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Abstract 

Previous studies have shown that explicit reading strategy teaching has positive effects on 

English second language (ESL) students’ reading comprehension. However, Swedish upper-

secondary students’ attitudes towards English reading comprehension classes are relatively 

unknown. This study therefore has the objectives of finding out to what extent reading 

strategies are taught explicitly in upper-secondary schools in Sweden, and to investigate how 

students and teachers perceive reading comprehension teaching. There were 107 students and 

4 teachers from vocational upper-secondary education programmes participating in this study. 

Students filled in a questionnaire about reading strategies and how they are taught in class, 

and teachers answered corresponding questions in interviews. The findings show a wide range 

of perceptions among students and teachers, especially about how often reading strategies are 

taught explicitly. However, a majority believes that the use of reading strategies improves 

reading comprehension. Nevertheless, strategy usage is generally low and asking the teacher 

is the strategy most used among students. Teachers are recommended to teach reading 

strategies explicitly as most previous research shows explicit instruction to be more successful 

than implicit. Future studies on strategy teaching and their potential effects in different 

educational programmes are desirable.  
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1. Introduction 

Nowadays it is hard to imagine a Sweden where people cannot read or write. Literacy is 

widespread throughout the country, and we are constantly surrounded by texts of various 

kinds. We encounter them in newspapers, advertisements, TV, stores, signs, and letters. 

Today most people even carry around smartphones full of applications containing important 

texts that require literacy. For most people, this abundance of texts is not a problem due to 

their ability to read and write. In fact, all citizens in Sweden are obliged to attend school for 

nine years, where they are taught important skills such as the communicative skills of reading 

and writing. However, one must not confuse literacy, the ability to read, with reading 

comprehension, which is the ability to understand what is being read. Being able to read a text 

is hardly useful if one cannot make meaning out of it.  

Unfortunately, the international PISA tests conducted the last couple of years have up to 

recently shown a negative trend in Swedish students’ reading literacy, showing a 6,4 % 

decline from year 2000 to 2012 (Epoch times, 2016). Also, teachers have reported a decline in 

students’ reading comprehension (Hollén, 2016). Students’ academic achievements have 

always been an often-debated topic, and there are different opinions about the importance of 

being ranked high in international tests. However, regardless of whether the PISA results are 

relevant, most people would surely agree that reading comprehension and reading literacy are 

important skills worth practising, which is why reading is one of the communicative skills 

listed in the syllabus for the upper-secondary school in Sweden. 

Teaching students to read is one of schools’ most important tasks. Being able to “search 

for non-fiction, fiction, and other cultural texts as a source of knowledge, self-awareness and 

joy” (Skolverket 11, p 9 [my translation]) as well as being able to “critically review and 

evaluate what is being seen, heard or read in order to discuss and decide on various life and 

value issues” (Skolverket 11, p 10 [my translation]) are two of the goals of upper-secondary 
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education. Furthermore, for the English subject in particular, the curriculum states that 

students should meet written English of various kinds, as referred to earlier, and should relate 

the content to their own experiences and knowledge. Students should also develop all-round 

communicative skills including reception and the understanding of texts. In fact, the first of 

five goals explicitly listed under the aim of the English subject is that students should be 

given the opportunity to develop an “[u]nderstanding of spoken and written English, and also 

the ability to interpret content” (Skolverket 11 p, 54 [Skolverket’s translation]). In order to 

process texts and understand their content, “students should be given the opportunity to 

develop their ability to use different strategies to support communication and to solve 

problems when language skills are inadequate” (Skolverket 11 p, 53 [Skolverket’s 

translation]). According to another of the five goals, students should also be able to use these 

strategies in different contexts. These aims clearly stress the importance of reading 

comprehension and strategy use as valuable skills. Considering these aims, it is no wonder 

that the following points are listed as part of the core content for English 5: texts of different 

kinds for different purposes; strategies for reading in different ways and for different 

purposes; different ways of searching for, selecting and evaluating texts; and how words and 

phrases in written communications create structure and context. 

However, one does not have to look into the steering documents to find reasons for 

teaching adolescents strategies to improve their reading comprehension. Students only aiming 

to fulfil the knowledge requirements use different strategies than those who want to learn 

language for interpersonal communication since language learning purpose is related to 

motivation and strategy use (Strevens, 1990). Learners with a high level of motivation use 

significantly more appropriate strategies than less motivated students do. Researchers engaged 

in “good language learner studies”, a field within second language acquisition theory, have 

investigated features of “the good language learner” and pointed out adequate strategy use as 
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one prominent factor for successful language learning (Ellis, 1996). According to Janzen 

(2013) reading strategies help students improve their performance on tests of comprehension 

and recall. Consequently, teachers can also refer to language learning theory when motivating 

the use of reading strategies. In addition, many complementary studies show that readers 

benefit from reading strategies that promote reading comprehension, as will be shown in the 

theoretical background.  

Given the aims and the content of the English subject in Sweden’s upper-secondary 

schools as well as research on second language acquisition and strategy use, one can 

understand that reading comprehension and strategies for understanding written English 

should be crucial components in teaching. However, although the aims and the core content 

are given, it is up to every teacher to decide how these elements should be incorporated into 

their teaching. How and to what extent reading strategies and reading comprehension are 

incorporated into class will therefore vary depending on the teacher’s planning. Thus, it would 

seem logical if students with different teachers perceive their reading comprehension classes 

differently. What could be more problematic is if students in the same class with the same 

teacher perceive the teaching differently, for instance if some students understand what is 

significant in a reading passage while others interpret important information as irrelevant. 

This would result in an unequal education. It could become even more problematic if the 

teacher and students have completely different views of what has been taught since the 

opportunity to guide students back on track and point out what is relevant information might 

diminish when disagreeing interpretations exist. Therefore, considering the absence of explicit 

directions in the curriculum for how much reading comprehension should be included within 

a course, the teachers’ mandate to form their teaching as they like, and the fact that everyone 

can perceive things differently, I believe reading strategy teaching for improved reading 

comprehension is an issue worth investigating. Knowing more about how reading 
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comprehension is perceived should help teachers when planning their teaching. In addition, 

for me as a teacher student, further insights in how reading comprehension is taught might 

guide me in my future teaching. 

 

2. Research Questions 

Opinions regarding reading strategies vary between different people, just as opinions about 

any other topic can. My belief regarding reading strategies is just as expressed in the 

curriculum, that is, that they should be taught in school, and preferably explicitly and 

regularly. However, I do not think that everyone agrees with me. I suspect that many students 

think learning reading strategies might be boring, and that students and teachers probably 

have opposing views concerning reading strategy teaching. Nevertheless, the extent to which 

reading strategies are taught and whether there is an agreement or not between teachers and 

students regarding this topic is currently unknown. Subsequently, my research questions are 

as follows:  

1. To what extent are reading strategies explicitly taught to upper-secondary students in 

Sweden?  

2. How do students and teachers at the upper-secondary level perceive reading strategies’ 

significance and effectiveness as part of reading comprehension teaching? 

 

3. Theoretical Background 

3.1 Defining and Categorising Explicit Reading Strategies 

To investigate to what extent reading strategies are explicitly taught and how they are 

perceived it would be helpful to begin with defining some of the terms expressed in the 

research questions. One term which can be interpreted in various ways and thus needs a 

definition is the term explicit. Many studies have highlighted the value of explicit teaching. 
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However, people may define the word explicit differently. Furthermore, what might be 

explicit for a teacher might be unclear for a student and vice versa. According to Cambridge 

Advanced Learner’s Dictionary explicit means “clear and exact” (McIntosh, 2013). Yet, even 

though most people would agree upon this definition, explicit teaching is much more than 

clear and precise instruction. In fact, the term explicit instruction is a more commonly used 

concept within second language acquisition theory. Explicit instruction involves the teaching 

of rules during the learning process, thus encouraging the learner to develop metalinguistic 

awareness of the rules (Ellis, R, 2009). The key concept is making learners aware or 

conscious of a rule, in contrast to implicit instruction which provides learners with experience 

of rules without directing learners’ explicit attention to the rules (Ellis, R, 2009). 

Consequently, instructions where teachers clearly and exactly give directions and explain 

strategies or rules in order to develop learners’ metalinguistic awareness will henceforth be 

considered explicit teaching.  

Another important term expressed in the research questions is strategy. The use of 

strategies as part of second language learning has been studied for decades. Still, even today 

researchers give different explanations of what strategies are and there is no one true 

definition of what a strategy is. Originally the word strategy derives from the ancient Greek 

term strategia meaning generalship, referring to the art of war which includes characteristics 

such as planning, conscious manipulation and movement toward a goal (Strevens, 1990). 

Some of these features can still be implied to non-military settings as planning and conscious 

actions toward achievement of an objective has become key concepts for the strategy term. 

Anderson has described strategies as “deliberate, cognitive steps that learners can take to 

assist in acquiring, storing, and retrieving new information and thus can be accessed for a 

conscious report” (Anderson, 1991, p 460).  
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Within educational situations the term strategy has often been combined with learning 

creating the concept of learning strategies which often has been defined as “operations 

employed by the learner to aid the acquisition, storage, retrieval, and use of information” 

(Stevens, 1990, p 8). Stevens, however, expands this technical definition by explaining 

learning strategies as “specific actions taken by the learner to make learning easier, faster, 

more enjoyable, more selfdirected, more effective, and more transferrable to new situations” 

(Stevens, 1990, p 8). When it comes to language learning Ellis (2000) defines learning 

strategies as “particular approaches or techniques that learners employ to try to learn an L2” 

(p 76-8). Similarly, strategies of language learning are defined in the Routledge Encyclopedia 

of Language Teaching and Learning as “any action that language learners perform in order to 

increase their target language proficiency” (Little 2000, p 579). Despite these well-defined 

definitions there still is no consensus among researchers of what learning strategies are, and 

there is an even further disagreement about how to define reading strategies. Erler and 

Finkbeiner (2007) clarifies that reading strategies have been theorised in relation to reading 

skills and level of reading processes. As a result, there are several ways to describe reading 

strategies. They, however, chose to define reading strategies as “intentional actions chosen to 

facilitate reading at any level of processing” (Erler & Finkbeiner 2007, p 189). Considering 

these various definitions of different kinds of strategies reading strategies in this text will 

hereafter be regarded as deliberate, cognitive phases or actions that learners take to retrieve 

new information or increase language proficiency in connection to reading.  

Having defined the term, one can start classifying reading strategies. One of the perhaps 

most acknowledged classifications of strategies is O’Malley and Chamot’s taxonomy based in 

cognitive theory of information processing where learning strategies are divided into 

cognitive, metacognitive and affective/social strategies (Ellis, 1996). Cognitive strategies 

include analysis, synthesis, or transformation of learning materials, whereas metacognitive 
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strategies involve planning, monitoring, and evaluating learning (Ellis 2000). In other words, 

cognitive strategies are strategies for what to do with the learning material, the actual 

processing of the language, while metacognitive strategies are strategies for how to think 

during the learning process, the management of the cognitive processes. Affective/social 

strategies on the other hand refer to all means of dealing with affective and social aspects in 

language learning situations (Grenfell & Macaro, 2007). Asking questions and seeking help 

are examples of social strategies whereas affective strategies are for controlling motivation 

and emotions (Oxford & Schramm, 2007). Although logical, useful and surely adequate for 

reading strategies, O’Malley and Chamot’s classification system refers to learning strategies 

in general. However, there are several ways to classify, and use strategies. 

