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The main focus of this chapter is on reading motivation, one of the key fac-
tors that influence reading efficiency and learning motivation in general. We
were particularly interested in voluntary foreign language readingmotivation
of young adolescents in Slovenia, more specifically the frequency of their vol-
untary free time reading in English, the format of the chosen readingmaterials
and various aspects of their readingmotivation in EFL. The analysis of 192 ques-
tionnaires showed that the majority of participants frequently read in English
andmost often find their readingmaterials on line. They havemultidimension-
al reading motivation, with the strongest component being EFL reading self-
efficacy and intrinsic motivation for EFL. Differences between genders were
found both in the selection of the reading material, as well as in the dimen-
sions of their reading motivation, while the identified transfer of L1 reading
attitudes to EFL reading attitudes appears to be relatively weak.

Keywords: reading motivation, EFL, primary school learners, gender differ-
ences, transfer of reading attitudes

Introduction

In schools worldwide, one of the main learning goals in primary grades is
the ability to read. However, for reading to become one’s gateway for contin-
ued, life-long learning and at the same time source of enjoyment, learning
how to decode letters/characters is not enough. A child can become an inde-
pendent reader and learner only through an interest in reading, carefully de-
signed instruction and numerous encounters with diverse readingmaterials.
In our globally linked world, diverse reading materials are no longer found
only in libraries, but in themultilingual environment of the world-wide-web,
whichmeans it is of utmost importance to developmotivated fluent readers
in different foreign languages as well. This seemingly clear and simple goal
has nevertheless remained a challenge for numerous teachers and students
alike.
In Slovenia, international studies of student performance in reading sho-

wed relatively poor results in reading literacy for a whole decade (PISA 2000,
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2006, 2009, 2012), which triggered numerous studies on L1 reading motiva-
tion and reading strategies (Bucik 2005; Pečjak et al. 2006; Pečjak andGradišar
2012). Despite the fact that a number of these focused on voluntary reading
for fun that teenagers engage inwithin their free time, the focus remainedon
reading printed materials (books, magazines, etc.), which no longer present
the only or main source of information or reading pleasure for a typical
(Slovene) teenager. In the last decade, reading, as numerous other activities
that adolescents participate in, moved into the virtual world and one cannot
address the questions related to reading without considering digital read-
ing as well. Since the majority of reading materials on line are in English and
other foreign languages, it is crucial that the studies of reading motivation
expand their scope to the field of reading motivation in a foreign language,
which so far remains under-researched in the Slovene context. On the other
hand, also existing studies on EFL reading motivation (e.g. Baker and Wig-
field 1999; Guthrie and Wigfield 1997; Mori 2002; Takase 2007) are subject to
limitations, as they predominantly focus on the participants’ motivation to
read books and other printed materials, failing to consider online reading
sources, and limit their scope to the population of secondary school and uni-
versity students included into assigned reading classes. Therefore, the aim
of this study was to get a bigger picture of reading behaviour and reading
motivation in EFL for a group of Slovene primary school pupils, more specif-
ically the frequency of voluntary free time reading in English, the format of
the chosen reading materials and various aspects of the reading motivation
in EFL. A preliminary study (Pirih 2015) showed a relatively high frequency
of voluntary reading of diverse materials in English, a multidimensional EFL
reading motivation and weak transfer of L1 reading attitudes to EFL reading
attitudes for the studied population. The present study, conducted with a
slightly modified questionnaire and a more elaborate statistical analysis of
the results aimed at getting a somewhat better understanding of the multi-
dimensional nature of motivation for reading in a foreign language for this
population of Slovene primary school pupils.

ReadingMotivation

An attempt to define reading motivation is an attempt to answer questions
likeWhatmakesone read?Whyare somepeople engaged readers,while oth-
ers hardly ever read?Whydo somepeoplewant to repeat their reading expe-
rience? How does one become a reader for life, while so many quit reading
once they finish school? Experts in the field of reading (Baker and Wigfield
1999;Guthrie andWigfield 1997; Pečjak andGradišar 2012) define readingmo-
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tivation as amultidimensional construct that includes a number of goals and
beliefs and see it as one of the key factors that influence reading efficiency
and learning motivation in general. Pečjak and Gradišar (2012) explain that
different motivational aspects within the reading motivation construct en-
courage an individual to initiate reading, give meaning to the reading pro-
cess and persist in reading as well as repeat the reading experience.
The most influential model of reading motivation, Wigfield and Guthrie’s

