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Abstract

This study examines the correlation between current reading research and pupils’ perception of
their own reading habits. Our thesis questions are: To what extent do current research and
mapping align with lower secondary pupils’ perceptions of their reading habits? How can We

use our findings to aid future reading instruction in English?

Using a convergent mixed methods design our thesis questions were investigated through a
literature review and a cross-sectional questionnaire. To identify literature for the review we
utilized several databases and search terms. We deemed 17 articles important for answering our
thesis questions. We recruited 53 lower secondary pupils as respondents to our questionnaire.
Our respondents’ parishes to one rural and one urban school in Troms and Finnmark. In the
questionnaire they were asked a number of questions regarding their reading attitudes, habits

and motivation. Pupils were given a mix of close- and open-ended questions.

Through our research, we found that mapping projects such as PISA and PIRLS indicate that
Norwegian pupils’ reading comprehension, reading motivation and joy of reading are on a
declining trend. Results from our review share similar findings where pupils have low reading
value and negative reading attitudes. Results from the questionnaire complements the findings
from the review. While most pupils had a neutral stance on reading, they expressed low reading

motivation.

To answer the final thesis question, based on results from the literature review and the
guestionnaire, we make some recommendations on how to promote joy of reading and spark

reading engagement in the classroom.
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Sammendrag

Denne studien ser pa sammenhengen mellom dagsaktuell leseforskning og elevers forestilling
av sine egne lesevaner. Var problemstilling er: | hvilken grad samsvarer dagsaktuell forskning
og kartlegging med ungdomsskoleelevers forestilling av deres lesevaner? Hvordan kan vi bruke

resultatene til & bidra til fremtidig undervisning?

Ved a bruke et konvergent mixed methods design vil var problemstilling bli undersgkt gjennom
et litteratur review og en tverrsnittsundersgkelse. For a finne litteratur til reviewet brukte vi
forskjellige databaser og sgkeord. Vi vurderte 17 artikler som relevante for & besvare
problemstillingen. Vi rekrutterte 53 ungdomsskoleelever for a svare pa sparreundersgkelsen.
Elevene sogner til en bygdeskole og en byskole i Troms og Finnmark. | spgrreundersgkelsen
fikk de spgrsmal angaende deres holdning til lesing, lesevaner, og lesemotivasjon. Elevene fikk

en blanding mellom apne og lukkede sparsmal.

Gjennom var forskning fant vi at kartleggingsprosjekt som PISA og PIRLS indikerer at norske
elevers leseforstaelse, lesemotivasjon og leseglede er pa en nedadgaende trend. Resultater fra
reviewet samsvarer med dette, hvor elever verdsetter lesing lavt og har negative leseholdninger.
Resultater fra spgrreundersgkelsen komplementerer resultatene fra reviewt. Elevene hadde i

hovedsak en ngytral holdning til lesing, men uttrykte lav motivasjon for a lese.

For a svare pa den siste delen av problemstillingen kommer vi med noen anbefalinger ankret i
resultatene av litteratur reviewet og spgrreundersgkelsen. Disse anbefalingene har som formal

a promotere leseglede og vekke elevenes leseengasjement.

NIKKELORD

Leselyst, Lesemotivasjon, Leseengasjement, Lesevaner, Leseinteresse, Eleverfaringer,

Leseglede, Matthew effekten, Stillelesing
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1 Introduction

“Literature is a passport to the other worlds and perspectives in life. My job is to enable

students to see that in all that they read.” (Varuzza er al., 2014, p. 115).

This study aims to explore current research on lower secondary pupils’ reading habits, reading
engagement, and reading motivation. It focuses on research conducted in Scandinavian and
English-speaking countries, as well as Norwegian results from larger mapping projects like
Programme for International Student Assessment (PISA) and Progress in International
Reading Literature Study (PIRLS). The research review is supplemented with answers from a

questionnaire that we conducted at two lower secondary schools in Troms and Finnmark.

The national curriculum suggests that working with literature and reading should be an integral
part of the English subject. This study explores if this is actually the case, by looking at research
on reading conducted in and outside Norway, as well as by analysing the answers from the
pupils. As a result of our review, we have gathered what we see as its most crucial elements,

and created suggestions aimed to aid teachers in their literature instruction practices.

This thesis is divided into eight main parts: key terms and theoretical practices, recent policies
and initiatives towards reading, methodology, literature review, results from questionnaire,
discussion, future reading instruction, and, concluding comments with suggestions for further

research.

1.1 Background and motivation

“Literacy is the foundation for lifelong learning; thus its importance in practice and in

research” (Rowe, 1991, p. 19).

We found motivation for researching this topic as we are both interested in reading. We see a
great value in reading English literature, as this helps develop vocabulary and cultural
competence, to name only a few of its benefits. During our teaching practice, we have noticed
that few teachers try to facilitate and promote reading in English. We have also read several
news and research articles concluding that few Norwegian pupils read books. This sparked an
interest in us, and we created a project where we wanted to investigate previous research as
well as conducting our own questionnaire to correlate the results with a view of the current

situation in Norwegian lower secondary schools.
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After somewhat deciding on our project, we were made aware of a master thesis submitted in
2023, by Pedersen & Grann, whose topic was the influence that Extensive Reading (ER) could
have on pupils’ experience of literature in English. Focusing mainly on observation of reading
motivation, habits, and attitudes, their conclusion was that facilitated ER over time could

improve pupils’ relationship with reading English literature (Pedersen & Grann, 2023, p. Il1).

Their thesis was an inspiration for our original plan, which is described in short detail in Chapter
1.1.3.

1.1.1 PISA &PIRLS

In early December 2023 the 2022 PISA results were published, gaining a lot of media attention.
The major Norwegian media outlets highlighted the Ministry of Education and Research’s
statement that Norwegian pupils had scored an all-time low in reading, science, and

mathematics (Ministry of Education and Research, 2023).

Although the main area for the PISA 2022 was mathematics, the subject of reading was still an
area of focus. An important cautionary note that was made about both PISA and PIRLS is that
the research was conducted after two years of pandemic restrictions (Jensen et al., 2023, p. 3;
Wagner et al., 2023, p. 14). 99% of the Norwegian pupils that participated had had some form
of pandemic restrictions during the entirety of their lower secondary schooling (Jensen et al.,
2023, p. 28).

