

have been useful to include more aspects related to both intrinsic and extrinsic 

motivations in the study to try to understand these better in order to encourage 

more children to read.  For example, questions related to parents reading habits, 

do they see their parents reading, were they read to as a child, even how teachers 

promote reading in the classroom would have been beneficial to understand where 

this motivation comes from. 

This study has attempted to be comprehensive with comparing reading in L1 and 

L2 but as the project progressed it has been a concern that the focus on digital 

versus print reading has taken over a large part of the study.  Considering the 

amount of research into the as yet unanswered debate of p vs e reading this is of 

little surprise, however as far as L1 vs L2 is concerned we can conclude that the 

mode of reading is transferred.   Therefore, I feel a similar study should be 

conducted without the digital versus print aspect and concentrate simply on 

attitudes between mother tongue and second language reading.  This in turn would 

allow more time to be devoted to the study of where these motivations to read 

mentioned above are gained. 

In relation to this study, reading in English includes, largely, reading ESL adapted 

texts as well as reading novels.  Throughout this study clear distinctions were not 

drawn between the two.  In some cases it is clear which type of reading is being 

referred to, others not so much.  Clearly separating the two may be of interest to 

future studies, however in one respect reading either is important for growth of 

language as well as emotional states and it could be debated as to whether or not 

any separation is required. 

I further recognise that those students who volunteered to take part in the group 

interviews were interested and reasonably frequent readers, further they all 

possessed a very good command of English, it would be interesting to repeat the 

study with a wider range of readers and wider range of language abilities, 

however this was not possible for the current study.  This would have allowed the 

study to ascertain if differences in reading levels between L1 and L2 had any 

effect on the transference of attitude between the languages dependent on L2 

reading ability. 

7.5 Implications for the Field of LIS 

The implications for librarians in schools or other libraries catering for young 

learners is that irrespective of reading in L1 or L2 it may not be assumed that our 

constantly connected young readers are looking for the same digital environment 

when it comes to reading.  We may incorrectly assume that because we see them 

with their faces buried in their phones, tablets and game consoles that we can 

motivate them to read with games embedded in books that they can read on these 

same devices.  For some this is true but for many they view reading as an escape 

from this 24/7 connection and a time to disconnect from the digital world, feel the 

paper and escape to the new world offered within the book. 

Freedom to choose reading material was a clear outcome from the group 

interviews and as such students should be given a choice in what they read and 

not just be assigned books because the teacher feels they are important.  

Additionally this choice could be based on language too, students may prefer to or 

like to be given the option to read the text in its original language and not their 
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mother tongue, this would be a worthwhile consideration for any library that 

caters for multilingual students. 

For librarians, and in fact teachers, who will cater for these language learners’ 

reading needs it is again unwise to assume that the vast digital libraries crammed 

with digital texts are likely to attract these young readers to read in another 

language.  If they prefer print for their mother tongue, then they will also prefer it 

for second language reading too and this needs to be catered for. 

Librarians and teachers alike are obviously interested in motivating students to 

read, this study shows that these same motivational factors apply in L2 reading as 

it does in L1 reading.  Students who are unwilling readers in L1 are unlikely to 

become avid readers in a 2nd language and effort should first be made to improve 

their attitudes towards reading in general before attempting to transform them into 

an avid 2nd language reader.  However, for those who are already regular readers 

in a first language and assuming they are literate enough in a 2nd language effort 

can be encouraged to read more in a 2nd language, for example promoting current 

popular literature in its original language could help improve extensive reading 

outside of the classroom. 

Even the students who preferred to read digital books cited that the enhancements 

often found in ESL literature to be a distraction form the flow of the story, as such 

ESL publishers should include ways to disable or skip these enhancements in 

order to allow the reader to read unhindered. 

Finally, the results are encouraging that these young readers are still very 

interested in reading, that they enjoy reading and this is in both mother tongue and 

(even if to a smaller degree) in their second language too.  Their overall 

preference appears to be for print books over digital ones, however this is not 

exclusive.  Just as we should provide students with a choice of reading texts; we 

should also give them a choice of formats (paper or digital) on which to read these 

texts. 
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Appendix A. The Questionnaire 

 
  



 

 

 

 



 

Appendix B. Informed Consent Message 

Your child, name, has expressed interest in taking part in a group 

discussion regarding reading habits and preferences which will be held on 

date.  The session will take place during one of the English lessons on this 

date and the session will be conducted wholly in English.  We believe that 

while your child will miss the lesson the participation in the study will be 

rewarding in that your child will spend the time practicing English in a 

real-world setting, we will also provide homework that will cover the topic 

missed in the lesson.   