Bishop, Reyes and Pflaum (2006) explain a categorisation where reading 

comprehension strategies are divided into problem solving, support reading and global 

reading categories. Global reading includes both strategies that relate to the textual features 

and text structure as well as promote activation of prior knowledge, making textual 

predictions, using context clues and skimming the text. Problem solving strategies cover 

paying attention to the text, changing the reading pace, and guessing the meaning of unknown 

words, whereas support reading strategies include notetaking while reading, reflecting about 

the reading by oneself or with others, using aiding materials (such as reference books), and 

returning to previously read information.  

Another way to distinguish one strategy from another is to name it after how it is 

practiced instead of how it functions. Manz (2002) encourages the use of strategies according 

to the acronym THIEVES when reading for information. THIEVES stand for Titles, 

Headings, Introductions, Every first sentence in a paragraph, Visuals and vocabulary, End of 

chapter questions, and Summary. Although they all are good places to look for information 

when reading, information alone does not improve language learners’ reading comprehension. 
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Learners must also process the information through cognitive actions (i.e. by thinking). The 

importance of thinking is something specifically expressed in Mason’s article “Teaching 

Students Who Struggle With Learning to Think Before, While, and After Reading: Effects of 

Self-Regulated Strategy Development Instruction”. In her work Mason refers to research that 

has established that weak students who practice in comprehension strategies in combination 

with explicit instruction will score high on reading comprehension tests, even compared to 

their peers with a higher level word-level skills (Mason, 2013).  

The multistep strategy Mason addresses throughout the entire article is the TWA 

strategy (Think before reading, think While reading, think After reading), which she explains 

as “a nine-step procedural facilitator that incorporates previously validated cognitive 

strategies into a framework for active text engagement” (Mason, 2013, p 127). Each reading 

phase (before, while, and after reading) includes three steps where the reader is encouraged to 

think. Consequently, there are three guidelines students taught the TWA strategy should 

follow. First, before reading students should think about the author’s purpose, what they know 

and what they want to know. Second, while reading students should think about reading 

speed, linking knowledge and rereading parts. Third, after reading students should think about 

the main idea, summarising information and what they learned. The idea of sorting strategies 

depending on when they are used has inspired the outline of the survey of this study (see 

appendix I).  

I believe that the using of a chronological categorisation where reading strategies are 

sorted into pre-, while-, and post-reading strategies is one useful method to investigate reading 

comprehension. A chronological categorisation enables mapping of when reading strategies in 

fact are used. Sorting strategies according to when they are used instead of how they are used 

(e.g. cognitively, metacognitively or affectively) could also reveal more about to what extent 

they are used. Furthermore, students not familiar with the theory of reading strategies might 
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find it easier to share their experience of language learning strategies when not confronted 

with technical terms. As mentioned earlier, even researchers find it difficult to agree upon 

definitions and taxonomies.  

 

3.2 Second Language Acquisition and Strategy Use  

Second language acquisition theory is a field that has been studied for decades. At the early 

stage, researchers concerned with learning strategies conducted studies of “the good language 

learner” to investigate what the successful learner does to improve language learning. 

Although good language learners should not be seen as a homogenous group, there are some 

similarities among the successful learners. One common approach is willingness to practice 

and use language, which can be related to motivation (Grenfell & Macaro, 2007). Two other 

major aspects of successful language learning outlined by Ellis (1996) are an awareness of the 

language process, and a capacity to use strategies flexibly in accordance with task 

requirements. Awareness of the language process is a skill that requires learners to think and 

can be practiced by the use of strategies that plan, monitor and evaluate the learning 

progression. This language awareness, just as the capacity to use strategies flexibly in 

accordance with task requirements, aligns with O’Malley and Chamot’s concept of 

metacognitive strategies. In other words, the good language learner is able to choose and use 

methods to process language material as well as to reflect on these processes. 

O’Malley and Chamot have long been engaged in the field of second language 

acquisition and have studied learning strategy applications of students. Together with 

Stewner-Manzanares, Russo and Küpper, they investigated the frequency of learning strategy 

use among English second language (ESL) students and their effects on English language 

skills. By interviewing 70 high school students and their teachers to identify strategies 

associated with ESL classrooms, it was found that students use a variety of learning strategies, 



13 

 

preferably those that they are familiar to, and apply them to isolated language tasks (such as 

pronunciation or word translation) rather than to more complex language tasks (such as oral 

presentations or listening) (O’Malley, Chamot, Stewner-Manzanares, Russo & Küpper, 1985). 

Although these strategies concerned general language learning, some of them most certainly 

have implications for reading comprehension as well, such as strategies for increased 

vocabulary for instance.  

Many strategies concerning reading comprehension are developed from or related to 

general learning strategies. The TWA (think before, while, and after reading) strategy 

explained in Mason’s article is one example of reading strategies based on other learning 

strategies and language learning theories. Before reading, students using the TWA strategy 

think and develop statements and questions about what they know and what want to learn 

according to Ogle’s “What I Know, What I Want to Learn, What I Learned strategy” (Mason, 

2013). By doing so they activate background knowledge which is essential for reading 

comprehension. Processing background knowledge and relevant information while 

remembering what is read must be done in order to construct, maintain and interpret texts in 

meaningful ways (Li & D’Angelo, 2016). Activation of background knowledge particularly 

affects reading comprehension since it helps the reader to foresee the structure of the text and 

provides clues to the meaning of unknown words (Park & Warschauer, 2016).  

The activation and processing of background knowledge, however, is not limited to a 

pre-reading activity. Linking the knowledge to the text is something to think about even while 

reading, which is why it is included as a step in the TWA strategy (Mason, 2013). While 

reading, readers who use the TWA strategy also monitor their reading speed as well as their 

understanding of the text by rereading parts when something is unclear. How fast to read and 

which parts of a text to reread depends on the reader’s purpose. Different purposes for reading 

affects the choice of reading strategy as well as reading rate (Hedge, 2014). For example, 



14 

 

during skim reading and scanning readers quickly search for the main idea or specific points 

of information while leaving out large amounts of the content, whereas intensive reading 

involves a more careful look at the text which might require the reader to read slower or 

reread parts. Notetaking and highlighting are two other reading strategies that can be used 

while reading, depending on purpose. Unlike monitoring, which is considered a metacognitive 

or indirect strategy, notetaking and highlighting are direct cognitive strategies that directly 

involves the target language and enable learners to better understand language and create 

structure for input as well as output (Eliot, 1990). 

Summarising is another structure-generating strategy classified as a direct cognitive 

strategy which helps organising input (Eliot, 1990). One of the three steps in the last phase 

(after reading) of the TWA strategy is to summarise information read according to A. L. 

Brown and Day’s five rules for summarising paragraphs, which include deleting trivial and 

redundant information and rewriting topic sentences in own words (Mason, 2013). The other 

two steps involve thinking about the main idea, according to Ellis and Graves RAP strategy 

(Mason, 2013), and thinking about what is learned. The RAP strategy consists of the cognitive 

actions of reading a paragraph, asking what the main idea is, and putting the main idea into 

students’ own words (Blume, 2010), while thinking about what is learned can be considered 

both as a cognitive action of analysing material and as a metacognitive action of evaluating 

the learning. Regardless of how the act of thinking is classified, there is no doubt that thinking 

before, while, and after reading is the core concept of the TWA strategy, which also has been 

shown to be successful for improving reading comprehension when taught explicitly through 

self-regulated (i.e. autonomous) strategy development instructions (Mason, 2013). 

Many other studies have shown that explicit reading strategy teaching has resulted in 

increased reading comprehension. The teaching of strategies is beneficial regardless of 

whether you have English as a first (L1), second (L2/ESL) or foreign language (EFL) 
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according to two studies where non-native-English-speaking international students from 

different countries, native English speaking British postgraduate students (Tercanlioglu, 

2004), Indian ESL undergraduate students and Iranian EFL undergraduate students 

(Karbalaei, 2010) participated. However, although results from three reading comprehension 

tests showed little evidence that L1 students and L2 students had different English language 

ability, Tercanlioglu (2004) in her interviews with the students found that while the L1 

students reported frequent use of metacognitive reading strategies (such as reading with a 

purpose, previewing the text, or using typographical aids, tables and figures), the ESL 

students reported more frequent use of reading support strategies (such as using a dictionary, 

taking notes, or underlining or highlighting). Similarly, Karbalaei’s (2010) study, which 

included a reading comprehension test and a questionnaire that records metacognitive 

awareness of reading strategies, indicates parallels in EFL and ESL students’ strategy 

awareness when reading academic texts. Nevertheless, it was shown that ESL students use 

more metacognitive reading strategies than EFL students, which according to Karbalaei could 

depend on the fact that the ESL students were more proficient writers.  

In addition, reading strategy transfer has been shown to improve with explicit 

instruction (Aghaie & Jun Zhang, 2012). By comparing the test scores from control and a 

treatment group prior to and after a four-month long strategy-based intervention program for 

the treatment group, Aghaie and Jun Zhang found that reading strategy use and reading 

comprehension improve with strategy instruction. Further analysis revealed that the treatment 

group not only improved their reading comprehension but also their reading strategy transfer, 

meaning that they could use strategies learned in their L2 language when reading in other 

languages as well. The connection between explicit teaching and reading comprehension is 

supported in Prado and Plourde’s (2011) study where 57 subjects participated by doing the 

Northwest Evaluation Association (NWEA) reading test prior to and after a three-month 
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period of explicit teaching of specified reading strategies. After analysing the test scores, they 

found that students who receive specific reading strategy instructions increase their reading 

comprehension. 

Thus, many studies have indicated that reading strategies are beneficial for reading 

comprehension especially when taught explicitly. In fact, “the most effective strategy training 

is explicit” (Oxford 2013, p 126). In contrast to explicit training, blind training (implicit 

training) does not clarify why certain strategies should be used. Blind training has also been 

shown to be less successful. This could be because explicit training makes learners aware 

about that certain behaviours or strategies are likely to be beneficial, and teaches learners how 

to use them and transfer them to new situations (Oxford, 2013). The superior effectiveness of 

explicit instruction compared to implicit instruction in L2 learning is confirmed in a meta-

analytic review including 34 unique sample studies of explicit and implicit instruction (Goo, 

Granena, Yilmaz & Novella, 2015). Although implicit instruction led to gains in learner 

performance, the meta-analysis showed that explicit instruction was more effective in all 

comparisons made (immediate, short-term, long-term delayed post-tests and altogether). 

Explicit language teaching differs from implicit approaches in the sense that explicit 

teaching consciously makes learners aware of the specific feature being taught. Nevertheless, 

it is worth mentioning that both implicit and explicit instruction are to be seen from a 

perspective external to the learner (Ellis, 2009). The level of conscious activity from an 

internal learner perspective on the other hand determines whether a student is engaged in 

explicit or implicit learning. If learners consciously pay attention to instructions, they are 

considered to carry out explicit learning whereas students not actively paying attention to the 

information but still process some of the input are engaged in implicit learning. Further, the 

information processed or learned can be classified into explicit and implicit knowledge. 