Studies have shown that developing early reading literacy is a major factor in later reading
performance (Rowe, 1991, p. 21), which is one of the reasons we have decided to include the
PIRLS results in this study. According to Wagner et al. (2023), PIRLS is the only international
study focusing solely on reading (Wagner et al., 2023, p. 11). Because of this, we have decided
to include its results, even though it focuses on learners younger than our target group. It has
also been useful for us to compare the two studies, as their results and findings correlate with
each other. Currently, our area of focus in these reports have been the Norwegian results, as

well as the respective average numbers presented.

The results from PISA 2022 shows a decline in competence in reading, landing Norwegian
pupils on the OECD-average in 2022. In 2018, 19% of the Norwegian pupils placed under the
second level of mastery, marking them as pupils with low mastery level. In 2022, these numbers
had increased to 27%. Partly, this rapid increase could be caused by the fact that pupils with

the lower competence scores are now scoring lower than previous years (Jensen et al., 2023,
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pp. 4, 12). This decrease in pupils’ mastery has been happening steadily over the years (Jensen
etal., 2019, pp. 6, 12). In reading, Norway scored 477 points, a rapid decrease from 499 points
in 2018 (OECD, 2023, p. 54; Jensen et al., 2019, p. 9). PIRLS 2021 shows a similar pattern.
The Norwegian pupils scored a bit over the PIRLS-average, landing on 329 points (Wagner et
al., 2023, p. 24). All participating countries scored significantly lower than previous years.
Whilst the average decline in the participating countries is 15.5 points, Norway saw a decrease
of 20 points from 2016 (Wagner et al., 2023, p. 26). This made Norway one out of 10 countries
with such an abrupt drop. Since the OECD have deemed that one school year is equivalent to
20 points, Norwegian pupils have, on average, fallen a whole school year behind (OECD, 2023,
p. 156).

Although PISA 2022 and PIRLS 2021 to an extent appear to reach similar conclusions, there is
nevertheless an important difference in terms of tendencies. PIRLS 2021 shows that the
tendencies for reading achievement saw a continuous increase from 2006 till 2016, with a
sudden rapid decline from 2016 till 2021 (Wagner et al., 2023, p. 26). The PISA, however,
showed that proficiency in reading had a steady decline each year, going from far above the
OECD-average, to suddenly scoring the same as the average (Jensen et al, 2023, p. 4-5). The
overall tendency of reading performance in Norway has shown a continuous decline from 2012,
reaching an all-time low in 2022 (OECD, 2023, p. 158). 2006 was recorded as the lowest score
for Norwegian pupils regarding PISA. PISA 2022 landed the Norwegian pupils on the same
average result as they did in 2006 (Jensen et al., 2023, p. 12).

In terms of the main focus for PISA 2022, there were no questions regarding pupils’ reading
habits. This was, however, studied in PISA 2018, which showed that 50% of Norwegian pupils
did not read at all outside school, a rapid change from PISA 2009, where 40% answered the
same. The Norwegian reading habits seem to mirror the overall international trend, where just
above 20% of the participants stated that they read fiction (Jensen et al., 2019, p. 17). Despite
these results, a recent study done by Statistics Norway showed that adult reading habits had in
some ways improved these past years. This study concluded that the average Norwegian adult
read for about 17 minutes a day. Tendencies showed that young adults read less, reaching an
all-time low with 13% in 2021. Interestingly, this group saw a rapid increase, with 22%
reading in 2022 (Schiro, 2023, p. 134). The study done by Statistics Norway opposes PISA and
PIRLS. It would be interesting to see how the reading trend changes in the next decade. The
trends from PISA and PIRLS would suggest that their results also predict a further decline in

the future.
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The numbers from PISA and PIRLS are important as they show the current reading status in
Norway. Pupils spend less and less time reading outside of school and display the lowest

reading performance score since 2006.

1.1.2 Curriculum
The Norwegian curriculum serves as the guideline that all teachers must follow in their
teachings. The curriculum comprises basic skills, interdisciplinary topics, a core curriculum,

and cultural values. In this section we focus on the English subject and reading as a basic skill.

Under the core curriculum in English, we can find the core elements of the subject (Ministry of
Education and Research, 2017, pp. 1-2). One of the three points it makes is that the pupils will
start their language learning when they encounter texts in English. It further explain that text in
this context does not only mean written but also includes audio, drawings, pictures, and every
other form where expressions are combined to enhance a message. Encountering English texts
will also help the pupils develop knowledge about cultural and linguistic diversity, which is
crucial for the development of intercultural competence. The ability to read is one of four basic
skills that pupils should acquire during their education. Being able to read is not only the skill
to understand what is written, but also to reflect on what one reads, find information, and
critically reflect on the implicit and explicit information the text provides (Ministry of
Education and Research, 2019, p. 4). Since there are many benefits to gain from reading, the

declining trend of reading is a concern that schools everywhere should take seriously.

There is no specific mention of reading or joy of reading in the core curriculum. It states that
education should “open doors to the world”, and in addition give the pupils “historical and
cultural insight” (Ministry of Education and Research, 2017, p. 3; Education Act, 1998). By
reading literature in English, the pupils are exposed to stories about the world. In Paulo Freire’s
words, reading is a way to understand the world, since a written passage gives us a previous
reading of the world (Freire, 1998, p. 19). Throughout their education, pupils should be met
with challenges that promote a desire to learn, as well as formation (Ministry of Education and

Research, 2017, p. 3). Developing a desire to learn could help pave the way for joy of reading.

The core curriculum states that education has a vital role in developing the pupil’s language
proficiency. By doing so, it should give pupils the confidence to think, create, communicate,
and connect with people from all over the world (Ministry of Education and Research, 2017, p.
6). By reading, pupils develop their English language competence, as exposure to the language

is vital for its development. Gaining cultural understanding by developing language proficiency
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Is therefore becoming rapidly more important, as the globalized world is coming closer together
(Ministry of Education and Research, 2017, p. 6).

Reading is deemed one of the five basic skills that the education shall ensure the pupils gain
knowledge in. These basic skills are continuous throughout the entirety of the education. They
aim to ensure the development of social relations and identity, as well as abilities to participate
in work, school, and societal functions. Even though the basic skills are incorporated into all
subjects, each subject has a different role in the development of them (Ministry of Education
and Research, 2017, pp. 13-14). In the English subject reading is aimed to contribute to both
joy of reading and language acquisition. Towards the end of their education, pupils should be
able to gather both explicit and implicit information from the various texts they are reading
(Ministry of Education and Research, 2019, p. 9).

Working with texts is one of the core elements of the English subject. The curriculum states
that pupils must encounter and engage with different texts in English, to learn the language.
The importance of working with texts to gain both cultural and linguistic experience and
knowledge is underlined in the curriculum (Ministry of Education and Research, 2019, p. 3).