The study is being conducted as part of a master’s thesis on the subject of 

reading in English and Turkish both from books and digitally by Mr Peter 

Daniels, the Head of the Primary School English Department.  The group 

session will not be recorded, and simple notes will be taken, these notes 

will be used solely for the study and will not be used professionally by the 

school for any reason.  Your child’s identity will not be contained in the 

notes and your child’s identity will not be revealed in any reports following 

the study.  This study is being conducted as a private study by Mr Peter 

Daniels, the school management is aware of and supports and approves of 

the study but will not benefit from it in any way. 

If you would prefer your child not to participate please inform us prior to 

the date of the session. 



 

Appendix C. Result Data 

Result Data 1: I enjoy reading printed books  

I enjoy reading 
printed books 

N = 180 

Strongly Agree Agree Neutral Disagree Strongly Disagree 

In English 23% 36% 26% 6% 8% 

In Turkish 48% 30% 10% 5% 5% 

Boys – In English 22% 28% 26% 9% 13% 

Boys – In Turkish 38% 34% 13% 7% 7% 

Girls – In English 24% 42% 25% 4% 4% 

Girls – In Turkish 56% 26% 8% 5% 5% 

Pearson coefficient correlation (Turkish vs English): 0.5287 
 
Result Data 2: I enjoy reading e-books 

I enjoy reading e-
books 

N = 178 

Strongly Agree Agree Neutral Disagree Strongly Disagree 

In English 11% 18% 24% 17% 28% 

In Turkish 9% 15% 26% 20% 27% 

Boys – In English 11% 12% 28% 16% 34% 

Boys – In Turkish 7% 13% 30% 16% 34% 

Girls – In English 11% 23% 21% 18% 24% 

Girls – In Turkish 11% 17% 24% 23% 23% 

Pearson coefficient correlation (Turkish vs English): 0.8237 
 
Result Data 3:  Enjoy Reading P-Books in English and Turkish – Contingency Table 

I enjoy reading P-Books 
N = 180 

English 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

Tu
rk

is
h

 

Strongly Agree 34  32 17 3 2 

Agree 5 30 15 1 2 

Neutral 0 2 14 2 1 

Disagree 1 2 0 5 2 

Strongly 
Disagree 

2 0 1 0 7 

Pearson coefficient correlation (Turkish vs English): 0.5287 
 
Result Data 4: Enjoy Reading E-Books in English and Turkish  – Contingency Table 

I enjoy reading E- Books 
N = 178 

English 
Strongly Agree Agree Neutral Disagree Strongly 

Disagree 

Tu
rk

is
h

 

Strongly Agree 11 3 3 0 0 

Agree 5 19 3 0 1 

Neutral 2 5 35 4 1 

Disagree 1 4 2 26 3 

Strongly 
Disagree 

1 2 0 1 46 

Pearson coefficient correlation (Turkish vs English): 0.8237 
  



 

 
Result Data 5: I'm good at reading 

I’m good at 
reading 
N = 181 

Strongly Agree Agree Neutral Disagree Strongly Disagree 

In English 34% 41% 17% 5% 2% 

In Turkish 47% 37% 13% 2% 1% 

Boys – In English 29% 46% 16% 8% 1% 

Boys – In Turkish 36% 47% 12% 5% 0% 

Girls – In English 38% 38% 18% 3% 3% 

Girls – In Turkish 55% 29% 13% 0% 2% 

Pearson coefficient correlation (Turkish vs English): 0.6768 
 
Result Data 6: The Importance of Reading 

Importance of 
Reading 

Strongly Agree Agree Neutral Disagree Strongly 
Disagree 

Reading in English is 
Important n=181 

35% 35% 18% 5% 7% 

Reading in Turkish is 
Important n=181 

43% 37% 10% 4% 5% 

I should read more in 
English n=180 

34% 29% 15% 11% 10% 

I should read more in 
Turkish n=180 

31% 30% 17% 10% 10% 

Pearson coefficient correlation (Reading is Important: Turkish vs English): 0.6983 
Pearson coefficient correlation (I should read more: Turkish vs English): 0.7874 
 
Result Data 7: I would read more books if I had access to them 

I would read 
more books if I 
had access to 

them 

Strongly Agree Agree Neutral Disagree Strongly Disagree 

P-Books 
English n=180 

20% 18% 24% 18% 19% 

P- Books 
Turkish n=181 

23% 16% 22% 22% 17% 

E-Books 
English n=180 

8% 9% 24% 25% 34% 

E-Books 
Turkish n=181 

6% 9% 21% 28% 36% 

Pearson coefficient correlation (P-Books: Turkish vs English): 0.7939 
Pearson coefficient correlation (E-Books: Turkish vs English): 0.8064 
 