(1997) taxonomyof readingmotivation,wasdevelopedwithin the theoretical
framework of Deci and Ryan’s (1985) self-determination theory (SDT), which
sees an individual’s behaviour as a result of various intrinsic and extrinsicmo-
tives.While intrinsicallymotivatedbehaviours, crucial in the educational pro-
cess (Deci and Ryan 1985), bring an internal reward, namely an experience
of pleasure and satisfaction, extrinsically motivated behaviours are typically
performed to receive a reward outside the activity itself or to avoid punish-
ment. Deci and Ryan (1987) proposed four dimensions of motivation: com-
petency, relatedness, autonomy and interest. If a learner is given the oppor-
tunity to make autonomous choices, this will enhance his/her intrinsic moti-
vation. Similarly, if a learner feels competent or effective when he/she is en-
gaged in a challenging activity, this will intrinsically motivate him/her. And
finally, the sense of belonging (in a classroom) that derives from social rela-
tionships based on trust and care, results in intrinsic motivation.
These dimensions were further analysed by Wigfield and Guthrie (1997) in

their Motivation for Reading Questionnaire (MRQ), administered in US ele-
mentary schools. Their results confirmed that children’s reading motivation
is multidimensional, composed of 11 dimensions of reading motivation that
form three categories: competence and self-efficacy beliefs, purposes for read-
ing/reading goals and social aspects of reading.
As Wigfield and Guthrie explain, when students feel competent and effi-

cacious at reading and regard the reading task as challenging, they develop
(higher) intrinsicmotivation for reading, while low reading self-esteem often
results in reading avoidance. However, one’s engagement in reading is not
facilitated predominantly by the reading self-efficacy beliefs but the purpos-
es for reading, especially intrinsically motivated goals. According toWigfield
(1997), for students to become engaged readers, the reading task should be
interesting, they should get involved in reading and perceive it as important
for their lives and/or success. On the other hand, they should also recognise
readingasuseful, i.e. bringing rewardsor helping themtooutperformothers.
While Ryan and Deci (2000) believe that extrinsic motivation usually results
in less cognitive engagement and the use of less complex learning strate-
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Figure 1 Wigfield and Guthrie’s Taxonomy of Reading Motivation (adapted from Dunston
and Gambrell 2009, 272)

gies, Pečjak and Gradišar (2012) explain that external recognition or a reward
might have anegative influenceon intrinsicallymotivated students (they can
become increasingly dependent on external rewards), but it can, on the oth-
er hand, function as a very important encouragement for weaker, reluctant
readers or beginners. AsWigfield and Guthrie (1997) stress in the last catego-
ry of their taxonomy, i.e. social aspects of reading, reading is a social activi-
ty which may enable the readers to achieve social goals. The opportunity to
share their reading experiencewith significant others or/andmeet the teach-
er’s requirements increases the students’ readingmotivation. In his research,
Sweet (1997) has shown that active andgood readers come from families that
value books, encourage reading and participate in reading.
Results of numerous studies on reading motivation showed more or less

significant gender differences in various motivational dimensions (Wigfield
and Guthrie 1997; Millard 1997; Pečjak and Peklaj 2006; Wigfield, Gladstone,
and Turci 2016). The differences in the profile of reading motivation have
been detected in girls and boys as young as six (Baker and Scher 2002); Bu-
cik (2005) found differences in interest for reading in the population of 5-6-
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year-olds, where girls were reported to have a higher interest for reading
than boys. McKenna, Kear, and Ellsworth (1995) came to similar results for
the same age group and discovered that the differences between boys and
girls increase as the pupils grow older, while Pečjak with associates (2006)
stresses that the frequency of reading in their free time and of reading for
school decreases in all pupils, regardless of their sex, and the positive atti-
tude towards reading significantly decreases, especially in boys, during pri-
mary school years. On the other hand, girls value social reasons for reading
more than boys do (Wigfield and Guthrie 1997). They are more motivated to
read if they know they will be able to discuss what they have read with their
classmates or friends.