Therefore, we aimed to create a project where pupils were exposed to a vast variety of texts.

1.1.3 Original plan

Originally, we planned for an intervention study, with the overall goal of promoting joy of
reading. We wanted teachers to allocate 5-15 minutes for sustained silent reading (SSR) every
day for a period of 4-6 weeks. An offer was also made to only conduct the SSR in the English
lessons. We also wished that the pupils should write some reflective notes after each session,
where they were asked to briefly reflect on what they had read, as well as their motivation for
the session. This project also planned to gather some quantitative data through two
questionnaires, in order to map effects of the reading project. In addition, we wished to conduct
a short interview with a few English teachers to get their evaluation of the project, as well as
their methods of facilitation for promoting the joy of reading.

We were initially met with some scepticism regarding the availability of books, which was a
‘problem’ we solved by contacting the local library. We reached out to approximately 15
schools (by email and calling), resulting in either negative or no response. The common
response was that they did not have the time to facilitate such a project. We found a discrepancy
between these statements and results from a recent report done by NIFU, which states that

allocating time for reading is something 71% of the school administrators deemed as the most
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important factor for creating a healthy reading culture (Bergene et al., 2024, p. 116). According
to Bergene et al. (2024), schools report that, they on average, allocate 20 minutes for SSR every
day (Bergene et al., 2024, p. 118). When looking at these numbers, we found it interesting that
100% of the schools we contacted stated that they lacked the time to engage in 5-15 minutes of

SSR every day.

Due to all the negative responses, we decided against this project and shifted our focus to a

research-based project complemented with a pupil questionnaire.

1.1.4 Our project

After reading the PISA and PIRLS results, we felt that we were given a golden opportunity to
explore topics that are very important in the Norwegian classrooms. Therefore, in order to keep
exploring the same topics, we decided to shift the focus of the study to closely reviewing

previously done research on the topics we wanted to explore.

17 peer-reviewed articles make up the foundation of our literature review. To supplement the
findings from the review, we constructed a questionnaire with questions regarding pupils
reading habits and motivation. Our original Action Research study was then changed to a
convergent mixed methods study with a cross-sectional survey. The qualitative part of this study
can be found in the literature review, while the questionnaire constitutes the quantitative part.
In total we sampled 53 pupils from two different lower secondary schools in Troms and
Finnmark. We found similarities and discrepancies between the review and the questionnaire,

which will be further discussed in Chapter 7.

With this new project in mind, we created a thesis question and three research questions which
we will account for in Chapter 1.2.

1.2 Thesis question and research questions

From the beginning, we decided that we wanted to explore topics such as reading habits,
reading engagement and joy of reading. We also wanted to investigate whether research
proposes particular strategies and methods of reading instruction and facilitation that could aid
future reading instruction in English. Based on these interests, we created the following thesis

questions:

To what extent do current research and mapping align with lower secondary pupils’
perceptions of their reading habits? How can we use our findings to aid future reading

instruction in English?
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To address these questions, we formulated three research questions:

1. What does current research say about reading engagement in and out of school among
lower secondary pupils internationally and in Norway?

2. What do Norwegian lower secondary pupils say about their reading in general and in
English?

3. How can current research help improve future reading instruction?

The first question will be answered through an extensive literature review, and the second
through a pupil questionnaire. The third question will be answered through the combined results
from the review and questionnaire.
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2 Key terms and theoretical perspectives

To answer our thesis and research question(s), we will explore key terms such as reading
pleasure, reading literacy, motivation, joy of reading, and sustained silent reading. Additionally,
we explore theoretical perspectives like reading for pleasure, rights of the reader, the Matthew
effect. Scholars like Krashen, Bandura and Wigfield & Eccles will also be accounted for. The
literature review will be presented in a separate chapter. However, we are aware that it to some
extent overlaps and contributes to our theoretical discussion. Some of the literature from the

literature review have also been used as contributions to our larger theoretical perspectives.

As this thesis includes a more in-depth literature review, it is important to highlight the
difference between the theoretical perspectives and the results found in the articles used in the
literature review. First, we present theoretical perspectives with definitions of key terms and
important factors to help aid our discussion of the review and results from the questionnaire.
Although the literature review presents important views on this field of research, it differs from
the theoretical perspectives in that these results are considered findings. The literature used in

the literature review is separated from the other literature in our bibliography.

2.1 Key terms

As there are many different definitions for the different key terms that we encountered when
researching for this thesis. Therefore, this following section will account for the key terms
reading, reading literacy, engagement, motivation, and sustained silent reading as we have

understood them.

2.1.1 Reading and reading literacy

PIRLS defines reading as the ability to understand and use written language that is used by
society and deemed valuable by each individual. When reading, the individual decodes and
creates meaning from written words (Wagner et al., 2023, p. 11). Pupils read to learn, to
participate in the community of readers at school and the general society. In addition, pupils
read for the sake of enjoyment (Wagner et al., 2023, p. 12). Reading as an academic field is
quite comprehensive. It draws from several different sciences, such as linguistics, literary
studies, psychology, and pedagogy (Roe & Blikstad-Balas, 2022, p. 5). Some scholars, such as
Nikki Gamble, state that reading can change your life in the sense that it informs, motivates,
and inspires you (Gamble, 2013, p. 20). Gamble further writes that this only applies if the
reading is done by choice and at the reader's own speed.
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The OECD defines reading literacy (lesekompetanse) as the pupils’ ability to understand, use,
evaluate, reflect on, and engage in texts. Pupils should use these competencies to reach their
own goals, develop knowledge and abilities, and lastly, to participate in society (Jensen et al.,
2019, p. 1). Mastering reading literacy is crucial for the acquisition of knowledge in all parts of
education. In addition, this knowledge is important for further participation in society and work-
life (Wagner et al., 2023, p. 11). Reading literacy has gained rapidly more importance over the
last decade, as technological developments and societal changes has demanded a higher and
diverse competence. Because of this, reading should be an integral part throughout all education
(Roe & Blikstad-Balas, 2022, p. 11).

2.1.2 Engagement and motivation

Both engagement and motivation has proven crucial for the ability and desire to read a text.
Some researchers, including Roe & Blikstad-Balas (2022), claim that both aspects are an
immensely important part of reading literacy. Such researchers believe that reading engagement
must be motivated by a need or desire to read (Roe & Blikstad-Balas, 2022, p. 42).

