
UNIVERSITY OF SZEGED 
DOCTORAL SCHOOL OF EDUCATION 

 
 

 

 

ASSESSING 6
TH

 AND 8
TH

 GRADES STUDENTS’ 

READING SKILLS AND LITERACY 

IN KAZAKH, RUSSIAN, AND ENGLISH LANGUAGES 

IN KAZAKHSTAN 
 

 
 

PhD Dissertation 
 
 

AIGUL AKHMETOVA 
 

Supervisor: Prof. Dr. Benő Csapó 
 

 

 

 

 

 

 

 
 

 
 
 
 

 
 
 
 

 
 
 

 

 
 

 
 Szeged, Hungary 2022 

 



2 
 

Table of Contents 
 

DISSERTATION SUMMARY.............................................................................. 5 

ABBREVIATIONS ............................................................................................... 6 

LIST OF TABLES ................................................................................................ 7 

LIST OF FIGURES............................................................................................... 8 

CHAPTER 1: INTRODUCTION TO THE STUDY............................................. 9 
1.1 Context of the Study..................................................................................................................................9 
1.2 Problem Statement.................................................................................................................................. 11 
1.3 Conceptual framework of the research.................................................................................................. 12 
1.4 Dissertation organization ....................................................................................................................... 13 

CHAPTER 2: LITERATURE REVIEW ............................................................ 15 
2.1 Introduction............................................................................................................................................. 15 
2.2 Reading literacy and skills  ..................................................................................................................... 15 
2.3 Individual differences of the learners in second language acquis ition (SLA) .................................... 19 
2.4 Reading in mother tongue for young learners ...................................................................................... 19 
2.5 Reading in English as a foreign among bilingual and monolingual children ..................................... 20 
2.6 Factors affecting students‘ reading achievements in mother tongue and in EFL............................... 22 
2.7 Attitude towards reading ........................................................................................................................ 22 

2.7.1 The impact of attitude on achievement ......................................................................................... 23 
2.8 Reading strategies and abilities of bilingual and monolingual ............................................................ 24 
2.9 Motivation in reading comprehension................................................................................................... 26 

2.9.1 Motivation as a key component to learn English ......................................................................... 27 
2.10 Reading habits ...................................................................................................................................... 28 
2.11 Reading assessment frameworks ......................................................................................................... 29 
2.12 Reading and writing ............................................................................................................................. 31 
2.13 Assessment of young learners‘ reading skills ..................................................................................... 32 
2.14 Classroom climate and engagement .................................................................................................... 35 
2.15 Education system in Kazakhstan ......................................................................................................... 36 
2.16 Language or cultural differences in Kazakh vs. Russian orthography.............................................. 39 
2.17 Bilingual situation in Kazakhstan........................................................................................................ 40 
2.18 Conclusion ............................................................................................................................................ 40 

CHAPTER 3: AIMS OF THE RESEARCH AND EMPIRICAL STUDIES ...... 42 
3.1 Research Aims and the Structure of Empirical Studies ....................................................................... 42 
3.2 Research Questions and Hypotheses ..................................................................................................... 44 

CHAPTER 4: METHODOLOGY ...................................................................... 48 
4.1 Research Design ..................................................................................................................................... 48 
4.2 Samples ................................................................................................................................................... 48 
4.3 Instruments.............................................................................................................................................. 53 
4.4 Procedures ............................................................................................................................................... 56 

4.4.1 Data Collection ............................................................................................................................... 56 
4.4.2 Data Analysis.................................................................................................................................. 57 

CHAPTER 5: RESULTS .................................................................................... 60 
5.1 Assessment of reading skills in English and socio-economic background among learners in 
middle schools in Pavlodar, Kazakhstan ................................................................................................ 60 

5.1.1 Introduction..................................................................................................................................... 60 
5.1.2 Methods........................................................................................................................................... 61 
5.1.3 Study Results .................................................................................................................................. 62 
5.1.4 Discussion ....................................................................................................................................... 76 