Explicit knowledge involves an awareness of the knowledge processed, while implicit 
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knowledge does not involve this kind of awareness (Gass, 2013). Although instruction, 

learning, and knowledge are closely connected, there is no obvious causal relationship among 

them regarding explicit/implicitness. This means that explicit instruction can result in implicit 

learning and vice versa. Likewise, implicit learning may end up in explicit knowledge (Ellis, 

2009). The extent to which explicit and implicit knowledge interface has become known as 

the interface issue. The interface issue addresses questions regarding the relationship between 

explicit and implicit instruction, learning and knowledge, which are of importance for both 

second language acquisition theory and language pedagogy.  

Three of the perhaps most acknowledged positions concerning the interface issue are the 

strong interface position, the weak interface position, and the non-interface position. The 

basic argument for the strong interface position is that learning progresses from declarative to 

procedural knowledge and finally to automatization of procedural knowledge (Gass, 2013). In 

other words, learners first learn a particular rule which they then practice in order to form a 

behaviour that is automatized (i.e. language production or understanding). This means that 

explicit knowledge can be converted into implicit knowledge as well as derive from it (Ellis, 

2009). The weak interface position also acknowledges the possibility of transformation 

between the two knowledge-types, even though the arguments are vaguer. These arguments 

often include limitations on how and when this transformation can take place. For instance, 

some supporters of the weak interface position may claim that learners must be ready to 

acquire linguistic knowledge (Ellis, 2009), which corresponds to the idea of learnability, a 

developmental sequence in L2 acquisition where learners acquire rules according to a natural 

order (Gass, 2013). Other weak interface position supporters might argue that output created 

from language learners’ explicit knowledge influences their implicit learning mechanisms by 

serving as “auto-input” (Ellis, 2009). 
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In contrast to the weak- and strong interface position, researchers in favour of the non-

interface position reject the idea of explicit knowledge becoming implicit and vice versa. 

They refer to research showing that explicit and implicit L2 knowledge are stored in different 

parts of the brain and are retrieved for different purposes and processed in different ways, 

either controlled (explicit) or automatic (implicit) (Ellis, 2009). According to Krashen, who is 

known for representing the non-interface position, different acquisitional mechanisms are 

involved for processing implicit and explicit L2 knowledge (Grass, 2013). Depending on the 

view of implicit and explicit learning and knowledge, recommendations for implicit and 

explicit instruction or teaching may vary, including explicit strategy teaching. As a result, 

some people contradict the view that strategy use should be the most essential method for 

increased reading comprehension.  

One alternative to explicit reading strategy teaching for improved reading 

comprehension is extensive reading. According to Mason and Krashen (1997), extensive 

reading provides EFL students with better conditions to improve reading comprehension than 

traditional teaching does. When comparing extensive readers to control groups in three quasi-

experimental studies where reading comprehension was tested, findings show that extensive 

reading results in significantly superior gains than traditional teaching. These results were 

found in six out of seven comparisons. The extensive readers also performed better on reading 

speed. Duggan and Krulatz (2017) have studied different materials and methods used to 

include extensive reading in the classroom. They claim that “[e]xtensive reading of 

compelling materials results in incidental vocabulary acquisition, including the acquisition of 

colloquial expressions, boosted motivation to learn the target language, and overall improved 

language proficiency” (Duggan & Krulatz 2017, p 9).  

Although it has been shown that EFL students gain from extensive reading, there is still 

lack of evidence for whether extensive reading alone improves language skills. Reading a lot 
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of texts certainly provides students with opportunities for language acquisition (unconscious 

language learning), but deliberate reflections on what has been read are also important for the 

learning process. Extensive reading should therefore in my opinion be seen as a support for 

the learning process rather than a condition for it. Reading strategies involve a more 

thoughtful learning process and there is much evidence that supports the fact that reading 

strategies are beneficial for reading comprehension.  

 

4. Materials and Methods 

4.1 Advantages and Disadvantages with Different Methods  

This study had two main objectives: (1) to find out to what extent reading strategies are 

explicitly taught in upper-secondary schools in Sweden, and (2) to investigate how students 

and teachers perceive reading comprehension teaching. The most reliable way to investigate 

the amount of time that is spent on explicit teaching is probably to observe the English 

classes, either by being there in person or through video recordings. However, due to time 

limitations, no observational component could be included in this study. Additionally, the 

nature of observation studies with an outsider watching or recording a lesson might scare 

people from taking part, making it more difficult to receive permission. Moreover, the mere 

presence of an observer in the classroom could affect the teaching. The consequence is known 

as the reactive measure effect (Bryman, 2008), but might also be known as the subject-

expectancy effect. Furthermore, observations can only record actions, not the intention behind 

the action. 

 One way to find out how teachers and students perceive reading comprehension is to 

ask them about the teaching, and according to Bryman it might even be the only way since 

"the only functional way to find things out about people is to ask them about their opinions 

(from a qualitative point of view)” (Bryman 2008, p. 441 [My translation]). Consequently, the 
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data in this study was collected through information provided by teachers and students 

involved in English courses held in upper-secondary schools in Sweden. This study was 

divided into two parts: (1) interviews with English teachers, and (2) surveys filled out by the 

students of the interviewed teachers. Interview questions and survey questions can be found in 

Appendices I and II, respectively. 

Interviews and surveys, however, do have weaknesses. The risk with data collection 

through information received from different people is that their statements might be 

inaccurate. It is widely known that people might forget, remember wrong, make senseless 

estimations, or even lie. There is also the risk that respondents might give answers that they 

think are the ones the researcher wants to hear. All these factors reduce the reliability of data 

collected through methods that require people to recall previous events or share their personal 

thoughts. Nevertheless, to access information regarding how people perceive different 

matters, there remains almost no other alternative than to ask them and hope for a truthful 

answer. 

However, there are several ways to ask questions and all methods have inherent 

strengths and weaknesses. Surveys are useful when collecting large amounts of data, but 

consist of a number of set questions that might be received differently by different informants 

if not expressed carefully. Interviews, on the other hand, enable the researcher to ask follow-

up questions and clarify if the interviewee has misunderstood something. One thing to take 

into consideration though is that interviews are time-consuming and may include some 

irrelevant information depending on whether the person interviewed understands the 

questions correctly and responds accordingly. The analysis of data to get valid results is 

important for both methods.  

In this study, four teachers were interviewed individually for 20-30 minutes in their 

classrooms either prior to or after they taught an English class. The interviews were semi-
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structured and the questions asked were about the teachers’ reading comprehension classes 

and if reading strategies were included. Teachers were also asked to motivate why reading 

strategies should be used and if they have noticed any improvements in students’ reading 

comprehension after they had been introduced to the strategies. Finally, the teachers were 

asked about their own reading habits and whether they employ specific reading strategies 

themselves. Due to the semi-structured style of the interview, follow up questions could be 

used and the teachers also had opportunities to ask for clarification and give comments on 

related issues not asked for by the interviewer. The interviews were voice recorded and 

relevant parts of them have been transcribed in the result section. 

The surveys consisted of 16 questions that had been framed by me and discussed with 

teacher colleagues for adjustment and revision before being handed to the students. The 

questions were in Swedish and handed out by me personally. Before students filled them in, I 

introduced the study and the importance of their contribution. I was present the whole time 

and available to answer any questions. Some students expressed that they did not know the 

exact answer to some questions and were therefore encouraged to estimate and fill out they 

survey as well as they could. Once there was a request of clarification of what was meant with 

extent of teaching, but other than that occasion there were no questions from the students. 

When the students were finished, they handed in the survey to me.  
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4.2 Data Management and Analysis 

Both students and teachers were informed of the study and the management of data, and 

guaranteed anonymity, all according to ethics of scientific studies. All participants gave their 

informed consent verbally. When all data was collected, a quantitative analysis was done for 

the survey data, and comparisons between teachers’ and students’ answers regarding explicit 

teaching of reading strategies were made. Relevant statistical data was then transformed into 

tables and figures while qualitative data from the interview was analysed hermeneutically. 

This means that I as a researcher had to interpret and create meaning out of the collected 

information. The hermeneutic method is characterized by the principle of comparing the 

details from excerpts of a text against the entire text, which enables a greater 

understanding since the text is processed several times. In this case, where 

the texts consisted of audio recorded interviews, I first listened to one whole 

interview, interpreted the data for meaning and then re-listened to parts of 

the interview to make new interpretations, before I listened to the entire 

recording again and repeated the procedure (see Figure 1 to the right). All 

these interpretations were compared with each other. This procedure was 

repeated for all four interviews. 

The hermeneutic procedure is often compared to a spiral that goes 

back and forth between part and whole on its way to deeper understanding (Westlund, 2015). 

In this context, reading strategies and reading comprehension should be seen as parts of the 

entire English education. This procedure allows a great amount of interpretations that can be 

valuable for adding information to this field. At the same time, too many or opposing 

understandings can be problematic for the analysis. The analysis of the interviews did result in 

some opposing understandings regarding explicit reading strategy teaching which will be 

addressed in the discussion later.  
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5. Results 

5.1 General Results 

Four teachers and six classes made up of 107 students, all from vocational secondary 

educational programmes, participated in this study. In general, the findings show that students 

and teachers perceive reading comprehension as part of the English classes very differently. 

There is also a big range of various perceptions among the students. The only strategy that 

was reported to be taught explicitly and frequently was the strategy of asking the teacher. 

Asking the teacher if one did not understand is also the most used strategy among the students 

with a total of 70 % (75/107) who confirmed this strategy use. The answers to the questions 

regarding to what extent the strategies were taught explicitly varied a lot and covered the 

whole spectra from never to every lesson. 

However, even though there are a lot of various perceptions about the amount of 

explicit reading strategy instructions, a majority 74 % (79/107) of the students like English 

either as a subject or in general. Some reasons expressed for liking English were that: it is 

easy, it is a global language, it is a useful language, it is fun, and that the teacher is good. 

Students who do not like English reported that it is difficult, hard work and/or boring. Still, 

most students, 77 % (82/107) are pleased with their teachers’ teaching. The teachers are also 

quite content with their own work, although they all expressed that there always is room for 

improvement. 

A majority of the students also agree, or agree to some extent, that they use reading 

strategies when they do not understand something, and think that the use of reading strategies 

has improved their reading comprehension. Almost half of the students agree or agree to some 

extent to that they believe reading strategies improve reading comprehension. Among all 

students, only three reported that they do not use any of the strategies when they do not 

understand something.  
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Three of the interviewed teachers also reported that they believe their students improve 

their reading comprehension when they use reading strategies. Two teachers were convinced 

of the fact, however, one of the four was doubtful. Nonetheless, all four teachers confirmed 

that they do teach strategies, although it was only one teacher that explicitly admitted this at 

the beginning of the interview when the question first was brought up. All teachers have 

noticed some kind of improvements in their students’ reading comprehension since they 

started the English course, either during discussions in class or through test results, and they 

all stated that they measure the improvements by comparing them to the knowledge 

requirements found in the syllabus for the English subject.  

Even if there are some similarities in the teachers’ answers, the interviews revealed a 

big difference between the teaching and the teachers themselves. Further on I will refer to the 

teachers according to their teaching style. Special consideration about the teachers’ answers 

regarding which reading strategies they explicitly teach has been taken into account when 

nicknaming the teachers: the test coach, the match maker, the five-stepper, and the lexicon 

lady. 