 
Result Data 8: How often I read p-books 

How often I read p-books 
Every Day Every 2-3 

Days 
Once a week Rarely Never 

In English n=181 8% 14% 19% 39% 20% 

In Turkish n=182 42% 32% 8% 16% 2% 

Boys – In English n=76 7% 12% 14% 42% 25% 

Girls – In English n=105 9% 15% 22% 37% 16% 

Boys – In Turkish n=76 36% 28% 13% 20% 4% 

Girls – In Turkish n=106 46% 35% 4% 14% 1% 



 

Result Data 9: How often I read p-books - contingency table 

How often I read p-books 

N = 181 

English 
Every Day Every 2-3 

Days 
Once a week Rarely Never 

Tu
rk

is
h

 Every Day 14 9 20 24 9 

Every 2-3 Days 1 12 11 23 10 

Once a week 0 0 2 11 1 

Rarely 0 3 1 13 13 

Never 0 1 0 0 3 

Pearson coefficient correlation (P-Books: Turkish vs English): 0.3513 

Result Data 10: How often I read e-books 

How often I read e-books Every Day Every 2-3 
Days 

Once a week Rarely Never 

In English n=182 4% 7% 21% 18% 50% 

In Turkish n=181 3% 4% 6% 22% 64% 

Boys – In English n=76 3% 5% 18% 24% 50% 

Girls – In English n=105 6% 8% 24% 13% 50% 

Boys – In Turkish n=76 3% 3% 4% 29% 62% 

Girls – In Turkish n=105 4% 6% 8% 17% 65% 

 
Result Data 11: How often I read e-books - contingency table 

How often I read e-books 
N = 181 

English 
Every Day Every 2-3 

Days 
Once a week Rarely Never 

Tu
rk

is
h

 Every Day 2 2 1 1 0 

Every 2-3 Days 3 3 1 1 0 

Once a week 2 0 8 1 0 

Rarely 0 3 5 21 11 

Never 1 4 23 8 80 

Pearson coefficient correlation (E-Books: Turkish vs English): 0.5643 

Result Data 12: I enjoy reading P-Books vs Frequency of Reading in Turkish 

I enjoy reading P-Books vs 
Frequency of Reading in Turkish 

N=181 

I enjoy reading books in Turkish 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 

b
o

o
ks

 in
 

Tu
rk

is
h

 Every Day 60 12 2 0 2 

Every 2-3 Days 23 30 3 0 1 

Once a week 4 6 3 1 0 

Rarely 1 6 11 8 4 

Never 0 0 0 1 3 

Pearson coefficient correlation (Turkish P-Books: Enjoyment vs Frequency): 0.67 

Result Data 13: I enjoy reading E-Books vs Frequency of Reading in Turkish 

I enjoy reading E-Books vs 
Frequency of Reading in Turkish 

N=178 

I enjoy reading e-books in Turkish 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 

e-
b

o
o

ks
 in

 
Tu

rk
is

h
 Every Day 5 1 0 0 0 

Every 2-3 Days 4 3 1 0 0 

Once a week 3 5 1 0 2 

Rarely 1 11 20 3 5 

Never 4 8 25 33 43 

Pearson coefficient correlation (Turkish E-Books: Enjoyment vs Frequency): 0.50 



 

Result Data 14: I enjoy reading P-Books vs Frequency of Reading in English 

I enjoy reading P-Books vs 
Frequency of Reading in English 

N=179 

I enjoy reading books in English 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 

b
o

o
ks

 in
 

En
gl

is
h

 Every Day 10 3 2 0 0 

Every 2-3 Days 6 19 0 0 0 

Once a week 11 17 6 0 0 

Rarely 9 25 27 5 4 

Never 6 1 12 6 10 

Pearson coefficient correlation (English P-Books: Enjoyment vs Frequency): 0.47 

Result Data 15: I enjoy reading E-Books vs Frequency of Reading in English 

I enjoy reading E-Books vs 
Frequency of Reading in English 

N=178 

I enjoy reading e-books in English 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 

e-
b

o
o

ks
 in

 
En

gl
is

h
 Every Day 7 1 0 0 0 

Every 2-3 Days 4 4 3 0 1 

Once a week 8 13 7 4 7 

Rarely 0 7 17 3 5 

Never 1 8 16 24 38 

Pearson coefficient correlation (English E-Books: Enjoyment vs Frequency): 0.50 

Result Data 16: Importance vs Frequency of Reading P-Books in Turkish 

Importance vs Frequency of 
Reading P-Books in Turkish 

N=181 

I think reading books is important for me 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 Every Day 52 21 1 0 2 