5.2 Relationship between reading and writing skills of 6
th

 graders in English language and socio-
economic background ................................................................................................................................ 78 

5.2.1 Introduction..................................................................................................................................... 78 
5.2.2 Methods........................................................................................................................................... 78 
5.2.3 Study Results .................................................................................................................................. 81 
5.2.4 Discussion ....................................................................................................................................... 85 

5.3 Links between reading attitude and reading achievement in three languages: Assessments in 

two age groups of young Kazakhstani learners ..................................................................................... 86 
5.3.1 Introduction..................................................................................................................................... 86 



3 
 

5.3.2 Methods........................................................................................................................................... 86 
5.3.3 Study Results .................................................................................................................................. 89 
5.3.4 Discussion ....................................................................................................................................... 96 

5.4 Mediation effect of engagement between classroom climate and reading achievement in three 
languages among sixth- and eighth-grade students in Kazakhstan.................................................... 98 

5.4.1 Introduction..................................................................................................................................... 98 
5.4.2 Methods........................................................................................................................................... 98 
5.4.3 Study Results ................................................................................................................................ 102 
5.4.4 Discussion ..................................................................................................................................... 114 

5.5 Reading strategies and reading performances of 6
th

 and 8
th 

graders in Kazakh, Russian, and 

English: cross-sectional study ................................................................................................................. 118 
5.5.1 Introduction................................................................................................................................... 118 
5.5.2 Methods......................................................................................................................................... 118 
5.5.3 Study Results ................................................................................................................................ 120 
5.5.4 Discussion ..................................................................................................................................... 128 

CHAPTER 6: CONCLUSIONS AND RECOMMENDATIONS ...................... 130 
6.1 Introduction........................................................................................................................................... 130 
6.2 Study 1 Assessment of reading skills in English and socio-economic background among learners in 

middle schools in Pavlodar, Kazakhstan ................................................................................................... 131 
6.3 Study 2 Relationship between reading and writing skills of 6

th
 graders in English language and 

socio-economic background....................................................................................................................... 132 
6.4 Study 3 Links between reading attitude and reading achievement in three languages: Assessments 
in two age groups of young Kazakhstani learners .................................................................................... 132 
6.5 Study 4 Mediation effect of engagement between classroom climate and reading achievement in 

three languages among sixth- and eighth-grade students in Kazakhstan ................................................ 133 
6.6 Study 5 Reading strategies and reading performances of 6

th
 and 8

th 
graders in Kazakh, Russian, and 

English: cross-sectional study .................................................................................................................... 133 
6.7 Conclusions and further prospects for analysis .................................................................................. 134 
6.8 Recommendations ................................................................................................................................ 135 
6.9 Limitations ............................................................................................................................................ 137 
6.10 Summary ............................................................................................................................................. 137 

ACKNOWLEDGMENTS ................................................................................. 139 

REFERENCES.................................................................................................. 141 

APPENDICES ................................................................................................... 157 
Appendix A: Item-Person Map of 6th grade students (2019) .................................................................. 157 
Appendix B: Item-Person Map of 8th grade students (2019) .................................................................. 160 
Appendix C: Unidimensional model of 6th grade students and items (2020) ........................................ 163 
Appendix D: Unidimensional model of 8th grade students and items (2020)........................................ 166 
Appendix E: Background Questionnaire (in Kazakh and Russian 6th and 8th grades) (Study 1) ........ 169 
Appendix F: English Reading comprehension test (6th grade) (Study 1)............................................... 187 
Appendix G: English Reading comprehension test (8th grade) (Study 1) .............................................. 188 
Appendix H: English comprehension tests: Reading and Writing skills (6th grade) (Study 2) ............ 196 
Appendix I: Background Questionnaire (in Kazakh and Russian 6th grade) (Study 2) ........................ 198 
Appendix J: Background Questionnaire (in Kazakh and Russian 6th and 8th grades) (Study 3) ......... 201 
Appendix K: Reading attitude (in Kazakh and Russian 6th and 8th grades) (Study 3) ......................... 207 
Appendix L: Self-developed Reading comprehension test –first draft (6th grade in English, Kazakh, 