 

5.2 Teacher Reports  

The first teacher, the test coach, expressed that he taught test related strategies rather 

than reading comprehension strategies. He explained that he taught his students where to look 

for answers in a text and where to look to find keywords and important information. The 

second teacher, the match maker, expressed a responsibility to find the right type of text for 

the right student. He stressed the importance being receptive to the students’ needs and being 

able to adapt the material and teaching accordingly. The third teacher, the five-stepper, was 

very clear with the five-step procedure that her students have to go through when doing 

reading comprehension exercises. She encourages her students to reflect and ask themselves 
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some questions before reading as well as writing down new ones while reading. The fourth 

teacher, the lexicon lady, often associated reading comprehension with the knowing of 

particular words or phrases. Although she admitted that one can comprehend the meaning of a 

text without understanding all the words, she encourages her students to write down the words 

they encounter that they do not know so they can look them up later and successively 

construct their own wordlist. Summaries of all the interviews follow below. Any quotations 

included have been translated into English by myself since the interviews were held in 

Swedish. The topics discussed were: how much time students read English in class; if, how, 

why and which reading strategies are explicitly taught; which the most important strategies 

are; students’ use of strategies and if they improve their reading comprehension; the criteria 

for measuring improvements in reading comprehension; and the teachers’ own use and 

thoughts about reading strategies.  

5.2.1 Teacher 1. The test coach spends eight to ten weeks per year, which corresponds 

to 15 to 20 hours, in class on reading fiction, but then “there is regular reading” as well, like 

the reading of articles. On the question of if he teaches specific reading strategies, the test 

coach answered: “Yes, as preparation for national test I teach strategies that are adjusted for 

national tests.” These strategies consist of advice on what to regard as important, where to 

look for information and keywords. When asked if he knows other reading strategies, even 

though not necessarily taught in his class, the test coach replied that he always promotes 

students to read longer and coherent texts, and added “I think this is the best way to improve 

reading comprehension, but also writing.” However, he did not name any other examples of 

strategies. Instead the focus shifted to the procedure of how to teach strategies.  

The test coach explained that he tries to be a role-model by doing the same exercises as 

his students to show how to proceed during tests and exercises, and show that the strategies he 

uses work. When asked for reasons why to teach reading strategies, he said that they support a 
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greater understanding and cognitive development in the longer run, and that there is no need 

for direct applicability since they can be useful in a subconscious level. The most important 

thing for him is not to proceed without understanding what has been read. Reflection is an 

essential part of reading for him. Although he explains his reasons to his students, the test 

coach presents them like: “I know how you can get more points on the national test”. He does, 

however, also have discussions about the purpose of reading in connection to novel reading.  

Discussions are important for the test coach. He has small evaluations after each 

exercise where he receives feedback. They talk about how the work has gone for the student 

and discuss what could have been done differently and how to improve. When working with 

novels the test coach also prefers to let the students do presentations orally. That way he 

thinks it is easier to get a picture of the students’ understanding since it also allows the teacher 

to ask for deeper knowledge by follow-up questions, compared to writing assignments where 

no follow-up questions can be made and the risk for plagiarism is higher. Thus, the test coach 

finds it easy to assess if students have understood what they have read. In addition, he 

mentions the clear criteria for knowledge requirements in the syllabus, which might be helpful 

when assessing students’ reading comprehension. It is also easy to measure improvements in 

reading comprehension in tests, and he has noticed that students express surprise that they 

receive good results from the tests. Nonetheless, evaluating use of reading strategies and their 

impact on reading comprehension is not as easy as counting scores on a test, according to the 

test coach, who thinks it is difficult to know whether students use reading strategies when 

they read novels. He finds improvements in reading comprehension regarding novel reading 

difficult to detect, since he only has his students for English 5. On the question if he thinks 

that students improve their reading comprehension by the use of reading strategies, he thought 

for a while and then answered:  
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“Well, I don’t know. They [the strategies that he teaches] are actually strategies 

adapted for specific tasks…Whether they improve I actually don’t know. What I 

do know is that they will get better scores on the national tests for reading 

comprehension… But when it comes to novel reading and my message that one 

should make sure to understand before one continues to read might be something 

that they possibly could remember to keep for the future”.  

 

The interview also treated the teacher’s use of strategies and contentment of their 

teaching. When asked if he use reading strategies himself the test coach replied: “Yes, in the 

sense that I have an attitude that no reading can go to waste. Regardless of what I read, I want 

to reflect about what I have read and think of what do I take with me from this”. While 

discussing the topic of reading strategies, thoughts of how to teach differently or better pop up 

in his mind, but overall, the test coach is content with his teaching. The interview ended by 

giving the teacher an opportunity to comment on anything related to the subject of reading 

comprehension, and the test coach brought up the fact that some students can retell and 

explain what they have read but at the same time underperform when it comes to reading 

comprehension tests. The test coach sees a correlation between which schools the secondary 

schools the students come from and their performance in tests. He also thinks that what really 

is measured in school is the students’ ability to adapt, rather than their knowledge. Teachers 

do, however, adapt as well. Someone who points this out is the match maker, who is 

described next.   

5.2.2 Teacher 2. The match maker tries to adapt the teaching material to the individuals 

so they can read texts at a level that matches their level of comprehension. The students of the 

match maker read English almost every lesson. Books however, they only read twice a year 

which corresponds to six weeks, three weeks per book. On the question of if he teaches 
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specific reading strategies, the match maker answered: “…If you can call adapting books to 

individuals reading strategies, then I do have some strategies and I have some books. Another 

type of reading strategy I probably don’t have”. Since the matching of books and texts to the 

individual student is the job of the teacher, there is no explicit strategy teaching to the 

students. The match maker however, needs to be receptive. His experience in combination 

with what he sees from the students during class makes it easy to find out what level the 

students are at. It is more difficult to find appropriate reading material though.  

The match maker thinks that everyone has the right to succeed. When asked what the 

main purpose for teaching reading strategies is he informed me that the jobs the student will 

get after graduation require that they have passed English. Thus, passing the course is a main 

reason to teach the strategies. However, to develop on an individual level is also a reason that 

he brought up. These reasons are also something he repeatedly explains to his students, but he 

finds them difficult to motivate sometimes. He believes that students sometimes think that 

they attend to class for the sake of the teacher. Though, at times he can be direct and explain 

that they do not have to take the help offered by the teacher. Yet, he makes it clear that they 

should take it if they want to pass.  

The students do, however, receive more help than just adapted text material. When 

given examples of different categories of reading strategies, the match maker pointed out that 

he many times instructs students to take notes and ask him if there is something that is 

unclear. He is also aware that students use reading strategies, especially digital helping 

material such as Google translate, but there are also students who write down words on paper. 

Some students understand the meaning of a word just by the context where it is used and 

sometimes students ask the teacher or friends. The match maker is certain that the use of 

reading strategies improves the students' reading comprehension, that they develop 

cognitively and that their English use improves. He has also noticed this by seeing students 
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with weak learning backgrounds still succeeding and passing national tests. He thinks that 

these weak learning backgrounds many times depend on low self-esteem and believes 

students need to feel safe and see a regularity in the education to develop. On the question of 

how to assess this development, the match maker, just like the test coach, referred to the 

knowledge requirements expressed in the syllabus and talked about self-efficacy although 

linking it to the students need to feel safe.  

The match maker himself seemed confident. He does not think that he needs to use 

reading strategies when reading since he usually only reads for fun or pleasure. However, if 

he reads for information he might use reading strategies such as writing down keywords 

depending on what the information should be used for. Finally, when asked if he is content 

with his teaching, the match maker replied that he has done both good and bad things. He still 

thinks that he has succeeded quite well with his job and is generally content. What he does 

hope for is more collaboration between the English and Swedish subject. For example, he 

thinks that many weak students could benefit from having the same book to read in both 

English and Swedish but then make two separate presentations for each subject.      

5.2.3 Teacher 3. Like the match maker, the five-stepper also adapts texts according to 

the student. Nevertheless, she puts more focus on forcing students to adapt to the texts by 

teaching a five-step method which consist of study strategies that can also be seen as reading 

strategies. The first step is to look at the text, how it is displayed, if there are any pictures, 

tables or figures. Second, one has to reflect about the topic and what one might know already. 

Third, if there are questions belonging to the text, one should scan them for further 

information. They probably reveal what the text is about. The fourth step is to read the entire 

text and take notes. The fifth and final step is to find and highlight questions or answers in the 

text. However, these steps regard reading where there are questions belonging to the text. 

When her students read a regular text in class, without questions, the five-stepper discusses 
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the text with the students. She thinks it adds more vitality to the text that way. The five-

stepper lets her students discuss their reading in groups or in pairs, sometimes by dividing 

them according to level, either a high performer with a low performer or students on the same 

level together, although she thinks that one should not form groups based on level too often. 

To read, however, is something her students do often. They read at least 45 minutes a week, 

usually more.  

Each lesson has its own objectives, and the five-stepper adapts texts and exercises 

according to the goals and is careful to explain the purposes to her students. She also explains 

why it is important to use reading strategies. When asked what reasons there are for using 

reading strategies she said: “Oh God. Here many students wouldn’t pass the course because 

they are so weak. But we see so many succeed, and then it’s worth it. When I see their 

development then I know what I’m doing is right”. Thus, for the five-stepper to see students 

develop is reward enough, but she knows that different students have different reasons and 

that is why she believes that the teacher should adapt the material according to students’ 

interests. She compares teaching with coaching and tries to motivate her students by listening 

to them and providing them with texts they might like. She says to them that the sooner they 

learn the reading strategies, the easier learning becomes. Therefore, she explains the 

importance of using reading strategies as well as the purpose of reading for every text. 

Explaining what strategy is the most important one though is something she cannot do since 

every person is different. It depends on the student and they should therefore be adapted 

accordingly. 

The five-stepper is clear with her teaching of reading strategies, and on the question of 

if she is aware about if her students use reading strategies she replies: “I force them to go 

through the process before they even start to read”. Thus, she makes them go through the five-

step method and discuss the texts at end of the lessons. She can also see improvements in the 
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students reading comprehension since they are tested three times a year. In addition to tests, 

the five-stepper also uses formative assessments when evaluating the students’ development. 

Just like the match maker, she uses the criteria from the knowledge requirements expressed in 

the syllabus. Yet, unlike the match maker, the five-stepper does use reading strategies when 

reading herself and depending on what purpose she uses different strategies. She is so used to 

them that she uses the strategies without even thinking. When asked if she is satisfied with her 

teaching she also answered directly without having to think. In general, she is content, but she 

pointed out that there is always room for improvement.     