Engagement

Wang et al. (2019) describe in-school engagement as a mechanism or process where learning
outcomes will be met over time. They further write that engagement is a measurement of the
quality of one pupil’s productive involvement. Thereby, pupil engagement will affect their
learning outcomes by being a mediator between contextual factors (i.e. classroom climate) and

their motivational beliefs (i.e. academic self-concept) (Wang et al., 2019, p. 593).

There is no collectively agreed upon definition of reading engagement. However, scholars have
agreed that reading engagement consists of four main dimensions: behavioural, cognitive,
affective, and social (McGeown & Smith, 2024, p. 462). Behavioural engagement is closely
connected to reading habits, as it refers to frequency and stamina for reading. Additionally, it
focuses on the breadth of genres a child chooses. Reading in their leisure time has proven
important for the development of reading skills and comprehension (McGeown & Smith, 2024,
p. 463). Cognitive engagement refers to the effort pupils make when reading, i.e. the strategies
they use while reading. Cognitive engagement is closely related to reading skills, as it functions
as a mediator between reading motivation and pupils’ reading comprehension (McGeown &
Smith, 2024, p. 463). The affective engagement describes the different emotions a pupil
experiences whilst reading as well as the extent to which they are interested in what they are
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reading. Important factors in affective engagement include immersing in the books, relating to
the action of the book and using imagination and empathizing with the characters (McGeown
& Smith, 2024, p. 463). Last, social engagement connects to the extent that the pupil
participates in reading activities with others. This includes book talks, reading together, and
sharing books. This dimension is particularly important to create reading communities in the
classroom (McGeown & Smith, 2024, p. 463). Together, these dimensions make up the frames

of what we perceive as reading engagement.
Motivation

As with engagement, it is difficult to pinpoint an exact definition of motivation, as the current
literature have many different definitions, with some researchers (as presented in Roe &
Blikstad-Balas (2022)) even claiming that there is no publicly accepted definition. Generally
speaking, however, motivation can be described as a form of positive, inner driving force that
makes you want to complete a task (Roe & Blikstad-Balas, 2022, p. 42). Researchers have
developed a distinction in motivation, named intrinsic motivation and extrinsic motivation.

These will be accounted for in the following sections.

Intrinsic motivation is described by Skaalvik & Skaalvik (2015) as actions that an individual
does because they find it interesting, and working with this activity is both pleasant and
satisfying (Skaalvik & Skaalvik, 2015, p. 66). These feelings come from the activity itself, and
not from any praise or other rewards they might receive from others. Ryan and Deci (2000)
define intrinsic motivation as something that occurs when the individual has enjoyment, interest
and inherent satisfaction when conducting an action and this type of motivation derives from
internal drive (Ryan & Deci, 2000, p. 61). While intrinsic motivation comes from interest in an
action, Extrinsic motivation is often understood as an action done to get a reward (Skaalvik &
Skaalvik, 2015, p. 67). Ryan & Deci (2000) presents four subcategories for extrinsic motivation:
external regulation (1) where there is a salience of extrinsic rewards or punishments and is
external in nature, introjection (2) where the focus is on approval from others or oneself and is
somewhat external, identification (3) where the focus is on self-endorsement of goals, a
conscious valuing of activity and is somewhat internal, and lastly integration (4) where there is

a congruence, hierarchical synthesis of goals and is an internal perceived locus.

In a school setting, helping pupils gain or utilize their already existing intrinsic motivation will

result “in high-quality learning and creativity” (Ryan & Deci, 2000, p. 55) and should therefore
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be worked on so that the pupils have a wish to, for example, read texts on their own accord
because they find the topic interesting (Roe & Blikstad-Balas, 2022, p. 42).

Because of its vague definition, motivation has been described as something that is difficult to
measure (Varuzza et al., 2014, p. 109). To make matters somewhat more comprehendible,
Guthrie et al. (1996) created the Motivation to Read Questionnaire (MRQ) in order to assess
the different aspects of motivation amongst pupils. The MRQ was created due to few existing

tools to measure motivation (Guthrie et al., 1996, p. 1).

2.1.3 Sustained Silent Reading

Throughout the years, there have been made many different reading programs to heighten
reading comprehension and reading motivation. Although the components of these programs
differ, they share the common objective: “to develop each student’s ability to read silently
without interruption for a long period of time” (McCracken, 1971, p. 521). One of these
programs is the Sustained Silent Reading Program (SSR). The program aims to allow pupils to
read whatever they want, silently, for a short amount of time (traditionally 15 — 20 minutes per
session) (Pilgreen, 2000, p. XVII). SSR is based on six different guidelines. These are: (1)
pupils read self-selected materials silently, (2) the teacher models reading, (3) pupils select a
text to read for the entire period, (4) a timer is set for an uninterrupted time period, (5) no
records are kept, and (6) the whole class, department or school participates (McCracken, 1971,
pp. 521-522).

After researching SSR for an extended period of time, Pilgreen developed eight factors for SSR
success. Some of these factors correlate with McCracken’s guidelines (Pilgreen, 2000, pp. 6-
7). The factors read: (1) access, (2) appeal, (3) conducive environment, (4) encouragement, (5)
staff training, (6) non-accountability, (7) follow-up activities, and (8) distributed time to read
(Pilgreen, 2000, p. 6). We decided to include SSR in this thesis as it was covered in several
different articles, in both a positive and negative light. SSR could also function as an alternative

way to approach reading instruction in the classroom.

2.2 Theoretical perspectives
When researching the topics for this thesis we came across different theoretical perspectives
we found should be explored. These include reading for pleasure and joy of reading, reading

environment, the Matthew effect, self-efficacy, and expectancy-value theory.
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2.2.1 Reading for pleasure and joy of reading

Research has shown that reading for pleasure has a direct alignment with pupils’ attainment
(Gamble, 2013, p. 20; Potticary, 2019, p. 1). Furthermore, children who score highly on reading
tests, are often the same children that express that they find reading enjoyable. These same
children often express heighten positive attitudes towards reading, mirroring the fact that they
often show enhanced levels in comprehension and grammatical knowledge. In fact, some of

these children seem to score higher at school in general (Gamble, 2013, p. 20).

What we have decided to label as Joy of Reading is practically identical to what Krashen (2004)
has labelled as Free voluntary reading or FVR (Krashen, 2004, p. 1). He defined FVR as any
type of reading where the individual decides to practice the rights of the reader. There are no
book reports or any form of assessment; FVR is reading because you want to read. Krashen
also presents numerous different studies in both L1 and L2 learners, where the participants who
participated in FVR could report better scores in spelling, vocabulary, writing style, reading

comprehension and grammatical development (Krashen, 2004, p. 17).