and Russian) (Study 3) ............................................................................................................................... 222 
Appendix M: Self-developed Reading comprehension test –first draft (8th grade in English, Kazakh, 
and Russian) (Study 3) ............................................................................................................................... 227 
Appendix N: Background Questionnaire (in Kazakh and Russian 6th and 8th grades) (Study 4)........ 233 
Appendix O: Reading attitude (in Kazakh and Russian 6th and 8th grades) (Study 4) ......................... 240 
Appendix P: Adapted Self-developed Reading comprehension test –second draft (6th grade in English, 
Kazakh, and Russian) (Study 4)................................................................................................................. 248 
Appendix Q: Adapted Self-developed Reading comprehension test –second draft (8th grade in English, 

Kazakh, and Russian) (Study 4)................................................................................................................. 255 
Appendix R: Reading Strategy (in Kazakh, and Russian 6th and 8th grades)........................................ 264 
(Study 5) ...................................................................................................................................................... 264 
Appendix S: Permission letters from the Ministry of Education and Science of the Republic of 
Kazakhstan .................................................................................................................................................. 272 



4 
 

Appendix T: Permission letters from the Department of Education of Pavlodar region ....................... 274 
Appendix U: Letters of Request and agreement form .............................................................................. 277 

DECLARATION............................................................................................... 279 

 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 



5 
 

DISSERTATION SUMMARY 

 

 

This research study aimed to assess and explore the issue of poor reading literacy 
skills among young learners in the middle school in Kazakhstan. In particular, our 
broader goal is to develop a modified framework of recommendation and suggestions 
for teaching and learning reading skills in Kazakhstan in the native and second 

languages (i.e. Kazakh or Russian), and in English as a foreign language. 
Consequently, we firstly focused on assessing reading skills and literacy development 
in Kazakh and Russian languages as a native and/or second language (L1)/ (L2), and 
English as a foreign language (EFL). This could help us to define the core issue while 

teaching reading skills to young Kazakhstani learners. 
Secondly, we revealed several factors in questionnaires regarding students‘ 

socio-economic status, reading attitude, classroom climate, engagement, and reading 
metacognitive awareness while reading process. The evidences may assure 

explanation of poor results in reading literacy among Kazakhstani 15-year-old 
students, which were below the average while performing international surveys like 
PISA, and PIRLS. 

Thirdly, we assessed 6th and 8th grade students‘ reading skills in English, 

Kazakh, and Russian. In total (N = 4,274) participants took part in the computer based 
assessment. Finally, the obtained results may track us to provide suggestions and 
recommendations for reading literacy, and further modification in the assessment 
process in the middle secondary education of Kazakhstan. Even young adolescents 

had positive reading attitude and insignificant gender differences (49.9% - boys, 51.2 
% - girls), the analysis showed that middle school learners in Kazakhstan had poor 
reading skills in the target languages. 

In addition, we found that latent factors (i.e., classroom climate, engagement, 

reading attitude, and reading strategies) did not affect reading comprehension tests in 
English, Kazakh, and Russian languages. The weak relationship between classroom 
climate and engagement towards reading achievement might indicate insufficient 
learning environment, low teacher-student interaction, and scarce support from peers 

or parents towards reading skills in the target languages. 
Moreover, the analysis highlighted several drawbacks among young learners 

while teaching and learning reading skills and developing literacy in the languages. 
Likewise, policy makers, teachers, parents, and other stakeholders should put serious 

attention to the content of core curricular programme for teaching reading skills in L1, 
L2, and EFL. The findings also suggested that reading for pleasure in and out of 
school might consider being a challenging activity for children in the middle school.  
Interestingly though, bilingual learners seemed to use more reading strategies in 

performing reading comprehension tests than monolinguals in the respected 
languages. 