5.2.4 Teacher 4. The last interviewed teacher, the lexicon lady, agrees with fact that 

there always are things that can be done better. She gave no hint that she was satisfied with 

her teaching when asked. Instead she pointed out that she always tries to be updated and not 

to use material older than two years. Old books like classics are, however, part of her teaching 

material. She uses all sorts of different texts and her students read English every lesson. On 

the question if she teaches specific reading strategies the lexicon lady answered: “Good 

question. We usually talk about that one can read and understand even though one might not 

know all the words…Then when a word reoccurs one should look it up and keep a list so one 

builds vocabulary.” The students also retell or discuss their reading. The lexicon lady might 

talk about the reading, have a power point or publish lesson plans on a local web forum, and 

before reading comprehension exercises they go through what they should do. However, she 

does not use the word reading strategy explicitly. She tries to avoid technical terms. She does 

mention language strategies to her students though, and she thinks that the main reason for 

using reading strategies is to ease the reading process. She also believes that the most 

important things with languages are the abilities to understand and mediate meaning, to use 

the language, and she wishes that students would find interest in reading.  
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The lexicon lady also wants her students to take notes and write down words they 

encounter on a personal list. She is aware that some students do take notes, generally girls. 

Some ask the teacher when there is something they do not understand. Therefore, the use of 

reading strategies varies, but she is convinced that the use of reading strategies improves 

reading comprehension. The lexicon lady said that an expanded vocabulary and a faster 

reading pace are two examples of results from improved reading comprehension. She notices 

other improvements in the students as well. At first when they had book talks, the students 

mainly summarised what they read, but at later book talks student started to talk in more 

nuanced ways about the book. The lexicon lady finds it quite easy to notice who has read and 

understood and who has not. Exactly like the other teachers, she uses the criteria from the 

English syllabus when assessing reading comprehension, and just like the five-stepper, the 

lexicon lady also uses reading strategies when reading herself: “I do look up words I don’t 

know too”. At the end of the interview the lexicon lady was given the opportunity to comment 

on anything regarding reading comprehension, and she said that she has noticed that many 

students do not have the stamina to read longer texts. Her advice is to continue with reading in 

school and to open the eyes and find good texts.  

 

5.3 Student Survey Results  

Even though these nicknames above refer to the teachers’ teaching style, they only reflect my 

interpretation of what come out during the interviews. My interpretation is only another one 

among many, but when compared to the students’ interpretations, some interesting details can 

be found and will be discussed later. The tables below present the results of the students’ 

surveys. Numbers marked in bold stress the highest response rate within a category. Although 

the questionnaire treated reading strategy use in particular, more general questions regarding 
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English were also included. In Table 1 below, results concerning the students’ attitude 

towards English are presented.  

 

A majority of the students either agree to some extent or completely to all of the 

statements mentioned above in Table 1, that is, they like reading in English, think the subject 

is important, consider themselves good at English, and are satisfied with their grades received 

so far. Only eight students do not agree that English is an important subject. Though there 

were a few students who responded that they did not know whether to agree or disagree, the 

response rate on these first general questions regarding the students' attitudes towards English 

is 100 %. 
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Table 2 above presents the number of students who express that their teacher explicitly 

teaches different reading strategies that can be used before, during and after reading or at any 

other time when there is something that is not understood. The results show a big range of 

different perceptions among the students and there is no majority for any of the statements. At 

most, there were 43 students reporting the same thing, that is, that the teacher never explicitly 

instructs students to skip parts they do not understand. To ask either the teacher or someone 
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else in class when something is unclear, on the other hand, is perceived as a strategy taught 

explicitly quite frequently with 54 (24+30), respectively 52 (19+33) students reporting that 

their teacher instructed this every or every second week. There were always some students, 

between seven and 18, that ignored these questions regarding the extent of explicit strategy 

teaching. There were however fewer people who chose to skip the questions regarding their 

own use of and beliefs about reading strategies as can be seen in the Table 3.  
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Table 3 presents the number of students that express that they agree or disagree to 

different statements concerning reading strategies. There is no majority that agree nor 

disagree for any of the statements, which demonstrates a big range of beliefs. Nevertheless, to 

agree to some extent was the alternative chosen most frequently among the students for all 

statements. When combined with the alternative of agreeing completely, the results show that 

the majority of the students use reading strategies during and after reading, and when they do 

not understand something. A majority also agrees that the use of the reading strategies 

improve their reading comprehension. However, although more students agree than disagree, 

there were still many students disagreeing, either completely or to some extent, that they use 

strategies. There were also between four and six students who ignored the questions, and they 

all belonged to the same two classes. The distribution of answers among the students in 

different classes varied, just like the distribution among the students in total did. Below Figure 

2 presents the distribution between the answers to the question whether explicit strategy 

teaching is done among the six classes. Class a and b have the test coach as a teacher, and 

class c and d have the match maker. The five-stepper is the teacher for class e, and the lexicon 

lady for class f.  
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Figure 2 shows that only students in the match maker's classes left out to answer the 

question regarding their teachers’ explicit reading strategy teaching. Although it was a higher 

percentage of students that skipped this question in class c, there is a higher rate of students 

who either agree completely or agree to some extent that the match maker explicitly teaches 

reading strategies. The test coach’s students are the ones who agree the most that their teacher 

explicitly instructs reading strategies while the lexicon lady’s students are the ones who to the 

highest rate reported that neither agree nor disagree. The class with the highest rate of 

students who do not know whether their teacher explicitly instructs reading strategies have the 

five-stepper as a teacher.  

The questionnaire also included questions regarding the students' use of certain reading 

strategies. Tables 4 to 7 below present the percentages of the students’ use of reading 

strategies before, during and after reading as well as when they do not understand something. 

In the tables, the students are divided into categories depending on if they like, not like or do 

not know whether they like English. There is also a category where the percentages of all the 

students’ strategy use are displayed, in the tables expressed as total. Figures 3 to 6 show how 

the same strategy use is distributed among the six classes. 
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Table 4 shows the percentages of the students that use pre-reading strategies. The 

majority, 53 % (57/107) of the students read titles and headings before they start reading a 

text. This is also the pre-reading strategy most used by both students who like and do not like 

English, 61 % (48/79) and 47 % (8/17) respectively. There are, however, also quite many, 47 

% (8/17), of those who do not like English that do not use reading strategies before reading a 

text. The majority, 55 % (6/11) of those who do not know whether they like English or not do 

not use pre-reading strategies, but of those who do, 45 % (5/11) glance at pictures or figures 

that are included in the text. Below, Figure 3 shows the distribution of the strategy use among 

the six classes 

 

 

As presented in the figure above, all classes have students who do not use reading 

strategies before reading a text. Class d differs from the other classes though with the highest 

percentage of students who do not use pre-reading strategies. It is also the class with lowest 

rate of students who read titles, headings and summaries. Class c, however, who has the same 

teacher, read titles, headings and tables of content the most. Table 5 below, shows the 

percentages of the students that use while-reading strategies.  
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In Table 5 above, can be seen that the majority of the students, 51 % (55/107) stop to 

reflect about what they have read while reading. This is also the strategy that most students 

use regardless their attitude towards English. Nevertheless, a third of students do not report to 

using any while-reading strategies. Below, Figure 4 shows the distribution of the strategy use 

among the six classes. 
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only class with more than a third of the students who mark interesting passages in a text while 

reading. The following table displays the findings concerning post-reading strategies. 

  

In Table 6 above one can see that the most used strategies after reading are to reflect 

about what has being read and to reread difficult parts or part of interests. Those who do not 

like English are the ones who discuss texts the least and also the ones with the highest rate 

who do not use post-reading strategies. The distribution of strategies used after reading among 

the different classes is presented in Figure 5 below.  
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(6/17) and class f with the highest rate of students who discuss texts after they have read 

them, 47 % (6/13). In general, though, the strategies to reflect about the text and to reread 

difficult parts or part of interest are the ones used the most in all classes. Table 7 below shows 

the percentage of the students that use reading strategies when there is something that is 

unclear. These strategies can be used any time during the reading process and are thus not 

grouped together with the pre-, while- and post reading strategies.  

  

Table 7 shows that a majority of all students, 70 % (75/107), ask their teacher when 

something is unclear.  Half of the students, 50 % (53/107), also ask someone else in the class. 

Only the students who like English mark parts they do not understand by underlining or 

highlighting. Students who do not like English use reading strategies less than the others. 12 

% (2/17) do not use any of the strategies mentioned above. Below, Figure 6 presents the 

distribution of the strategy use among the six classes. 
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Figure 6 shows the distribution of various reading strategies among the six classes. 

There are very few students who skip parts they do not understand or do not use reading 

strategies at all. Four out of six classes do use reading strategies of some sort when something 

is unclear, and all the classes have students who ask the teacher or classmates when 

something is unclear, mark parts that they do not understand, look up words they do not know 

in dictionaries, and continue to read to keep the flow when they encounter something in a text 

that they do not know. Asking the teacher is, however, the strategy used the most by students 

in all six classes. Class f is the only class where a majority of the students, 54 % (7/13), use 

dictionaries to look up words or phrases they do not know. Together with class a, it is also the 

class with the highest average strategy use for reading strategies used when something is 

unclear, as well as reading strategy use in general.  

To sum up, the findings show that there is big span of perceptions among the students 

about how much time is spent on explicit reading strategy teaching. Even among students 

within the same class, opinions regarding if the teacher explicitly instructs strategies differ. 

Most students do use some sort of reading strategy, and asking the teacher was the most 
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common one. The teacher interviews revealed that teachers do teach differently, although they 

all assess students reading comprehension with the same criteria. The discussion next will 

treat the question why the perceptions differ that much, both among students and between 

students and teachers.     

6. Discussion 

6.1 Different Definitions and Various Views 

The results show that students perceive reading comprehension classes very differently. Some 

students think their teacher instructs a specific reading strategy every lesson while others are 

of the opinion that it never happens. This might depend on different understandings of what 

explicit teaching or reading strategies are. Even the teachers perceived the term reading 

strategies differently. It was only the five-stepper who admitted that she instructs strategies, 

although when given examples of some strategies it turned out that all of them include 

strategies in their teaching. I myself was unsure whether asking a teacher was considered a 

strategy or not before reading up on the subject. However, Bishop, Reyes and Pflaum’s 

definition of support reading strategies convinced me of the fact that asking for help should be 

considered as a strategy. Nevertheless, I feel that most of the strategies mentioned in the 

survey are actions that come quite natural in connection to reading, and thus might seem too 

commonplace to be regarded as strategies. 

Then there is also the term explicit. For some people, it might mean that something is 

thoroughly explained while others might think that it is enough if something just is mentioned 

quickly. Others might not even know the meaning of the word explicit or maybe confuse it 

with implied. As mentioned in the background section, even researchers disagree on how to 

define strategies and explicit instruction. Given these thoughts, it might not be as easy to 

answer these questions as I assumed. As it turned out, all teachers include reading strategies in 

their teaching, however, only the five-stepper admits teaching them explicitly. Yet a clear 
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majority of all students states that their teacher at least at some point teaches reading 

strategies explicitly. Clearly students and teachers do not only have different perception of 

how often strategies are taught but also if they are taught explicitly or not.  

It is also possible that students miss instructions because they focus on other things than 

the teaching and consequently are unaware of the fact if a strategy has been taught. In that 

case, if the strategy still is acquired, it would be an example of when explicit instruction 

results in implicit learning. Whether the strategy then is to be seen as explicit or implicit 

knowledge depends on if the students is aware that a strategy is learned. The “good language 

learner”, as referred to in the introduction, would not only be able to use the strategy 

effectively, but also be able to verbalise how the strategy is used and learned. However, 

students participating in this study were not requested to verbalise their knowledge about 

strategies they use. Instead they were asked to give their perception of how frequently 

strategies are taught and if how effective they are as part of reading comprehension teaching. 