To find enjoyment in reading, pupils must feel an intrinsic motivation, meaning that they should
feel ownership, and be able to make their own choices about their reading (Gamble, 2013, p.
23). Pupils should be able to stop reading a book if they do not wish to continue. This is part of
the ten rights of the reader, derived from Daniel Pennac’s book from 2006 with the same name
(Gamble, 2013, p. 22). These ten rights are:

1) The right not to read

2) The right to skip pages

3) The right not to finish a book

4) The right to re-read

5) The right to read anything

6) The right to mistake a book for real life
7) The right to read anywhere

8) The right to browse

9) The right to read aloud

10) The right to be quiet

These rights were created as a possible way to make pupils associate reading with something
enjoyable and free, responding to internal rather than external forms of motivation. One of the
arguments Pennac makes is that books are made for consumption, so one should not force pupils

to read for the sake of writing essays and reviews (Gamble, 2013, p. 22).
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2.2.2 Reading environment
The reading environment, meaning the reading setting and the access to books have proven
vital in ensuring joy of reading. It is also important that parents engage their children in reading

outside school.

When there was space made for comfortable seating in the library, both Morrow (1983) and
Chang and Wang (2016) have reported that children and parents used the library space more
regularly compared to when it was partitioned off and quiet (Krashen, 2004, p. 63; Morrow,
1983, p. 344; Chang & Wang, 2016, p. 571). Chang and Wang recommend a space where both
an adult and a child would be comfortable when reading, as this could lead to increased reading
comfort and reading duration (Chang & Wang, 2016, p. 580).

Krashen (1994) highlights research that continues to show that those who live in more print-
rich environments will have greater literacy development compared to those who do not
(Krashen, 1994, p. 300). Axelrod et al. (2015) summarize that a print-rich environment occurs
when one is surrounded by numerous kinds of print; from the more conventional books and
magazines to lists, signs, charts, labels and writing samples (Axelrod et al, 2015, p. 17). In their
definition, they also include that writing instruments will contribute to a more diverse print-rich
environment. Krashen (2004) points out that those who report being avid readers will be better
at reading and writing, in both first and second language development. He also shows that when
books are readily available, at home, school or in public libraries, more reading is done
(Krashen, 2004, pp. 57-60).

To ensure that pupils read at school and at home, parental influence has been highlighted as a
positive influencing factor. Around 59% of Norwegian parents attest that they sometimes
engaged their children in various reading activities at home, whilst 68% said that they used to
read to their children (Wagner et al., 2023, p. 40). Children tend to mirror their parents.
Therefore, parents who read in front of their children are more likely to view reading as an
enjoyable and useful activity (Gamble, 2013, p. 33; Wagner et al., 2023, p. 45). This positive
parental attitude can be further enhanced if the parents explicitly express that they find reading
pleasurable. Children of such parents tend to score higher in reading at school, showing a clear

link between reading at home and attainment at school (Gamble, 2013, p. 34).
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2.2.3 The Matthew effect, self-efficacy, and expectancy-value theory

We first encountered the term Matthew effect when researching literature for the literature
review. After reading into this term, we found it appearing in several articles, even though few
explicitly used the term. Thus, it became apparent to us that the effect was an important part of
our field of research. Additionally, perspectives presented by scholars such as Bandura and
Wigfield & Eccles can be closely correlated with the Matthew effect in the sense that they

present the effects that motivation has on performance.

“For unto every one that hath shall be given, and he shall have abundance: but from him that
hath not shall be taken away even that which he hath” (American Standard Version Bible, 1901,
Matt. 25:29). This passage from the bible has been widely used in the field of academia ever
since Merton (1968) presented it as the Matthew effect. The idea of the Matthew effect is that
individuals reach greater achievements due to their pre-existing skills and prior achievements
(Merton, 1968, p. 58; Stanovich, 1986, p. 381). This effect has been ‘translated’ to a notion of
“rich-get-richer” and “poor-get-poorer” (Merton, 1968, p. 59). We perceive this as either a
positive or negative circle, depending on the situation of the individual. Stanovich (1986)
explored the existence of the Matthew effect in reading and found it present as reading proved
a major mechanism in vocabulary growth, enabling efficient readers and facilitating reading
comprehension (Stanovich, 1986, p. 380). As readers have more developed vocabularies, they
should find reading as an easy and enjoyable activity. Thus, their reading expertise gives them
a larger knowledge base, which again will allow the pupil to acquire an even greater expertise
in reading (Stanovich, 1986, p. 381). This is, of course, true for all elements of education, and

not just reading.

There are several perspectives on motivation, for instance, Bandura’s theory on Self-Efficacy
and Wigfield and Eccles’ Expectancy-Value Theory. Bandura (1997) defines perceived self-
efficacy as referring to confidence in one’s capabilities to organize and execute the courses of
action required to produce given attainments (Bandura, 1997, p. 3). In activities where
outcomes are closely connected to the quality of performance, outcomes depend on how well
pupils believe they will be able to perform in a situation (Bandura, 1997, p. 23). This means
that the outcomes pupils expect will influence their performance. For instance, if pupils expect
a low grade on a test, they are likely not to perform their best, as this would be pointless
(Bandura, 1997, p. 21). The theorists and researchers who argue for Expectancy-Value Theory,
are of the opinion that how an individual value an activity and how well they will do in said

activity will reflect in their performance, persistence, and choices (Wigfield & Eccles, 2000, p.
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68). If pupils associate reading as something that is difficult or boring, they are more likely to
not engage in the activity. This can result in a negative spiral, enhancing the negative side of
the Matthew effect.

Key terms and theoretical perspectives — concluding comments

The aim of this chapter was to get a collective understanding of how we have determined
important key terms by looking at former definitions. The decision was made to include these
particular key terms as they were deemed highly appropriate with the terms encountered in the

literature review.

These perspectives will be explored more in the review and the discussion, but in order to
understand these perspectives, it was vital to define and discuss them here. As with the key
terms, they were included due to their important role in the literature review. Additionally, some

of these perspectives also made an appearance in the pupils’ answers to our questionnaire.
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3 Recent policies and initiatives towards reading

Implementing successful reading instruction and strategies is not just a responsibility that falls
on an individual teacher or school. Political Norway has the main responsibility for ensuring
that educational standards are met, as well as making sure that schools evolve according to
societal needs and demands. It is, ultimately, the politicians who are in charge of the content of
the Education Act and the curriculum. When trends reveal that pupils do not perform at the
expected level, politicians have the obligation to develop policies and strategies to change the
tides of such trends. In the following, we present some of the governmental work towards
reading from recent years.