Every 2-3 Days 21 32 5 0 0 

Once a week 4 6 3 1 0 

Rarely 1 7 9 7 5 

Never 0 1 0 0 3 

Pearson coefficient correlation (Turkish P-Books: Importance vs Frequency): 0.62 

Result Data 17: Importance vs Frequency of Reading P-Books in English 

Importance vs Frequency of 
Reading P-Books in English 

N=180 

I think reading books is important for me 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 Every Day 12 3 0 0 0 

Every 2-3 Days 10 12 3 0 0 

Once a week 17 13 1 2 1 

Rarely 18 27 16 5 4 

Never 6 8 12 2 8 

Pearson coefficient correlation (English P-Books: Importance vs Frequency): 0.42 

  



 

Result Data 18: Importance vs Frequency of Reading E-Books in Turkish 

Importance vs Frequency of 
Reading E-Books in Turkish 

N=180 

I think reading books is important for me 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 Every Day 6 0 0 0 0 

Every 2-3 Days 5 3 0 0 0 

Once a week 3 6 1 1 0 

Rarely 16 16 2 2 4 

Never 47 42 15 5 6 

Pearson coefficient correlation (Turkish E-Books: Importance vs Frequency): 0.15 

Result Data 19: Importance vs Frequency of Reading E-Books in English 

Importance vs Frequency of 
Reading E-Books in English 

N=181 

I think reading books is important for me 
Strongly 

Agree 
Agree Neutral Disagree Strongly 

Disagree 

H
o

w
 

o
ft

e
n

 d
o

 

yo
u

 r
ea

d
 Every Day 5 2 1 0 0 

Every 2-3 Days 5 7 0 0 0 

Once a week 18 15 5 1 0 

Rarely 5 13 7 3 4 

Never 31 26 19 5 9 

Pearson coefficient correlation (English E-Books: Importance vs Frequency): 0.22 

Result Data 20: E-books are as beneficial as printed books 

E-books are as 
beneficial as 

printed books 

Strongly Agree Agree Neutral Disagree Strongly 
Disagree 

In English n=181 10% 13% 21% 21% 35% 

In Turkish n=182 7% 12% 23% 22% 36% 

Pearson coefficient correlation (Turkish vs English): 0.88 
  



 

 
Result Data 21: Time spent on activities by language and gender 

Time spent on 
activities by 

gender 

No Time 0 – 30 minutes 30 – 60 minutes 1 – 2 hours 2 or more 
hours 

Reading Turkish 
n=180 14% 30% 35% 15% 4% 

Reading Turkish 
Boys n=75 

16% 36% 36% 7% 5% 

Reading Turkish 
Girls n=105 

12% 26% 35% 22% 4% 

Reading English 
n=180 31% 47% 15% 3% 3% 

Reading English 
Boys n=75 

30% 46% 14% 4% 4% 

Reading English 
Girls n=105 

31% 48% 16% 2% 2% 

Playing Games 
n=181 24% 29% 22% 13% 11% 

Playing Games 
Boys n=75 11% 22% 25% 17% 24% 

Playing Games 
Girls n=106 34% 34% 20% 10% 2% 

Using Internet 
n=180 9% 20% 19% 30% 21% 

Using Internet 
Boys n=76 14% 22% 28% 21% 14% 

Using Internet 
Girls n=104 6% 19% 12% 36% 25% 

Watching TV 
n=181 8% 10% 42% 28% 11% 

Watching TV 
Boys n=75 11% 8% 42% 28% 12% 

Watching TV 
Girls n=106 7% 11% 42% 28% 10% 

 

Result Data 22: Why I Choose to read 

Why I Choose to 
read 

N=182 

Teacher 
Tells me 

Parents Tell me I want to It is a 
popular 

book 

It was 
recommended 

In Turkish – All 23% 17% 85% 24% 45% 

In English – All 49% 15% 57% 16% 31% 

In Turkish Boys 26% 17% 79% 22% 36% 

In Turkish Girls 21% 17% 90% 25% 52% 

In English Boys 59% 11% 47% 17% 22% 

In English Girls 42% 18% 64% 15% 37% 

 
 
 
 
 
 



 