FL ReadingMotivation

Foreign language studentsoftenhavenodirect contactwith target language
speakers except via written materials. Even in the world of advanced infor-
mation and communication technology, which enables and promotes also
spoken interaction with people globally, written texts are still an indispens-
able source of target language input. Therefore, developingmotivatedfluent
foreign language readers is of utmost importance. Trying to explain the fac-
tors influencing one’s decision to read in a second language, Day and Bam-
ford (1998, 28–30) created their model of L2 reading motivation. The model
was designed within the expectancy /value theory of L2 learningmotivation
(Eccles et al., 1983; Eccles and Wigfield, 1995) and includes four major com-
ponents:materials, reading ability in the L2, attitudes toward reading in the L2,
and sociocultural environment, including the influences of family and friends.
Materials and reading ability are related to the expectancy component of
successful L2 reading (i.e. the individual’s expectation of success in reading),
while attitudes and sociocultural environment are related to the value com-
ponent (i.e. the value the individual associates with success in reading). Day
and Bamford (1998; 2002) explain that interesting, attractive, readily available
and easy-to-understand (well within the learners’ reading competence in L2)
reading materials can encourage the students’ decision to read in L2, while
varied reading materials stimulate also a flexible approach to reading (read-
ing for different reasons and in different ways). The reading ability in L2 re-
lates to the individual’s sense of self-efficacy and beliefs about their read-
ing ability in L2. Students with low reading ability are likely to have low ex-
pectations of success, and, as a result, they tend to have lower motivation
to read. However, if they read materials which are well within their reading
comfort zone, they are more likely to expect success and to be motivated to
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read. According to Day in Bamford (1998), L2 reading attitudes are shaped
by L1 reading attitudes, previous L2 reading attitudes (if any), attitudes to-
ward the L2, culture and people, and L2 classroom environment. Especially
Day and Bamford’s belief that positive and negative attitudes to reading in
L1 transfer to L2 reading has been disputed by some researchers of reading
motivation (among them Yamashita 2004; Takase 2007; and Pirih 2015) who
report that the transfer of reading attitudes is not as straightforward as that
and that there are motivated L1 readers who are not motivated to read in L2,
as they would not ‘sacrifice’ the enjoyment of effortless reading in L1, and
vice versa (Takase 2007). Similarly, the influence of attitudes toward the L2
speaking community might be questioned as foreign language learners do
not typically have enough experience of the target language community to
have positive or negative attitudes towards it (Dörnyei 1990). Moreover, in
the case of global languages, like English, non-native speakers oftenperceive
the knowledge of a specific language simply as an indispensable skill for citi-
zens of theworld, rather than away tomeet and learn about the FL speaking
nations and cultures (Pirih 2019). In Day and Bamford’s (1998) opinion, one’s
decision to read in L2 is influenced predominantly by reading materials and
attitudes, while reading ability and sociocultural environment (1998) play a
less decisive role. However, studies (Fujita and Noro 2009; Sani and Zain 2011)
have found the crucial role that L2 proficiency and L2 reading ability play
in L2 reading motivation, while de Burgh-Hirabe (2011) also identified a less
favourable sociocultural environment as a decisive factor in hindering stu-
dents’ L2 reading motivation. What does then facilitate voluntary reading in
FL? Do L1 reading behaviour andmotivation transfer to FL reading behaviour
and motivation? Are there any differences between genders in the context
of FL readingmotivation? The present studywas conducted in an attempt to
answer these and some other questions and thus get an insight into reading
behaviour and various aspects of the reading motivation in EFL for Slovene
elementary school pupils.

Study

ResearchQuestions

– How often and what kind of texts do Slovene primary school students
read in English in their free time?

– What factors is EFL reading motivation for the selected sample of stu-
dents composed of?

– Which factors predict the primary school students’ motivation to read
in EFL?
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– Are there differences in readingmotivation and readingbehaviour (fre-
quency of reading and format of reading material in English) between
boys and girls?

– Do L1 reading behaviour and motivation transfer to EFL reading be-
haviour and motivation?

Participants

The participants in the research were 192 pupils of a suburban/rural primary
school in thePrimorska region (the Littoral), Slovenia, agedbetween 11 and 14
years. The sample was composed of 99males (51.5) and 93 females (48.5);
45 pupils (23.4) in Grade 6 (11 years old), 55 pupils (28.6) in Grade 7 (12
years old), 54 pupils (28.1) in Grade 8 (13 years old) and 38 pupils (19.8)
in the last grade, Grade 9 (14 years old), and it represented the total school
population of the selected school of the last 4 grades, present at the time of
the distribution of the questionnaire.

Instrument

The questionnaire, administered in Slovene, was composed of a series of
close-ended questions and statements. Apart from the initial questions re-
garding gender and age, the questionnaire contained 34 items, 2 of which
(frequency of EFL voluntary reading and format of reading materials in En-
glish) were multiple choice questions, while the other 32 were statements
scaled along the 4-point Likert scale (from I strongly agree to I strongly dis-
agree). The ‘forced choice’ method, with the removed neutral option (I nei-
ther agree or disagree), was used to avoid the questionable neutrality of the
respondents.
The questionnaire consisted of items related to reading materials in En-

glish, reading ability in EFL, motivation and attitudes towards reading in EFL,
and environmental influences on reading in EFL, as well as motivation, at-
titudes, and parent and family influences on reading in the L1. The instru-
ment was based on Takase’s (2007) questionnaire researching Japanese high
school students’ EFL reading motivation, however, it was modified to better
suit the ageof theparticipants and the aimof the conducted study. Theques-
tionnaire was also pilot tested in a preliminary study (Pirih 2015) and further
modified to clarify some confusing items.

Data Collection and Analysis

Before the distribution of the questionnaire, the participants were given
some additional guidelines and explanations regarding the voluntary par-
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ticipation and ensured anonymity. It was specifically stressed that the goal
of the studywas to get themacro view of their readingmotivation in EFL and
not characteristics of the individual respondents, that there were no ‘right’
or ‘wrong’ answers, and that the focus was on voluntary free-time reading of
various materials in English as opposed to intensive reading within English
school lessons or reading exclusively books in English.
To study the gathered data from the questionnaires, various statistical

methods and techniques (i.e. descriptive statistics, bivariate and multivari-
ate methods) were used, all performed with SPSS statistical software tool.