Although the span of perception is wide, there appears to be some correlation between 

which strategies the students report that their teachers explicitly instruct often and the 

strategies they report in fact to use. It seems logical that the strategies that are taught most 

frequent also are the ones used the most, but it could also be that some students have confused 

these questions and reported similar answers to the two different kinds of questions. The span 

of perception whether students believe reading strategy use to be effective for the 

improvement of reading comprehension is also wide. However, there are more students who 

agree than disagree with the perception that the use of reading strategies is effective for 

improving reading comprehension. Unfortunately, this attitude does not seem to affect the 

reading strategy use. 

The total use of pre-, while-, and post-reading strategies is not higher than 53 % for any 

of the specific strategies. Between every fifth to third student does not use any of the 
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particular strategies within the three categories. This is worrisome considering all the research 

showing a causal correlation between strategy use and improved reading comprehension 

proficiency. The fact that quite many students either chose the alternative do not know or 

skipped to answer completely is also a bit disappointing. There were also students who filled 

in the same alternative for all the statements in some questions, which can be a sign of lack of 

interest to fill in the survey correctly and truthfully. This does not only affect the results 

directly but also render the conclusions that can be drawn from this study.  

 

6.2 Interest, Understanding and Motivation 

Most students did however fill in in the entire survey, and the results showed that students in 

general like English and think that English is an important subject. Some students reported 

that they like English because it is a useful and important language. It is likely that there is a 

connection between interest and importance, and that something perceived as essential 

probably easier catches ones’ attention and interest. Motivation often thrives from what is 

vital for oneself, just as one can suspect that a subject that feels unnecessary often fails to 

cultivate interest. As mentioned in the introduction, motivation also influences which 

strategies student use, and thus also language learning proficiency.  

Furthermore, the findings showed that students who like English use reading strategies 

to a higher extent than students who do not like English do. One can assume that students 

with a good language understanding also enjoy English more than those who do not, and since 

reading strategies support the understanding of a text it seems logical that students who use 

strategies also understand and appreciate English more. This can make one wonder, what 

came first, the chicken or the egg? Do students like English because they use strategies and 

understand or do they use strategies because they like English? Similar reasoning is done by 

researchers pondering whether strategy use result in proficient learners or learners use 
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strategies because they are proficient. Research has still not provided a definite answer. The 

students’ explanations for liking or disliking English, however, often relate to if they think 

English is easy, difficult or boring. Moreover, some students like English because they think 

their teacher is good, and many students are pleased with their teacher, which emphasises the 

teacher’s role for student’s attitudes towards English.  

However, not all students like English. These students in general use reading strategies 

to a lower extent than students who like English which correlates to the fact that motivation is 

related to strategy use, but also to purpose. Some teachers explain one main reason for using 

reading strategies to be the passing of the course (i.e. to fulfil requirements for getting a job). 

Considering that all student participants are attending vocational upper-secondary school it is 

understandable to assume their main purpose with their language education to be passing the 

course. If true, this would suggest a generally low level of motivation contributing to the 

relatively low frequency use of reading strategies among students shown in the results.  

 

6.3 Comparing Teacher’s and Student’s Answers  

Many times, students and teachers think differently. Comparing students’ answers with their 

teachers’ is therefore of great interest. The students that have the lexicon lady have the highest 

range of dictionary use expressed in percentage among all the classes. This suggests that the 

students’ use of strategies reflects their teacher’s teaching style. However, the students of the 

five-stepper, who is very clear that students should follow her five-step method do not use 

highlighters as often as one could expect according to their teacher’s teaching style. 

Moreover, the five-stepper’s students belonged to the class with the highest rate who 

expressed that they do not know whether their teacher explicitly instructs reading strategies, 

which challenges the view of her as a teacher with clear purposes and instructions. 
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Furthermore, the results present variations of perceptions among students with the same 

teacher, both for students in different classes and for students in the same class. This suggests 

that even if the teaching style affects the students’ strategy use, individual differences have a 

bigger role when it comes to how students learn. These individual differences can be related 

to the teachers’ philosophy that everyone is unique and that the teaching and teaching material 

thus need to be adapted. However, adjusting teaching and material to students does not in 

itself make students use more strategies. The match maker who stressed importance of 

adapting the most, was also the teacher of the class with students who used reading strategies 

the least. Considering his reply when he said that he probably did not have any other strategy 

than matching students with the texts though, it is not strange that his students do not use 

strategies that much. 

Given the wide range of the results, it is difficult to draw any conclusions on how to teach 

reading strategies in order to get students to use them for increasing their reading 

comprehension. Neither adapting teaching nor forcing students to go through a procedure of 

study strategies has shown to result in significant reading strategy use. It must be noticed 

though that this is a small-scale study with few participants. Most research still shows that 

explicit teaching is the most successful approach. However, explicit instruction does not 

necessarily result in explicit learning, as mentioned previously. This could be the case for the 

five stepper who claims that she gives explicit instruction but still has students who do not 

know whether they are taught strategies explicitly. This would suggest, that if learned, the 

strategies are probably learned implicitly despite explicit instruction. Whether the strategies 

used should be defined as explicit or implicit knowledge is impossible to decide considering 

that no students have been asked to verbalise their knowledge. This is true to all student 

participant in this study. One could argue that filling in the survey is a form of expressing 

one’s conscious awareness of a specific strategy, thus being explicit knowledge. However, 
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this would allow for the possibility to consider any strategy not filled in as implicit 

knowledge. On the other hand, a left-out strategy could still be part of a students’ explicit 

knowledge, just deliberately chosen not to be used. Consequently, no conclusion can be made 

in this matter bearing in mind the measurements used (i.e. the survey).  

What seems to matter though is whether one likes English or not, and maybe also whether 

one likes the teacher. Making sure that students feel respected by the teacher is therefore not 

only a matter of courtesy but also an important learning condition. The test coach had the 

highest number of students that expressed that they like English because of the teacher, and he 

was also the teacher for the class with the highest rate of strategy use. It is remarkable though 

that he also was the teacher for the class with the second lowest rate of strategy use. This has 

probably little or nothing to do with whether his students like him or not, and might rather due 

to individual differences among the students. His attitude towards reading strategies in general 

could also affect his students’ strategy use. One should remember that the test coach was the 

only teacher that expressed doubt in whether the use of strategies increases students' reading 

comprehension and that he encourages students to always read longer and coherent texts, 

which aligns with the theory of extensive reading. Extensive reading in teaching does not 

necessarily inhibit students’ use of reading strategies. Implementing a combination of 

extensive reading and explicit reading strategy instruction in teaching may therefore be a good 

way to increase students’ reading comprehension.  

 

6.4 Relating to the Research Questions  

Given the results it is difficult to answer the first research question which asked for to what 

extent reading strategies are explicitly taught to upper-secondary students in Sweden. The 

more people being asked, the higher the risk of receiving contradicting data. The findings 

presenting a wide range of various answers clearly support this theory. A better way to obtain 
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less divided and more complete and correct information would be to let a researcher observe 

the English classes, as mentioned in the section for materials and methods. Nonetheless, 

asking students and teachers was a good method for attaining the objective for the second 

research question, how students and teachers at the upper-secondary level perceive reading 

strategies as part of reading comprehension teaching. As suspected there exist opposing views 

between students and teachers regarding reading strategy teaching, yet most of them concern 

research question one. There are many opposing views among the students, some of them 

agreeing with the teacher’s view rejecting the preconception of students per se having 

contradicting perceptions to their teachers. In fact, the majority of both teachers and students 

believe that the use of reading strategies improves students’ reading comprehension, which 

not only aligns with previous research but also motivates explicit reading strategy teaching. 

 

6.5 Pedagogical Implements 

Although many students affirm that they use some sort of reading strategy, the majority of the 

students do not use many of the strategies mentioned in the survey. Only five of all the 

strategies (reflecting while and after reading, asking a teacher or class member, and reading 

titles and headings) are used by 50 % or more of the students. At the most 70 % of the 

students use the same strategy. This means that students in general use few types of strategies. 

Depending on the definition of strategy one could even question whether asking a teacher or 

classmate and reading titles and headings should be regarded as strategies. I am not certain 

that all students who reported to use these strategies use them as deliberate, cognitive actions 

to retrieve new information or increase language proficiency in connection to reading, as 

defined in this study. It is very likely that they just read the headings because they are part of 

the text or ask classmates without any deliberate thought behind the action. However, since 

the intention behind the act is unknown it cannot be ruled out that students use these strategies 
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deliberately. It is surprising though, that so many students not consciously reflect on what 

they already know about a topic before they read. This is unfortunate considering the 

importance of activating background information for reading comprehension. Reflection is 

essential for the whole reading process which includes the pre-reading phase. I believe 

students in this study would benefit from using the TWA strategy explained in Mason’s 

article, which stresses the importance of thinking before, while and after reading.  

Students’ lack of thinking activity and limited use of reading strategies could be 

problematic if the strategies they do use are insufficient for comprehending a text. Having a 

robust toolkit with various reading strategies to choose from is a great asset when reading for 

different purposes. Teachers should therefore ensure that all students are equipped with 

enough tools to be able to get the most out of a text. Consequently, I think that explicit 

instructions about how and when to use these tools should be given whenever reading 

comprehension is dealt with in school. There is also a point in explicitly explaining why 

students should use strategies and how they benefit from them. However, I do not think that 

reading comprehension classes should consist of reading strategies alone. To supply students 

with enough opportunities to use and practice reading strategies, teachers could implement 

extensive reading as a complement. Furthermore, it could be wise to include other strategies 

such as general study strategies and specific test strategies applicable for national tests in the 

teaching as well.  

One advice I received and want to give to other English teachers is to be genuinely 

interested in English. If teachers not even themselves are interested in their teaching, how 

should they convince their students that English is important and get them motivated? Being a 

role-model is a good feature for a teacher. An engaged and motivated teacher surly succeeds 

better in engaging and motivating students than an uninterested teacher does. Also, motivated 

teachers constantly try to improve and find new materials and methods that might encourage 
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students to learn. Testing new approaches that might appeal to students’ interests is therefore 

another useful advice for the motivated teacher. However, motivation alone is no guarantee 

for successful teaching. It needs to be accompanied with a plan for explicit strategy teaching 

that provides students with sufficient and appropriate tools to improve reading 

comprehension. 

 

6.6 Limitations and Suggestions for Future Research 

Just as teachers always find ways to improve their teaching, researchers always find new ways 

to conduct new research. Studies can always improve and this study is no exception. 

Improvements that could be made include more explicit questions for both teachers and 

students that could be matched for comparison even better. The definition used in this study 

could for instance been explicitly explained to teachers during the interviews and to students 

before filling in the survey. Complementing interviews with students could also have been 

made to get a more detailed view of students’ understanding of reading strategies and explicit 

teaching. If more time had been available, it would also have been interesting to do a 

complementary observational study where teachers’ reading strategy instructions could be 

registered and documented by an observer in class.  