3.1 Ungdomstrinn i Utvikling

In 2011, the Norwegian government, through the Norwegian Ministry of Education and
Research, launched a strategy focusing on the country’s lower secondary education (Meld. St.
22 (2010-2011), p. 6). The strategy, named Ungdomstrinn i Utvikling (UiU), aimed to
contribute to motivating pupils, bettering classroom practices and working on educating school
administrators and school owners on how they can help their teachers develop more successful
classrooms. The strategy also highlighted the importance of society working together to turn
the already negative trend, by including universities and the appropriate political branches. The
strategy applied for five years, starting in 2012/2013 and ending in 2016/2017 (Ministry of
Education and Research, 2015, p. 4). The final report from this strategy was published in 2018.

This report highlighted what effect UiU had had on the teachers, principals, and pupils (Lgdding
et al., 2018, p. 9). When reading this report, we mainly focused on results from questions
regarding motivation, as these results were deemed most important for this thesis. Ladding et
al. (2018) found discrepancies between what the pupils reported and what the teachers reported
(Lgdding et al., 2018, p. 195). Pupils reported that they wanted a more varied instruction, as
they believed this could be a motivating factor and lead to more personal engagement (Lgdding
et al., 2018, p. 192). They highlighted that it did not matter how the teachers varied their
instruction, but it was the fact of variation itself that heightened their engagement (Lgdding et
al., 2018, p. 185). Teachers, however, reported a larger degree of variation and testing of
different instructional practices (Ledding et al., 2018, p. 64). The answers from the principals
showed a close correlation with the answers from the teachers (Ledding et al., 2018, p. 112).
Teachers seemed somewhat apprehensive about reporting pupil motivation as a result of the

strategy. Only 1% of the teachers reported that pupils seemed motivated ‘to a very large extent’.
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Most teachers (47%) answered that motivation presented ‘to some degree’. 19% of the teachers
chose the option of ‘don’t know’ (L@dding et al., 2018, p. 66). These answers mirrored those
of the principals (Ledding et al., 2018, p. 112). This apprehension could suggest that teachers

struggled to map the results of UiU, making them unclear.

On the question of using reading as a tool in different subjects, 40% of the teachers chose the
option of ‘to a large extent’ and ‘to a very large extent’ (Ledding et al., 2018, p. 66). The use
of reading in all subjects was also something the pupils reported, even though they reported not
knowing that reading was an prioritized area for schools. Pupils detailed lessons where reading
strategies were the most common focus. According to the pupils, this focus did not foster much
learning, as they reported forgetting these strategies quickly, and that learning about reading
strategies gave them little gain (Ledding et al., 2018, pp. 188-189). Suggesting that even though

teachers utilized reading in their classroom practices, pupils seemed to not respond very well.

When asked about what motivates and engages them, pupils report factors such as their
teachers, instruction methods, personal interests, and their peers as the most important. The role
of the teacher seems to be a particularly important factor, as pupils report that their attitudes are
mirrored based on the attitudes of their teachers. If the teachers seem engaged and have a ‘spark’
for teaching, the pupils will likely become more engaged. If pupils experience teachers that
seem unengaged and moody, they too will mirror these feelings (Ledding et al., 2018, p. 184).
This is in line with what we will be exploring regarding the influence that teachers have on

motivation and engagement.

Overall, the strategy did not seem to have the wanted effect. Researchers struggled to find traces
of the impacts of UiU at pupil levels, after looking at mapping results from ‘Elevundersegkelsen’
among other things (Ledding et al., 2018, p. 196). The results from ‘Elevundersegkelsen’ could
somewhat explain why teachers seemed so uncertain and apprehensive about reporting positive
motivational effects, as it seems UiU in itself did not affect motivation all too much (Ledding

etal., 2018, p. 195). Therefore, the government decided to launch a new strategy.

3.2 Spraklgyper

In 2016 the Norwegian government launched a language-, reading- and writing strategy,
Spraklgyper, which aimed to strengthen pupils’ skills in reading. The strategy had a broad
scope, as it focused on kindergarten, primary-, lower- and upper secondary school

(Regjeringen, 2016; Toft, 2021). When reading the report and writing this summary, we focused
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on the results regarding reading. Some results were presented as aggregated, whilst some were
specific to reading in the final report. The work with the strategy ended in 2019, but the
resources published on the strategy’s website remain available to the public. It aimed to improve
pupil reading by creating free packages focusing on competence building and skills
development. These packages consist of four to ten lessons of 40-60 minutes aimed to be used
within a four-week gap. These lessons are aimed at the school staff and consists of elements
they can use in their classrooms. In the four-week gap, teachers are supposed to test what they

have learned, and report this to their colleagues (Toft, 2021).

Bergene et al., (2020) report that the use of Spraklgyper has changed the way teachers approach
reading instruction. These changes have led to reading being a higher priority in their
classrooms (Bergene et al., 2020, p. 159). Spraklgyper was evaluated to have success in creating
synergies from previous strategies, and to root these in the individual needs of a school or
municipality. Overall, there seems to be success connected to having set plans for future work
with competence building and skill development. A final successor is to have someone on
school grounds who functions as a person of resource. This person should have the ability to
make the tools of Spraklgyper available for the teachers (Bergene et al., 2020, p. 166). As
mentioned, the resources from Spraklgyper remain available, even after the work with the
strategy ended. Its website remains updated with new information that is deemed appropriate
(Toft, 2021). Therefore, it appears that this strategy is still being used by many teachers and

schools. The government is currently working on a new reading strategy.

3.3 Strategy for Joy of reading

In a chronicle written in Dagens Neeringsliv, current prime minister Jonas Gahr Stgre questions
how performance in reading amongst Norwegian pupils can decline, at the same time as there
lays a great commitment to strengthening the reading performance (Stere, 2023). Although this
chronicle presents a political rather than scholarly discourse, it gives an idea of government

views on reading and its base in current pedagogical discourses and research.

Stere points to the recent PIRLS results, covered in Chapter 1.1.1. He wonders if the low
reading enjoyment can have affected the overall reading performance, and points to aspects we
perceive as the Matthew effect. Stgre describes reading as a muscle that needs training, and that
without practice, we will get ‘out of shape’. He states that the performance could decline, as
the pupils find reading as less enjoyable (Stere, 2023). This is in line with what researchers

have found in recent studies, some of which will be covered in the review. Stare expresses his

Page 18 of 144



worry about both low reading enjoyment and low reading competence, as reading skills have
been found to influence competence and skills in other subjects. He also stresses the importance
of reading to gain competence in reading extensively, developing the ability to concentrate and

the ability to understand connections (Stare, 2023).