Results and Discussion

Frequency of Reading in English and Types of ReadingMaterials

The initial questionof this researchaimedatdiscovering the frequencyof vol-
untary reading in English and the format of readingmaterials, selectedby the
respondents. The majority of studies on EFL reading motivation (Mori 2002;
Takase 2007) take the number of words or books read or the duration of time
as the criterion tomeasure the participants’ reading in EFL, since these num-
bers provide a more precise data for further analysis. This study, however, is
specific in certainways. Firstly, it does not limit the research to reading books
in English, but takes into consideration various formats of reading materials,
whichmakes theestimateor evenexact count of the readwordsdifficult; sec-
ondly, reading certain formats, like web sites, can be intertwined with other
activities (e.g. L1 reading, browsing), and the estimate of time spent reading
in English is difficult to make; and finally, the participants in the study were
young adolescents who, judging from the researcher’s personal experience
as their teacher, were mostly incapable of such estimates on their own.
In some informal conversations with my pupils, prior to this study, I asked

them about the frequency of their free time reading in English and was sur-
prised to get a negative answer from a large number of them. It only later
became clear that we understood the question in a slightly, but decisive-
ly, different way. While I wanted them to tell me about voluntarily reading
in English, regardless of the format or topic of texts, they ‘heard’ a question
about reading books or literature in English. Once we clarified themisunder-
standing they mostly reported reading in English (very) often. A similar se-
quence of events happenedwith other studentswhile theywere completing
the questionnaire. It is evident from their answers that they first ticked ‘nev-
er’ to the question on the frequency of reading in English, later, presumably
after reading the next question on the possible formats of reading materi-
als, realized the true meaning of the question and chose ‘almost every day’

152



They Do Read, After All: Slovene Primary School Students’ Reading Motivation in EFL

Table 1 The Distribution of Respondents According to Their Age and Frequency of Reading

Age () () () () () ()

 Count      

Percent . . . . . .

 Count      

Percent . . . . . .

 Count      

Percent . . . . . .

 Count      

Percent . . . . . .

Total Count      

Percent . . . . . .

Notes Columnheadings are as follows: (1) almost everyday, (2) once aweek, (3) once amonth,
(4) only during holidays, (5) never, (6) total.

or ‘1x week.’ The analysis of the questionnaire confirmed frequent reading in
English by the selected population of pupils.
As seen from table 1, in each age group the highest share of participants

reported to read in English almost every day, with the highest share of 14-
year-olds. Among the ones who read in English once per week, the share of
11-, 12-, and 14-year-olds was almost the same and fluctuated around 30,
while the share of 13-year-olds who read in English once per week was lower.
Among the participants who read in English once per month, 13-year-olds
stood outwith 27.8. Reading in English only during holidayswas least likely
for 14-year-olds, whereas among the participants that never read in English
the highest share was represented by 13-year-olds. According to the value
of Likelihood ratio statistics, 13-year-old participants differ significantly from
otherparticipants regarding the frequencyof reading in English, namely they
read the least of all,making Year 8 the critical year for EFL readingmotivation.
The trend in EFL reading seems to follow the trend in L1 reading, where the
drop of readingmotivation fromYear 3 to Year 7 is reported, regardless of the
gender (Pečjak and Gradišar 2012).
Unlikeother studies (Mori 2002; Takase 2007) on L2 readingmotivation, this

study does not limit its scope to books or only printed materials in English,
but takes into account various formats of reading materials, with the aim of
getting a more detailed picture of participants’ free-time reading. Since nu-
merous free time activities that today’s adolescents participate in, also read-
ing, moved into the virtual world (OECD 2011), it seemed necessary to ex-
pand the rangeof readingmaterials andconsider verydifferent formats, from
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Books 17,7
Comics 26,0

English subtitles in films 43,2
Magazines 29,2
Web sites 79,7

I do not read in English 5,2

Figure 2 Format of Texts Read in English (n = 192)

printed texts to web sites. Themost unusual optionmight seem English sub-
titles in films, but it is not that unusual in this environment. In Slovenia, only
children’s programs in foreign languages are dubbed, others are subtitled.
Consequently, Slovene viewers are used to reading subtitles.
Figure 2 shows that those respondents who reported reading in English

most frequently read the content of variousweb sites (79.7) and/or English-
subtitled films (43.2). 29.2 of respondents read English magazines and
26 of participants preferred reading comics. Only 17.7 of participants
spent their free timeby reading English books. Even though at least one third
of the participants reported reading different types of printed materials, the
preferable choice of the majority, regardless of their age, were various web
sites in English. In the questionnaires, numerous respondents noted they
read fanfiction stories, lyrics of popular songs, online magazines, instruc-
tions for video games, etc. The result is not surprising, since internet reading
materials are easily accessible and cover a virtually unlimited range of top-
ics and genres, making it possible for the readers to find texts that suit their
needs, interests and levels. This clearly makes online materials in English a
preferable choice to the limited selection of printed materials in English in
school and public libraries in the area. The availability of reading materials
is one of the most important variables influencing L2 reading motivation in
Day and Bamford’s (1998)model of L2 readingmotivation. Taking this into ac-
count, we can conclude that availability of readingmaterials in English (with
easily available online texts and less available books) strongly influenced the
choice of reading materials of the studied group.