Since all participants were teachers and students in vocational upper-secondary 

educational programmes, it would be interesting to find out if and how their perceptions of 

reading strategies differ from people in other programmes. Future studies could therefore 

investigate explicit reading strategy teaching and attitudes towards English reading 

comprehension classes in preparatory upper-secondary educational programmes and compare 

them to corresponding data from vocational upper-secondary educational programmes. In 

addition, although many intervention studies have tested students’ reading comprehension, 
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there are no such studies on Swedish upper-secondary students in different educational 

programmes that I know of. Consequently, more research on this topic is desirable. 

 

7. Conclusion 

The findings show that there is big span of perceptions among the students about how much 

time is spent on explicit reading strategy teaching. Reasons for this might depend on students’ 

different understandings of what explicit teaching or reading strategies are. Clarifying these 

terms is thus of great value both for collecting adequate data in studies like this and for 

strategy teaching in general. Yet, it must be noticed that even experts in the field disagree on 

how to define these terms. Thus, it is also difficult to define whether the strategies are to be 

considered explicit or implicit knowledge. In this study reading strategies have been defined 

as deliberate, cognitive phases or actions that learners take to retrieve new information or 

increase language proficiency in connection to reading. Since this definition was not given to 

the students it is unlikely that they had the same description in mind when filling in the 

survey, thus affecting the validity of the findings.  

The results, however, show that most students do use some sort of reading strategy. 

Asking the teacher is the most common one followed by reading titles and headings and 

reflecting while and after reading. Reflecting before reading would be advisable considering 

that activation of background knowledge has been shown to improve learning proficiency. In 

general, students use few strategies which is unfortunate since research has shown the use of 

reading strategies to be effective for improving reading comprehension. Luckily, there are 

more students who agree than disagree with the statement that reading strategies improve 

reading comprehension. There are also more students who agree than disagree with the 

perception that the use of reading strategies has improved their understanding of what they 

read.  
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Many students also report that they like English and those who do generally use more reading 

strategies than those who do not like English. Liking the teacher and finding the subject 

important are two reasons expressed for liking English. It is also likely that there is a 

connection between interest and importance, since something perceived as essential more 

easily catches ones’ attention and interest. This can be associated with the relationship 

between motivation and strategy use. Motivated students use both more and more effective 

strategies than less motivated students. Thus, students only interested in fulfilling the course 

requirements most likely use less strategies, which might have been the case in this study. As 

a teacher, showing interest for the English language and subject might therefore be a good 

way to get students motivated to learn and use reading strategies.  

The results also suggest that teaching style affects the students’ strategy use but that 

individual differences have a bigger role when it comes to how students learn. Explicit 

teaching does not necessarily lead to explicit learning or explicit knowledge. Yet, it is 

questionable whether the teachers in this study in fact instruct strategies explicitly. The 

teachers expressed that they were questioning the effects of strategies, avoiding technical 

terms, and adapting material as the only strategy. None of these actions characterise explicit 

teaching. The results do not indicate any high level of strategy use either. According to most 

research is explicit teaching more successful than implicit. Trying to include more explicit 

strategy teaching is therefore recommendable.  

The importance of reflection is another issue discussed in this study inspired by 

Mason’s article on the TWA strategy (think before, while, and after reading). Thinking is, 

mostly, not only a result of but also a condition for strategy use, as in the definition for 

reading strategy used in this study (i.e. deliberate, conscious action). Activating background 

information is one example of how thinking enhances reading proficiency. This background 

information can be linked to all phases of the reading process. There is little research focusing 
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specifically on pre-, while-, and post-reading strategies in comparison to learning strategies in 

general. However, studies have investigated their relevance for reading comprehension 

leading to the development of new strategies such as the TWA strategy. Classifying strategies 

according to when they are used within the reading process is a way to structure categories in 

a chronological order which might be easier for students with little experience of reading 

strategies or helpful when planning for what strategies to use before reading, for instance prior 

to a test.  

To get a better understanding of how various students perceive, use and improve by 

reading strategies, future studies could investigate strategy teaching in different educational 

programmes. Precise definitions should be given and preferably also discussed with students 

to receive even more valid data. Complementing observations in English teaching classrooms 

would add reliable information of the actual time spent on explicit reading strategy teaching. 

Additional intervention studies on the effect of reading strategies on Swedish upper-secondary 

school students’ reading proficiency are also suggested. 

In sum, no conclusion on to what extent reading strategies are explicitly taught in 

Swedish upper-secondary schools could be drawn from this study. However, it was shown 

that students and teachers have varying perceptions about reading strategies as part of reading 

comprehension teaching. Although more students agree than disagree that reading strategies 

improve reading comprehension, the general usage of reading strategies is low. Teachers are 

advised to explain why reading strategies are helpful and teach them explicitly since most 

research shows explicit instruction to be more successful than implicit. More research which 

include intervention, student discussion, and complementing observation, is necessary.   



55 

 

8. References 

Aghaie, R., & Zhang, L. J. (2012). Effects of explicit instruction in cognitive and 

metacognitive reading strategies on iranian EFL students' reading performance and 

strategy transfer. Instructional Science: An International Journal of the Learning 

Sciences, 40(6), 1063-1081. Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/1238187757?accountid=8028 

Anderson, N. J (1991). Individual Differences in Strategy Use in Second Language Reading 

and Testing. The Modern Language Journal, 75(4), 460-472. Retrieved from 

http://www.jstor.org/stable/329495 

Bishop, P. A., Reyes, C., & Pflaum, S. W. (2006). Teaching tips: Read smarter, not harder--

global reading comprehension strategies. Reading Teacher, 60(1), 66-69. Retrieved 

from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/62017570?accountid=8028 

Blume, C. D. (2010). RAP: A reading comprehension strategy for students with learning 

disabilities. Public Access Theses and Dissertations from the College of Education and 

Human Sciences. 64. http://digitalcommons.unl.edu/cehsdiss/64 

Bryman, A (2008): Samhällsvetenskapliga metoder. Stockholm: Liber 

Duggan, J & Krulatz, A. M. (2017). Extensive Reading: Resources and Strategies for 

Intermediate and Advanced Learners of Norwegian. Nordic Journal of Modern 

Language Methodology, 5(1), 1-12. 

Eliot, T (1990). Direct strategies for dealing with language. In R. L. Oxford (Ed.). Language 

learning strategies: What every teacher should know (pp. 37-55). Boston: Heinle & 

Heinle. 



56 

 

Ellis, R. (1996). The study of second language acquisition. Oxford: Oxford University press.  

Ellis, R. (2000). Second language acquisition. Oxford: Oxford University press. 

Ellis, R (2009). Implicit and Explicit learning, knowledge and instruction. In R. Ellis, S. 

Loewen, C. Elder, R. Erlam, J. Philip & H. Reinders (Eds.). Implicit and explicit 

knowledge in second language learning, testing and teaching (pp. 3-26). Bristol: 

Multilingual Matters. 

Epoch Times. (2016). [Graph illustration the Swedish PISA results 2000-2015]. Lift for 

Swedish students in Pisa. Retrieved from https://www.epochtimes.se//lyft-svenska-

elever-pisa/ 

Erler, L. & Finkbeiner, C (2007) A review of reading strategies: focus on the impact of first 

language. In A. D. Cohen & E. Macaro (Eds.) Language learner strategies (pp. 187-

206). Oxford: Oxford University Press. 

Gass, S. M (2013). Second language acquisition: An introductory Course. New York: 

Routledge.  

Goo, J; Granena, G; Yilmaz, Y. & Novella, M (2015). Implicit and explicit instruction in L2 

learning: Norris & Ortega (2000) revisited and updated. In P. Rebuschat, (Ed.). Implicit 

and explicit learning of languages (pp. 443-482). Amsterdam/Philadelphia: John 

Benjamins Publishing Company.  

Grenfell, M. & Macaro, E. (2007). Claims and critiques. In A. D. Cohen & E. Macaro (Eds.) 

Language learner strategies (pp. 9-28). Oxford: Oxford University Press. 

Hedge, T. (2014). Teaching and learning in the language classroom. Oxford: Oxford 

University Press.  



57 

 

Hollén, L (2016): Läsförståelse: Det var bättre förr? Linköpings universitet, Institutionen för 

beteendevetenskap och lärande [Essay in pedagogy and didactics] 

Janzen, J. (2013). Teaching strategic reading. In J. C. Richards & W. A. Renandya (Eds.). 

Methodology in language teaching: An anthology of current practice (pp. 287-294). 

Cambridge: Cambridge University Press. 

Karbalaei, A. (2010). A comparison of the metacognitive reading strategies used by EFL and 

ESL readers. Reading Matrix: An International Online Journal, 10(2), 165-180. 

Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/851229452?accountid=8028 

Li, M. & D’Angelo, N (2016). Higher-level processes in second language reading. In X. 

Chen, V. Dronjic & R. Helms-Park (Eds.). Reading in a second language: cognitive and 

psycholinguistic issues (pp. 159-194). New York: Routledge. 

Little, D. (2000). Strategies of language learning. In M. Byram (Ed.). Routledge Encyclopedia 

of Language Teaching and Learning (pp. 579-581). London: Routledge. 

Manz, S. L. (2002). A strategy for previewing textbooks: Teaching readers to become 

THIEVES. Reading Teacher, 55(5), 434-435. Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/62284161?accountid=8028 

McIntosh, C. (Ed.). (2013). Cambridge Advanced Learner’s Dictionary 4th Ed. Cambridge: 

Cambridge University Press. 

Mason, B., & Krashen, S. (1997). Extensive reading in English as a foreign language. System, 

25(1), 91-102. Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/62616136?accountid=8028 



58 

 

Mason, H. (2013). Teaching students who struggle with learning to think before, while, and 

after reading: Effects of self-regulated strategy development instruction. Reading & 

Writing Quarterly, 29(2), 124-144.  DOI: 10.1080/10573569.2013.758561 

Oxford, R. L. (2013). Language learning strategies in a nutshell: Update and ESL suggestions. 

In J. C. Richards & W. A. Renandya (Eds.). Methodology in language teaching: An 

anthology of current practice (pp. 124-132). Cambridge: Cambridge University Press. 

Oxford, R. L. & Schramm, K (2007). Bridging the gap between psychological and 

sociocultural perspectives on L21earner strategies. In A. D. Cohen & E. Macaro (Eds.) 

Language learner strategies (pp. 46-67). Oxford: Oxford University Press. 

O'Malley, M. J. (1985). Learning strategy applications with students of English as a second 

language. TESOL Quarterly, 19(3), 557-584. Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/63286905?accountid=8028 

Park, Y. & Warschauer, M. (2016). Reading instruction in a technological age. In X. Chen, V. 

Dronjic & R. Helms-Park (Eds.). Reading in a second language: cognitive and 

psycholinguistic issues (pp. 282-302). New York: Routledge. 

Prado, L., & Plourde, L. A. (2011). Increasing reading comprehension through the explicit 

teaching of reading strategies: Is there a difference among the genders? Reading 

Improvement, 48(1), 32-43. Retrieved from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/964184229?accountid=8028 

Skolverket (2011).  Läroplan, examensmål och gymnasiegemensamma ämnen för 

gymnasieskola 2011. Stockholm: Skolverket. 



59 

 

Strevens, P (1990). Looking at language learning strategies. In R. L. Oxford (Ed.). Language 

learning strategies: What every teacher should know (pp. 1-36). Boston: Heinle & 

Heinle.  