 
Result Data 23: Devices at home and used to read e-books 

Devices 
At Home Used to 

Read  
E-Books 

% At 
Home 

% used to 
read E-
books 

Desktop or Laptop 178 59 98% 32% 

Tablet 145 56 80% 31% 

E-Reader 24 13 13% 7% 

Smartphone 178 67 98% 37% 

Games Console 81 0 45% 0% 

Do not Read - 88 - 48% 

 
Result Data 24: The language I use to read 

The language I use to read English Turkish Either Do not 

Books n=181 6% 50% 40% 4% 

E-Books n=182 21% 6% 23% 50% 

Audio Books n=181 20% 3% 15% 62% 

Song Lyrics n=180 50% 2% 40% 8% 

Newspapers n=179 6% 41% 28% 26% 

Magazines n=180 13% 27% 40% 21% 

Comics n=180 8% 32% 46% 14% 

Graphic Novels n=180 19% 18% 38% 24% 

Social Media n=179 22% 12% 56% 11% 

 

Result Data 25: Language preferred online 

The language I use online 
N=182 

English Turkish Either 

All 31% 19% 49% 

Boys  30% 22% 47% 

Girls 32% 17% 51% 

 

Result Data 26: Format used to read 

How I read 
N=182 

Mostly 
Printed 

50 / 50 Mostly Digital I do not 
read 

Turkish Magazines 24% 11% 23% 42% 

English Magazines 9% 8% 32% 51% 

Turkish Newspapers 38% 18% 16% 27% 

English Newspapers 7% 5% 41% 47% 

Turkish Books 85% 9% 2% 4% 

English Books 44% 19% 24% 14% 

 

 

 



 

 
Result Data 27: Features I enjoy with e-books 

Features I enjoy with e-books 
N=181 

All 
respondents 
- Most 
Important 

Positive e-
book 
readers - 
Most 
Important 

All 
respondents 
- 1st and 2nd 

Positive 
e-book 
readers - 
1st and 
2nd 

All 
respondents 
- All levels 

Positive 
e-book 
readers - 
all levels 

Do not like 72% 
     

There is narration 2% 6% 4% 14% 28% 28% 

There are games as part of 
the book 

3% 12% 7% 24% 11% 40% 

Using the dictionary 2% 8% 5% 18% 8% 30% 

Being able to sea<rch the 
book 

2% 6% 7% 24% 12% 42% 

Being able to highlight text 2% 8% 6% 20% 10% 36% 

It is easy to find more books 6% 22% 13% 46% 15% 54% 

I can fit many books on one 
device 

10% 36% 15% 56% 17% 62% 

Other 1% 2% 1% 2% 2% 8% 

 
Result Data 28: Features I do not enjoy with e-books 

Features I do not enjoy with 
e-books 
N=180 

All 
respondents 
- Most 
Important 

Positive e-
book 
readers - 
Most 
Important 

All 
respondents 
- 1st and 2nd 

Positive 
e-book 
readers - 
1st and 
2nd 

All 
respondents 
- All levels 

Positive 
e-book 
readers - 
all levels 

I like 17% 
     

My eyes ache after reading 13% 15% 27% 32% 39% 39% 

I prefer the feel of paper 43% 52% 58% 69% 65% 78% 

It is uncomfortable 6% 7% 23% 28% 38% 46% 

I lose where I was in the book 3% 4% 8% 10% 22% 26% 

I cannot tell how far through 
the book I am 

3% 4% 12% 15% 22% 27% 

I get distracted by 
notifications 

5% 6% 14% 17% 26% 31% 

I prefer to use device to play 
games 

8% 10% 17% 20% 27% 32% 

Other 2% 2% 3% 3% 3% 4% 

 

Result Data 29: Why I do not read more (Turkish) 

Why I do not 
read more 
(Turkish) 

No Time I Do not Want 
to 

Difficult Not Enough Books I Read Enough Other 

Most 
important 

81 36 0 2 64 5 

2nd Reason 31 12 4 4 20 11 

3rd Reason 11 16 7 5 7 8 

Total 123 64 11 11 91 24 

Total 
Percentage 

68% 35% 6% 6% 50% 13% 



 

 

 
Result Data 30: Why I do not read more (English) 

Why I do not 
read more 
(English) 

No Time I Do not Want 
to 

Difficult Not Enough Books I Read Enough Other 

Most 
important 

69 48 22 16 28 6 

2nd Reason 25 13 20 18 16 6 

3rd Reason 15 17 14 7 5 9 

Total 109 78 56 41 49 21 

Total 
Percentage 

60% 43% 31% 23% 27% 12% 

 