The Dimensions of EFL ReadingMotivation

Todetermine thedimensions of EFL readingmotivation for the selected sam-
ple of students, factor analysis was applied to the variables measuring the
level of agreementwith the statements regardingparticipants’ readingmoti-
vation. In the course of the analysis ofmulticollinearity in the data, some vari-
ables were excluded from further analysis, since their communalities were
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Table 2 Rotated Factor Weights

Item() () () ()

t I am successful at reading tasks in English. .

t I am good at reading in English. .

t I like reading in English even if it requires additional
time and effort.

. . .

t I read in English even if it is not obligatory. . .

t Of all English tasks, I like reading the most. . . .

t Reading in English is my hobby. . .

t I often read online. .

t I read in English because I will need to do it in
secondary school.

.

t I read in English to get better grades. .

t I read in English to get a better job in the future. .

t I read in English to get a better result on the national
assessment test.

. .

t I read in English to be smarter. . .

t My family reads a lot. .

t I often use school or public libraries. .

t I like reading in Slovene. .

t My parents took me to the library when I was little. .

t Reading is important to broaden my horizons. . .

t I prefer reading to watching TV. .

t I read in English to compete with my classmates. . .

t I like reading in English because my friends like it as well. . .

Notes Factors: (1) EFL reading self-efficacy and intrinsic motivation for EFL reading, (2) Extrin-
sic motivation for EFL reading, (3) Family attitudes towards reading and intrinsic motivation for
L1 reading, (4) EFL reading in social context.

not high enough (under 0,3). Altogether 20 variables were included in the
factor analysis. Using the Varimax rotationmethod, four factors were extract-
ed. According to the Cronbach’s alpha values, the first two factors indicate a
high level of reliability (0.801, 0.852; α > 0.8) and the last two factors indicate
a moderate level of reliability (0.744, 0.620; 0.6 < α < 0.8).
The first factor, explaining the highest proportion of variance (12.7), was

named EFL reading self-efficacy and intrinsic motivation for EFL reading. It in-
cludes factors that are the most often cited dimensions in reading moti-
vation (Gambrell et al. 1996), namely self-efficacy and intrinsic motivation.
Reading self-efficacy factor includes items that describe self-efficacy beliefs
about reading in EFL (t6, t7) and willingness to invest time and effort into
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EFL reading (t9). The intrinsic motivation factor includes items describing in-
volvement in EFL reading (t10, t11, t12) and fondness for online materials (t3).
Even though the last item does not specify the language of reading mate-
rials, the participants seemed to relate online reading with texts and read-
ing in English. Despite the fact that self-efficacy and intrinsic motivation are
usually found separate, it is not surprising that they emerged in the same di-
mension, as they are closely connected. Wigfield and Guthrie (1997) explain
that the individual’s positive competence and self-efficacy beliefs reveal the
fulfilled need for competence (in Self-Determination Theory terms) and fa-
cilitate his/her intrinsic motivation.
The second factor (12.5 of variability) was named Extrinsic motivation for

EFL reading. It includes items that relate to interest in EFL reading because
it brings external rewards, i.e. public acknowledgment and grades (t24, t25,
t26, t27) and an item related to intelligence (t13), which can also be perceived
as something generally recognised as positive and desirable, thus bringing
recognition. Even though secondary education and employment possibili-
ties (t26, t27) seem as ideas quite distant to a primary school pupil, they load-
ed together with items describing factors more closely related to primary
school context, namely grades (t25) and the national assessment test (t24).
The third dimension Family attitudes towards reading and intrinsic motiva-

tion for L1 reading (10.9 of variability) relates to reading in the participants’
mother tongue. The items that loaded on family attitudes towards reading
describe family engagement in reading (t21) and parents’ influence on the
participants’ reading in early childhood (t22), while the other six items (t1, t2,
t4, t20) relate to intrinsic motivation for L1 reading. It is interesting that there
are two items related to library visits in this factor (t22 and t4), which suggests
a connection already established by several researchers (check Pečjak et al.
2006, 34), namely a connection between library visits of young teenagers or
even adults and their early childhood experiences with libraries, influenced
by their parents. Overall, it is not surprising that the two factors loaded to-
gether, since numerous studies (e.g. OECD 2002; Pečjak et al. 2006, Pečjak
and Gradišar 2012) stress the link between family attitudes and engagement
in reading and the children’s intrinsic motivation for reading.
The last dimension, explaining the lowest proportion of variance (7.7), is

EFL reading in social context. It includes two items describing the influence of
peers (t14, t16).