Tercanlioglu, L. (2004). Postgraduate students' use of reading strategies in L1 and ESL 

contexts: Links to success. International Education Journal, 5(4), 562-570. Retrieved 

from 

http://db.ub.oru.se/login?url=http://search.proquest.com.db.ub.oru.se/?url=http://search.

proquest.com.db.ub.oru.se/docview/815956514?accountid=8028 

Westlund, I (2015): Hermeneutik. In A. Fejes & R. Thornberg, R (Eds.). Handbok i kvalitativ 

analys (71–89). Stockholm: Liber. 

  



60 

 

9. Appendices 

9.1 Appendix I 

Reading survey 

1. Do you enjoy English? 

Yes ⃝ Because       

No ⃝ Because       

I don’t know ⃝ 

 

2. To what extent do you agree with following statements? 

Statement Agree 

completel

y 

Agree to 

some 

extent  

Neither 

agree or 

disagree 

Disagree 

to some 

extent 

Disagree 

completel

y  

Don’t 

know 

 

I like reading in English 

 

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

English is an important 

subject 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I consider myself good 

at English 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I am satisfied with the 

grade I have received in 

English so far  

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

 

3. How often do you read English outside of school?  

More often than 4 times a week ⃝ 

About 1-4 times a week ⃝  

About 1-4 times a month ⃝ 

Less frequent than once a month ⃝ 
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4. How often do you practice reading comprehension in class? 

Every lesson ⃝ 

Every week ⃝ 

Every second week ⃝ 

Every month ⃝ 

1-3 times per semester ⃝ 

Never ⃝ 

 

5. Before reading a text, do you use any of following reading strategies? You may choose 

more than one alternative. 

Reflect on what you already know about the topic ⃝  

Read titles and headings ⃝ 

Glance at pictures or figures included in the text ⃝ 

Read a summary of the text ⃝ 

Look at the table of content, if included ⃝  

Something else:     

None of above ⃝ 

 

 

6. While reading a text, do you use any of following reading strategies? You may choose 

more than one alternative. 

Stop to reflect about what you read ⃝ 

Take notes ⃝ 

Mark interesting passages ⃝  

Something else:     

None of above ⃝ 
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7. After reading a text, do you use any of following reading strategies? You may choose 

more than one alternative. 

Reflect about what you read ⃝ 

Reread difficult parts or parts of interest ⃝ 

Discuss the text with someone else ⃝ 

Something else:     

None of above ⃝ 

 

 
8. If there is any thing you do not understand, do you use any of following reading 

strategies? You may choose more than one alternative. 

Ask the teacher ⃝  

Ask someone in the class ⃝  

Mark the part you do not understand by underlining or highlighting ⃝ 

Look it up in a dictionary ⃝ 

Continue to read to keep the flow ⃝ 

Skip that part completely ⃝ 

Something else:     

None of above ⃝ 
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9. To what extent does your teacher explicitly teach reading strategies? 

Strategy Every 

lesson 

Every 

week  

Every 

second 

week 

Every 

month 

1-3 times per 

semester  

Never 

 

 

Before reading       

Reflect on what you already 

know about the topic  

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Read titles and headings  ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Glance at pictures or figures 

included in the text  

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Read a summary of the text  ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Look at the table of content, 

if included   

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

While reading       

Stop to reflect about what 

you read 

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Take notes ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Mark interesting passages ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

After reading       

Reflect about what you read ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Reread difficult parts or 

parts of interest 

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Discuss the text with 

someone else 

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Other strategies       

Ask the teacher  ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Ask someone in the class  ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Mark parts you do not 

understand by underlining or 

highlighting  

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

Use dictionaries  ⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Continue to read to keep the 

flow 

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Skip parts you do not 

understand  

⃝ ⃝ ⃝ ⃝ ⃝ ⃝ 

Something else: 

 

___________________ 

 

 

 

⃝ 

 

 

⃝ 

 

 

⃝ 

 

 

⃝ 

 

 

⃝ 

 

 

⃝ 
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10. To what extent do you agree with following statements? Just tick one box per row. 

Statement Agree 

completely 

Agree to 

some 

extent  

Neither 

agree or 

disagree 

Disagree 

to some 

extent 

Disagree 

completely  

Don’t 

know 

 

I use reading strategies 

before reading a text 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I use reading strategies 

while reading a text 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I use reading strategies 

after reading a text 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I use reading strategies 

when there is 

something I do not 

understand in a text 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I believe using reading 

strategies improves 

reading comprehension 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

I have noticed that I 

understand more from 

my readings when I use 

reading strategies  

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

Using reading strategies 

improves my reading 

comprehension 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

Our teacher has 

explicitly taught us 

reading strategies 

 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

Our teacher constantly 

reminds us of the 

advantages of using 

reading strategies  

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 

⃝ 

 
11. Did you know what a reading strategy was before you did this survey? 

Yes ⃝ 

No ⃝ 
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12. Have you ever missed an English class within this course? 

Yes ⃝ about              times 

No ⃝ 

 

13. What course do you currently take? 

English 5 ⃝ 

English 6 ⃝ 

English 7 ⃝ 

 

14. What is your age? 

              Years 

  

15. To what gender do you classify yourself 

Male ⃝  

Female ⃝ 

None of them ⃝ 

  

16. Are satisfied with the work of your teacher? 

Yes ⃝ 

No ⃝ 

Don’t know ⃝ 
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9.2 Appendix II 
 
Interview questions for English teachers  
 
How often do students read in English class? 

Do you explicitly teach reading strategies in class? 

What is the main reason for using reading strategies, do you share it with your students? 

Which reading strategies do you think are the most important ones? 

Does your teaching reflect that? 

Are you aware if students use reading strategies, and if so which ones? 

Do you think students improve their reading comprehension when using reading strategies? 

Have you noticed improvements in students’ reading comprehension when they use reading 

strategies? How? 

How do you assess improvements? 

Do you yourself use reading strategies when reading? 

Do you feel satisfied with your teaching? 

Is there anything else that you want to comment on regarding reading comprehension or reading 

strategies? 
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9.3 Appendix III 

Results from Reading 

surveys        

1.       Do you enjoy English?        

Yes 79       

No 17       

I don’t know 11       

         

2.       To what extent do you agree with 

following statements?        

Statement 
Agree 

completely 

Agree to 

some extent 

Neither 

agree or 

disagree 

Disagree to 

some 

extent 

Disagree 

completely 

Don’t 

know  

         

I like reading in English 31 36 14 12 11 3  

         

English is an important subject 78 21 5 1 1 1  

         

I consider myself good at English 32 43 12 12 10 1  

         

I am satisfied with the grade I have 

received in English so far 28 41 19 5 12 4  

         

         

         

3.       How often do you read English 

outside of school?        

More often than 4 times a week 55       

About 1-4 times a week 24       

About 1-4 times a month 12       

Less frequent than once a month 16       
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4.       How often do you practice reading 

comprehension in class?        

Every lesson 5       

Every week 15       

Every second week 22       

Every month 29       

1-3 times per semester 26       

Never 5       

No answer 5       

        

         

         

         
5.       Before reading a text, do you use any 

of following reading strategies? You may 

choose more than one alternative. 

        
Reflect on what you already know about 

the topic 34       

Read titles and headings 57       

Glance at pictures or figures included in 

the text 38       

Read a summary of the text 22       

Look at the table of content, if included 16       

Something else 2       
None of above 25       

         

         
6.       While reading a text, do you use any 

of following reading strategies? You may 

choose more than one alternative. 

        

Stop to reflect about what you read 55       
Take notes 19       

Mark interesting passages 23       

Something else: 1       

None of above 35       
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7.       After reading a text, do you use any 

of following reading strategies? You may 

choose more than one alternative. 

        

Reflect about what you read 54       

Reread difficult parts or parts of interest 50       
Discuss the text with someone else 25       

Something else 2       

None of above 20       

         

        

         
8.       If there is any thing you do not 

understand, do you use any of following 

reading strategies? You may choose more 

than one alternative. 

        

Ask the teacher   75       
Ask someone in the class 53       

Mark the part you do not understand by 

underlining or highlighting 19       

Look it up in a dictionary 30       
Continue to read to keep the flow 24       

Skip that part completely 3       

Something else 3       

None of above 3       
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9.       To what extent does your teacher 

explicitly teach reading strategies? 

Strategy 
Every 

lesson 

Every 

week 

Every 

second 

week 

Every 

month 

1-3 times 

per 

semester Never 

No 

Answer 

         

Before reading              
Reflect on what you already know about 

the topic 10 20 28 18 11 11 9 

Read titles and headings 18 23 24 18 5 12 7 

Glance at pictures or figures included in 

the text 11 22 21 18 10 14 11 

Read a summary of the text 11 20 23 21 10 9 13 

Look at the table of content, if included  13 14 13 26 13 15 14 

While reading              

Stop to reflect about what you read 17 18 17 18 13 11 13 

Take notes 11 19 21 20 10 17 9 

Mark interesting passages 13 15 21 18 14 13 13 

After reading              

Reflect about what you read 23 27 19 14 7 7 10 

Reread difficult parts or parts of interest 19 23 17 16 11 8 13 

Discuss the text with someone else 22 33 16 10 7 7 12 

Other strategies              

Ask the teacher 24 30 15 17 6 5 10 

Ask someone in the class 19 33 15 18 7 4 11 

Mark parts you do not understand by 

underlining or highlighting 13 20 12 23 12 15 12 

Use dictionaries 9 13 12 19 15 21 18 

Continue to read to keep the flow 7 18 18 22 10 22 10 

Skip parts you do not understand 7 11 4 15 14 43 13 
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10.   To what extent do you agree with 

following statements? Just tick one box 

per row.        

Statement 
Agree 

completely 

Agree to 

some 

extent 

Neither 

agree or 

disagree 

Disagree to 

some 

extent 

Disagree 

completely 

Don’t 

know 

No 

Answer 

         

I use reading strategies before reading a 

text 11 33 22 11 18 8 4 

I use reading strategies while reading a 

text 16 38 19 9 15 5 5 

I use reading strategies after reading a 

text 18 37 15 10 14 8 5 

I use reading strategies when there is 

something I do not understand in a text 28 36 15 6 11 6 5 

I believe using reading strategies improves 

reading comprehension 25 28 24 7 7 10 6 

I have noticed that I understand more 

from my readings when I use reading 

strategies 24 27 22 5 12 12 5 

Using reading strategies improves my 

reading comprehension 23 32 17 6 13 10 6 

Our teacher has explicitly taught us 

reading strategies 11 31 24 8 13 15 5 

Our teacher constantly reminds us of the 

advantages of using reading strategies 13 24 24 10 17 14 5 

11.   Did you know what a reading strategy 

was before you did this survey?        

Yes 81       

No 23       

Don’t know 3       

         

12.   Have you ever missed an English class 

within this course?        

Yes 80       

No 25       
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13.   What course do you currently take? 

English 5 76       

English 6 27       

English 7 0       

No answer 4       

         

14.   What is your age?        

16 50       

17 41       

18 8       

19 3       

20 2       

21 0       

No Answer 3       

        

15.   To what gender do you classify 

yourself        

Male 53       

Female 47       
None of them 4       
No answer 3       

         

16.   Are satisfied with the work of your 

teacher?        

Yes 82       

No 7       

Don’t know 15       

No answer 3       
 

 

 

 