In the government budget for 2024, Stagres government earmarked 25 million Norwegian kroner
to focus on reading in school. A majority of this money (17.5 million) shall be focused on
competence building amongst the teachers, mainly to give them the correct competences
regarding how to meet challenges regarding changed reading habits. The government sees the
value of stimulating reading at school and aims to give 5 million kroner to increase the support
for school libraries, strengthening this support to 30 million kroner (Regjeringen, 2023). The
role of school libraries was a recurring theme in the articles for the literature reviews. This will
be further discussed in Chapter 7.2. Schools should be able to facilitate for joy of reading by
doing projects such as having author visits and reading competitions. For the 2024 government
budget, 2.5 million kroner are earmarked for increasing the support the government can provide
for such projects (Regjeringen, 2023).

In 2023, the government stated that they were focusing on reading, by creating a strategy for
heightening joy of reading. This decision was made due to the declining trend in reading skills
and attitudes shown in PISA. The government states the importance of reading, and that the
society must do something to change the trend. The strategy, named Leselyststrategien, aims to
awaken the joy of reading and building a reading culture. To find the appropriate methods, the
government sought insight from actors connected to reading, such as participants from the
school-sector, the libraries, reading organizations, reading researchers and representatives from
the book industry. The strategy was reported to be launched around the new year (Regjeringen,
2023).

Naturally, we saw this strategy as highly relevant for our concerns. Therefore, we contacted the
Ministry of Culture and Equality, to ask if they knew a more accurate timeframe of the
launching. Here, we were told that we could expect the launch to be during the spring of 2024,
and that they had not decided on an accurate launch date (S. K. Dobbe, personal

communication, 29. November 2023). As of early May 2024, the strategy is yet to be released.
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Recent policies and initiatives towards reading — concluding comments

Former and current governments in Norway have made several attempts to enhance reading
comprehension, motivation, and engagement. The PISA and PIRLS trends, as well as the final
reports from these strategies suggest that they may not have had the desired effect. However,
Spraklgyper seemed to be more successful than UiU, as this strategy continues to be utilized in
Norwegian classrooms. We look forward to seeing how Leselyststrategien can contribute to

promoting joy of reading for current and future pupils in Norway.
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4 Methodology

In our study, we use a mix of quantitative and qualitative methods. The qualitative data was
gathered through the literature review, while the quantitative results were gathered through a
questionnaire. Combining these two phases makes our research a mixed-method study.
Combining the questionnaire with the method used to gather the data, our research design can

thus be defined as a convergent mixed methods design with a cross-sectional survey.

When utilizing a convergent mixed methods design the researcher is to collect both quantitative
and qualitative data simultaneously, merge the data, compare the results, and then explain any
discrepancies that they find in the results (Creswell & Guetterman, 2021, p. 601). If the results
diverge, the researcher will either have to provide an explanation for this divergence, reanalyse
the data, inspect the quality of the data or simply gather more data (Creswell & Guetterman,
2021, pp. 601-602). This method assumes that quantitative data and qualitative data will
provide different results and can be used together to form a more complete understanding of a
research problem. The strength of this design is that it uses the advantages of each method and
combines them; the generalizability that the quantitative data provides with the more precise
information about a context or a setting that the qualitative data offers (Creswell & Guetterman,
2021, p. 601; Creswell & Guetterman, 2021, p. 603).

Our convergent design is combined with a cross-sectional survey design (Creswell &
Guetterman, 2021, p. 430). We created and conducted one questionnaire, allowing us to collect
our data at one point in time, measuring the current status of reading habits and reading
engagement in schools in Troms and Finnmark. We struggled to recruit our respondents due to
the fact that we did not receive any responses from the schools we contacted. Low response
rates have been identified as a common negative side of questionnaires that are sent out to
possible respondents via e-mail (Creswell & Guetterman, 2021, p. 436). This issue was
something we encountered from the beginning and was also a factor in why we changed the

research design and project.

We used an online questionnaire to gather our data, as this allowed us to collect the data quickly
(Creswell & Guetterman, 2021, p. 436). To sample our respondents, we contacted schools that
we had had our practice in, consisting of pupils that fit our criteria. This made our sampling a

purposeful sample. In the process of creating the questions, we used a mix of questions that we
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created, and questions found in other questionnaires and surveys. Further details on the
sampling process and the creation of the questionnaire are covered in Chapter 4.2.

4.1 Methodology for reviewing the literature

An important aspect of our thesis is the literature review, as this makes the foundation of our
study. The literature review is aimed to describe the current and past state of information
gathered, by looking at previous research on the topic of our study. The purpose of a literary
review is vast, as it can be used as a mean to convince a graduate committee of your knowledge,
or as a way to prove that your particular study is needed in the educational field (Creswell &
Guetterman, 2021, p. 105). Creswell & Guetterman (2021) have conducted a six-step process
one can use when conducting a literature review. These steps consist of identifying key terms,
locating literature, critically evaluating and selecting the literature, organizing the literature,
synthesizing the literature, and writing the literature review (Creswell & Guetterman, 2021, p.

106). In the following, each step will be elaborated closely.

4.1.1 Identifying key terms

Prior to starting our search, we narrowed our topic by identifying some key terms that we
wanted to focus on. Identifying and using keywords and terms found in your thesis question is
a good way to start of the literature search, and as you start finding more articles, you will find
other words and terms that are useful in the search (Gleiss & Sather, 2021, p. 63; Creswell &
Guetterman, 2021, p. 107). The terms and keywords helped locating the literature in the
different databases (Creswell & Guetterman, 2021, p. 107).

To make matters easier for ourselves, we created a table with different criteria for the literature
we searched for. These criteria play an important role in limiting, as well as narrowing the
search. Without this type of model, we could have easily found ourselves overwhelmed by the
vast amount of data and results (Krumsvik & Rgkenes, 2019, p. 112). When you are presented
with a sea of different voices and opinions on a topic, it is pertinent to use some time to get an
overview of what has been discussed (Gleiss & Seather, 2021, p. 67). We found that our table
was particularly helpful in the instances where we were met with large numbers of results. To
create our table, we used the layout from the example provided in Krumsvik & Rgkenes (2019)
page 112, and we included the terms databases, context, population, type of research, study

design, geographical area, and publication type.
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We aimed to limit our literature searches to only studies done quite recently (after 2015).
However, we quickly found that this would limit our results too much, and we decided to
disregard this limitation. Despite this, we aimed to focus on research done within the last 10-
15 years, although we did also include articles beyond this scope. For research done prior to
2010, we read them closely and critically, whilst also looking for newer articles addressing the
same topics. The articles prior to the 2010s that were chosen were deemed too important and
relevant to exclude from the review. While searching, we would limit the number of articles by
narrowing down the year it was published if the initial search provided a lot of results. This was
explicitly mentioned in the table where we recorded our search terms and results. The table can
be found in figure 6, found in Chapter 4.4.