Predictors of EFL ReadingMotivation

To test the differences in dimensions of reading motivation according to the
participants’ frequencyof reading in English, theANOVA testwas conducted,
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while the relations between the dimensions of EFL readingmotivation of the
selected sample of students was analysed by correlation analysis.
The results show that the effect of the frequency of participants’ reading is

statistically significant only for the first factor, i.e. EFL reading self-efficacy and
intrinsicmotivation for EFL reading. The participants who readmore frequent-
ly felt more competent and were more intrinsically motivated for reading in
English than their peers that read less often. At the same time they did not
seem to be motivated by grades and public acknowledgement, i.e. external
awards to the same extent, which is not surprising, since it had been explic-
itly explained to them prior to the completion of the questionnaire that the
focus was on voluntary, free time reading, which they obviously did not link
to school-related tasks.
Despite the fact that Family attitudes towards reading and intrinsic motiva-

tion for L1 reading did not emerge as a statistically significant factor of influ-
ence on EFL reading motivation, the results show that all groups of read-
ers (frequent and occasional) and non-readers alike expressed a relatively
high intrinsic motivation for L1 reading, showing that intrinsic motivation
is the most powerful factor for motivating the students in their L1 as well.
The results of the analysis are thus consistent with the findings of Wigfield
and Guthrie’s (1997) study on younger primary school pupils (third and fifth
graders) and Baker and Wigfield’ s study (1999), both of which show that in-
trinsic motivationmore strongly predicts the amount of reading than extrin-
sic motivation. Even though researchers (Pečjak and Košir 2004, Pečjak et al.
2006) explain that in the last years of primary school extrinsicmotivation be-
comes a stronger influence on reading and general learningmotivation than
intrinsic motivation, the results of this and Takase’s (2007) study, which also
reported on the statistically significant influence of intrinsic motivation for
EFL reading, imply that in FL voluntary reading Wigfield and Guthrie’s (1997)
findings can be generalized to teenage readers as well.
The analysis of data showed also lower self-efficacy and intrinsic motiva-

tion for EFL reading, but higher extrinsic motivation for EFL reading for the
group of occasional readers (who read once a month or only during holi-
days) and non-readers. These results correspond to those of Fujita andNoro’s
(2009) study of Japanese EFL learners participating in an extensive reading
program, which showed the connection between the learners’ competence
in EFL and reading motivation; better readers developed their intrinsic mo-
tivation, while poorer readers developed class-related extrinsic motivation.
Moreover, correlation analysis showed a strong and statistically significant
correlation between the factors EFL reading in social context and Extrinsic
motivation for EFL reading,meaning that reading motivation of participants
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Male

Almost every day 35,4
Once a week 30,3

Once a month 18,2
Only during holidays 10,1

Never 6,1

Female

48,4
29,0

10,8
7,5

4,3

Figure 3 The Distribution of Male and Female Participants According to Their Frequency
of Reading (n = 192)

who reported higher extrinsic motivation for EFL reading highly depends on
the social context, more precisely peer influence. For extrinsically motivated
readers in English the source of their motivationwere not only grades but al-
so social confirmation and competition with their peers. However, altogeth-
er, the participants attached a relatively low value to the social context in EFL
reading, suggesting they perceive reading as a more individualized than so-
cial activity.

Gender Differences in Reading Behaviour and ReadingMotivation

Numerous studies (Wigfield and Guthrie 1997; Millard 1997; Pečjak and Košir
2004; Pečjak and Peklaj 2006) have shown gender differences in various as-
pects of readingmotivation. For this reason, one of the aims of this study has
been to check thepotential differences betweenboys andgirls in the studied
population in their EFL reading behaviour and motivation.
As seen in figure 3, there were more female than male participants who

read almost every day, whereas the share of male and female participants
who read once per week was almost the same. The situation then turned:
among male participants there was a higher proportion of those who read
once per month, only during holidays, and who never read in English. Ac-
cording to the value of Pearson Chi-square statistics, the difference in fre-
quency of reading between male and female participants is not statistically
significant. Nevertheless, these results mirror the findings of numerous stud-
ies in different countries showing that girls readmore than boys; on average,
they not only spend more time reading, they also tend to read more diverse
types of materials than boys (OECD 2002; Puklek Levpušček, Podlesek, and
Šterman Ivančič 2012). Among others, McKenna, Kear, and Ellsworth (1995,
934) in their study of American primary school children’s reading attitudes
came to the conclusion that girls have more favourable attitudes than boys
to recreational and academic reading, while Pečjak and her associates (2006)
reported that positive attitude towards reading significantly decreases dur-
ing primary school years, however, the trend is more noticeable for boys.
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Male

Books 12,1
Comics 35,4

English subtitles in films 49,5
Magazines 21,2
Web sites 76,8

I do not read in English 6,1

Female

Books 23,7
Comics 16,1

English subtitles in films 36,6
Magazines 37,6
Web sites 82,8

I do not read in English 4,3

Figure 4 The Distribution of Male and Female Participants According to the Format of Text
They Read in English (n = 192)

As for the format of texts the participants typically chose (figure 4), both,
male and female participants, reported to frequently read the content on
the web sites. Among female participants, the second most popular mate-
rial were magazines, followed by English subtitles in films, books, and lastly
comics. Amongmale participants, English subtitles in films were the second
most popular material they read in English, followed by comics, magazines
and books. As shown, female participants read printed materials, with the
exception of comics, more often than male participants. There was, howev-
er, no difference in the frequency of screen reading (i.e. reading English sub-
titles in films or web sites) between male and female participants. In terms
of the diversity of reading materials, noticeably more girls reported reading
diverse reading materials (i.e. on screen, short printed materials and books)
than boys, however, among the least diversified readers there was the same
percentage of boys and girls. These findingsmirror those of PISA 2000 (OECD
2002) and PISA 2009 (Puklek Levpušček, Podlesek, and Šterman Ivančič 2012)
which showavery similar distributionofdiverse readers according togender.
In these studies, girls identified themselves as readers of newspapers, maga-
zines, books (especially fiction), but not comics, and boys as readers of news-
papers,magazines and comics. Experts havewidely debated on possible rea-
sons for these differences and suggested solutions to improve boys’ reading
engagement. One of themost frequently mentioned causes are to some de-
gree stereotyped reading materials that are used at school. Instead of the
topics often included in school curricula, boys prefer reading web sites, jour-
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nals on sport, electronics and computer games, and comics (Blair and San-
ford 1999, as cited in Pečjak et al. 2006; Millard 1997; OECD 2002). Thus, school
environments that enable easy access to large amounts of varied reading
material and encourage pupils’ autonomy in choosing reading materials are
of utmost importance especially for them. The fact that the findings of this
study of EFL reading agree with those of L1 reading suggests that certain as-
pects of readingbehaviour in the L1, specifically the attitude towards reading
and preference for specific format of reading materials, transfer to some ex-
tent to reading behaviour in the FL (as further discussed in the next section).
Further analysis of the questionnaires revealed some similarities as well as

differences between boys and girls in dimensions andpredictors of EFL read-
ing motivation. Participants, regardless of their gender, who read a lot in En-
glish, were largely motivated by their self-efficacy beliefs and intrinsic moti-
vation for reading in English. For extrinsicallymotivated readers of both gen-
ders, the results suggest that theirmotivation comesmore from social recog-
nition from their peers than grades or job possibilities (EFL reading in social
context). However, there are also statistically significant differences between
male and femaleparticipants, namely in EFL reading insocial context and Fam-
ily attitudes towards reading and intrinsic motivation for L1 reading. For male
respondents EFL reading in social context, i.e. the influence of peers, had a
weaker effect on their EFL readingmotivation as compared to female partici-
pants. Thismirrors the findings of various studies (Wigfield andGuthrie 1997,
Pečjak et al. 2006) which show that social reasons for reading are valued es-
pecially by girls. They are more motivated to read if they know they will be
able to discuss what they have read with their classmates or friends. On the
other hand, boys’ reading motivation is more influenced by peer competi-
tion (Wigfield and Guthrie 1997). Since the motivational dimension EFL read-
ing in social context is composed of one item related to sharing the reading
experience with peers and one item related to peer competition, the results
suggest that the influence of social reasons for reading in EFL were stronger
than peer competition. Another difference is in the Family attitudes towards
reading and intrinsic motivation for L1 reading, as this factor proves to be less
important for female participants as compared to their male schoolmates.

Transfer of L1 Reading Behaviour andMotivation to EFL Reading
Behaviour andMotivation

As regards reading behaviour, namely the frequency of reading and the
choice of reading material, it is very difficult to make any clear comparisons,
since the data on these aspects of L1 reading for the studied group was not
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obtained. However, on the basis of the results for EFL reading and the report-
ed results concerning L1 reading in Slovenia from various studies (Pečjak et
al. 2006; Pečjak and Gradišar 2012), also PISA 2009 (Puklek Levpušček, Podle-
sek, and Šterman Ivančič 2012) we can to a certain extent compare reading
behaviour of Slovene primary school children in their mother tongue and
EFL. We can say that in L1 reading and EFL reading, digital reading occurs
more frequently than reading of printed materials. Since digital reading in-
cludes not only text processing, but also navigation in a digital environment,
we can assume that the participants acquired the set of digital reading skills
in their mother tongue first and then used them in FL digital reading. How-
ever, since the majority of texts online are in English, the switch from digital
reading of materials in Slovene to that in English possibly happened quite
early, making the experience with L1 digital reading less influential for EFL
digital reading than in the case of printed materials. With regard to printed
materials, the findings about gender differences in the frequency of read-
ing, the choice of readingmaterials and consequently in the reading profiles
(discussed in the previous section) suggest that reading habits which the
participants developed in their mother tongue influenced and shaped also
reading in EFL.
The analysis of the motivational dimensions, their influence on the fre-