To identify the terms that would forge appropriate articles, we noted terms, keywords, and
expressions that we found captured and summarized the key notions of our study (Creswell &
Guetterman, 2021, p. 107). This was done with the help of the table and our thesis/research
question(s). In addition, we used key terms that were recurrent in our university lessons. After
the initial search, we noted terms and words frequently used by different scholars. These words
became the basis for further literature searches (Creswell & Guetterman, 2021, p. 107). We

used the key terms to search in several databases, sometimes using the same string of words.

4.1.2 Locating the literature

The literature for our review was exclusively found in digital databases. Databases are deemed
the most likely place to find research articles, and they are an easy way to access important
research on a topic. In our literature search, we used both general and discipline-specific
databases (Creswell & Guetterman, 2021, p. 112). We used the databases Oria, Google Scholar,
ERIC, and ProQuest. The detailed version of our literature search(es) is elaborated in Chapters
4.4 and 4.4.1.

When searching for articles in databases, you are sometimes presented with thousands of
articles who will fit your theme in one way or another. An important step for us as researchers
was to determine the credibility of these articles, something that may not have been done
(especially if the articles are found through secondary sources). Creswell & Guetterman (2021)
presents four ways to help determine the credibility of such articles. The first step is to
investigate if the article has been peer-reviewed to look at its quality (Creswell & Guetterman,
2021, p. 116). In most databases, ensuring this step is easily done by marking that you only

want peer-reviewed articles presented. Peer-reviewed articles are deemed as strong sources
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(Creswell & Guetterman, 2021, p. 108), and we limited our searches to only be presented by
such articles. We attempted to mostly locate primary sources, as we found it useful to get
accurate insight from the researcher. Such primary studies presented the original viewpoint and
findings, as they are reported by the scholar(s) who conducted the research. Secondary sources
are summaries of several primary sources and can in some cases be interesting to find a primary
source. Looking at summaries can be a good way to start the literature search, as it will present
an overview of a certain topic and can present valuable key terms (Creswell & Guetterman,
2021, p. 108). Personally, we decided to not start our literature search with reading such
summaries, as we were confident in our pre-existing knowledge about our research topics. Due
to our limiting the searches to “peer-reviewed articles only”, we were mostly presented with

primary sources.

The second step to determine credibility is to look at the authors and see if you recognize them
from previous research you have read (Creswell & Guetterman, 2021, p. 116). During our
searches, we would also take notes on authors whose research was frequently mentioned or
cited. Here, we decided to choose some articles not found through searching the databases.
Such articles will be referenced as hand-picked articles. We classified articles that were
frequently cited by other authors as key sources. Such articles can be useful to read, as they
often present important aspects on the topic (Gleiss & Sether, 2021, p. 66). Five of the 22

original articles were hand-picked.

All the databases we used were recommended to us from our university, and we have frequently
used them during our studies. Therefore, we were confident in their standards on accepting the
studies they were presented with. Investigating such standards are presented as the third step in
determining articles’ credibility (Creswell & Guetterman, 2021, p. 116). Whilst writing this
thesis, we have had close collaboration with our initial supervisor. She would help us with our
literature searches by suggesting terms, and by recommending certain authors. In addition, we
worked together to decide which articles to include in the review part of this thesis. This
correlates with the fourth step presented in Creswell & Guetterman (2021), which concludes
that asking faculty members at the university is a good way to determine credibility of articles
(Creswell & Guetterman, 2021, p. 116). After determining the credibility of the articles found
in the searches, we would read and summarize them before evaluating and selecting the

appropriate articles.
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4.1.3 Evaluating and selecting the literature

During, and after reading the different articles, we started the process of evaluating, excluding
and selecting the articles we found appropriate for our literature review. After the initial search
we were left with 22 articles that we read and summarized. Despite using our inclusion and
exclusion table, and closely determining the credibility of the articles, some of them proved
non-relevant. To evaluate the relevance of each article, we used the four criteria presented by
Creswell & Guetterman (2021, p. 117). The answer should be yes to all four criteria, in order
for the articles to be relevant. We made some exceptions to the second criteria, which will be
further elaborated later in this chapter. Both prior to, and during the reading, we aimed to locate
whether the articles we were reading focused on the same topic as we wanted to research,
aligning with the first criteria (Creswell & Guetterman, 2021, p. 117). Some of the articles had
topics that were somewhat irrelevant for our study, but they were still read in full and
summarized. Later, we discussed each article and decided if their focus was too off topic for
our study, and some articles were excluded from the literature review. Even though the articles
were sometimes excluded from the literature review, they would still be included in the

supplementary literature, as they often presented interesting points.

The second criterion is to determine if the literature examines the same population as we have
aimed for in our inclusion/exclusion table (Creswell & Guetterman, 2021, p. 117). To limit the
scope of the present study, we wished to solely focus on lower secondary classrooms. Thus, we
wished to limit the literature to only focus on this. As we started our literature search, we found
that little research has been done on our preferred topics and age-group. This made us suspect
that little research had been done on these topics. This was also something that Choi (2019)
found in his review-study. He concluded that most studies focused on linguistic and cognitive
aspects of L2 reading development, with very few focusing on topics such as engagement
(Choi, 2019, p. 439). Therefore, some articles were included despite having slightly different
topics than we wanted to investigate. In addition, we included articles focusing on younger

pupils. We prioritized relevant studies done in Norway.

Third, we evaluated if the literature focused on similar research questions to those we had
(Creswell & Guetterman, 2021, p. 117). We aimed to include both quantitative and qualitative
studies that focused on terms such as reading habits, engagement, and joy of reading. In the
present study, the aim was not to look at reading comprehension and reading skills. Studies

who were found to exclusively focus on such topics were excluded from the review. In some
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cases, the literature would focus on comprehension and skills in addition to the terms we were

looking for. These articles were closely evaluated to see if they would be fitting for our review.

The last criterion in the evaluation of articles was their accessibility (Creswell & Guetterman,
2021, p. 117). As previously mentioned, all articl