quency of reading in EFL and the respective correlations showed two inter-
esting results. As expected, non-readers in EFL expressed low EFL reading
self-efficacy and intrinsic motivation for EFL reading and low motivation for
EFL reading in social context. However, their family attitudes towards read-
ing and intrinsic motivation for L1 reading are almost as high as in frequent
readers andhigher than inparticipantswho reported reading in English once
a week or less often. This clearly shows that the intrinsic motivation of non-
readers in EFL was limited to L1 reading and their positive experiences with
L1 reading in early childhood and early teens did not transfer to EFL reading.
On theother hand,weak, yet statistically significant correlationsbetween the
factors EFL reading self-efficacy and intrinsic motivation for EFL reading and
Family attitudes towards reading and intrinsic motivation for L1 reading show
that on the whole, participants who reported more positive family attitudes
towards reading and were more intrinsically motivated for L1 reading, felt
also more self-efficient and intrinsically motivated for EFL reading. As ex-
plained in the previous section on gender differences in readingmotivation,
this mostly applies to boys, while the transfer of L1 readingmotivation to EFL
reading motivation for girls was not identified. This might suggest that early
childhood experiences with reading and positive attitudes towards reading
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that a child develops through the influence of significant others, i.e. parents,
which numerous researchers (e.g. McKenna, Kear, and Ellsworth 1995; Pečjak
et al. 2006) see as the crucial factor shaping an individual’s interest in read-
ing, aremore influential for the development of L2/FL readingmotivation for
boys than they are for girls. However, to understand thematter better, some
follow up interviews with non-readers and male readers of English materi-
als should be conducted. In her research of Japanese high school students’
motivation for extensive EFL reading, Takase (2007) also studied the relation-
ship between L1 reading and L2 reading, but did not identify a transfer from
L1 reading to L2 reading. Yamashita (2004), on the other hand, conducted a
study of reading attitudes and EFL extensive reading of Japanese university
students, and identified the transfer of the affective domain of reading (atti-
tudes) from L1 to EFL. She, however, did not compare the results of male and
female students.

Conclusion

Developing motivation for reading in foreign languages is key not only for
more efficient foreign language learning, but also for successful encounters
viawrittenmaterialswith foreign language speakers globally. For this reason,
reading motivation studies in Slovenia and elsewhere should expand their
scope from L1 to reading in different foreign languages.
Despite the fact that the present research included a relatively small,

single-school sample of participants, it gives us an insight into the reading
behaviour and reading motivation in EFL for Slovene primary school pupils,
aged 11–14. The findings confirm some results of the preliminary study (Pirih
2015), namely that the majority of young adolescents, girls and boys alike,
frequently read in English in their free time and that most of their reading
in English, as numerous other free time activities, takes place online, while
printedmaterials appear tobe significantly less popular. This suggest that it is
of utmost importance to includeonlinematerials andauthentic texts of other
formats into primary school reading lessons and to give thepupils autonomy
in choosing what they want to read. In this way they might be encouraged
to read also diverse reading materials (digital and printed texts of different
length), which is the precondition for gaining higher levels of proficiency.
The results further confirm that the participants’ EFL reading motivation is
a multidimensional construct, with four identified components: EFL reading
self-efficacy and intrinsicmotivation for EFL reading, extrinsic motivation for
EFL reading, family attitudes towards reading and intrinsic motivation for
L1 reading, and EFL reading in social context. However, only one statistically
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significant predictor ofmotivation for the participants to frequently readma-
terials in Englishwas identified, namely EFL reading self-efficacy and intrinsic
motivation for EFL reading. The reason for thismight be that the participants
focused on voluntary, free time reading, which they obviously did not link
to school-related tasks and other extrinsically motivated goals. Moreover,
correlation between the EFL reading self-efficacy and intrinsic motivation
for EFL reading and family attitudes towards reading and intrinsic motiva-
tion for L1 reading show the transfer of L1 reading motivation to EFL reading
motivation, however, only for boys. It seems that when developing their FL
reading motivation, male learners are more influenced by their early child-
hood experiences with reading and positive attitudes towards reading that
are shaped through the influence of one’s parents than their female peers.
Some gender differences were found also in the choice of reading materi-
als in English, with significantly more girls reporting to read magazines and
books than boys, who prefer reading comics. These differences are true for L1
reading aswell, which suggests that preference for specific format of reading
materials to some extent transfers from L1 to EFL reading.
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