Therefore, to boost the importance of reading literacy for young learners in the 
middle school, appropriate programme are required to preparing young learners think 

critically, and improving the quality. Furthermore, the qualitative assessment of 
teachers and the school staff are necessary to explore the quality of teaching and 
assessing reading literacy skills in the respective languages. 
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CHAPTER 1: INTRODUCTION TO THE STUDY 
 
The importance of reading skills and literacy is crucial both for young, adult learners 

and for the society in general. The literature defines that reading skills as the ―discrete 
unit of the curriculum that ought to be learned by students and taught by teachers‖ 
(Pearson, 2014 as referenced in Israel & Duffy, 2014, p. 7). While literacy ―…is 
defined as basic or primary levels of reading and writing and their analogs across 

different media, activities made possible by a technology or set of techniques for 
decoding and reproducing printed materials‖ (Graff and Duffy, 2017 as referenced in 
Street & May, 2017, p. 33). Researchers claim that the key aspect of reading skills 
and literacy is in their benefit for design of program and curriculum construction, 

which is possible through appropriate instruction and assessment in a certain social 
and cultural context and ―not just on pedagogic and cognitive factors‖ (see Street, 
2017 as referenced in Street & May, 2017, p. 5). 
 

 

1.1 Context of the Study 

 
Over the last two decades, Kazakhstan is under the great challenge to implement 

better education policy and international standards with an eye to improve the quality 
of education in each level of the system. Several review reports of the Organisation 
for Economic Co-operation and Development (OECD) such as, Review of Policies to 
Improve the Effectiveness of Resource Use in Schools, Review of Policies for 

Vocational Education and Training, the OECD Country Review of Ear ly Childhood 
Education and Care (OECD, 2014a, p. 3) highlighted weak points in the education 
system of Kazakhstan. These international reports and surveys facilitate to intensify 
confirmation in school policies, teaching and training processes in early childhood 

education, middle, secondary, and higher education. Moreover, those documents have 
suggested the ways to narrow the gaps between schools in urban and rural areas in 
accordance of school management, resourcing policy, leadership, and teaching 
effectiveness. 

To boost the quality of education system in Kazakhstan is the main purpose in 
the Core Curriculum standard of the Republic of Kazakhstan due to Article #56 ―the 
Law of Education‖ from July 27, 2017 (MESRK, 2017). Besides, the Core 
Curriculum standard for secondary education has several requirements and objectives. 

One of them is the quality of education that should provide improvements in 
academic and practical areas. Another document is the decree #1080 from August 23, 
2012 (MESRK, 2012) regarding which, Kazakhstan has listed the number of 
compulsory languages in Kazakh- and Russian-medium schools. Likewise, the level 

for teaching and status of Kazakh and Russian languages in Kazakh and Russian-
medium schools are not the same. For example, in the schools with Kazakh 
instruction Kazakh is taught as a native (KNL) language, Russian as the second 
(RL2), and English as a foreign language (EFL). In Russian-medium schools , 

Russian is taught as a native (RNL), Kazakh as the second (KL2), and English as a 
foreign language (EFL). Additionally, due to decree #1080 education organizations 
should focus to the quality in teaching process, manage and provide necessary 
conditions to reveal the insights of the school, students‘ beliefs and viewpoints 

regarding policy, structure, accountability and assessment. 
Assessment in Kazakhstan on international i.e., OECD, Programme for 

International Students Assessment (PISA), IEA [International Association for the 
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Evaluation of Educational Achievement] Trends in International Mathematics and 
Science Study (TIMSS), Progress in International Reading Literacy Study (PIRLS), 
and national e.g., Unified National Test (UNT) levels manifests education of what 

students know and can do. Data outcomes from TIMSS and PISA define that students 
in Kazakhstan are better ―at imparting theoretical knowledge and ensuring that 
students remember, recognise and retrieve information‖ (OECD, 2014a p. 18), but 
cannot ―acquire and practice higher-order thinking skills, such as applying and 

reasoning in maths, or reflecting on and evaluating texts when reading‖ (OECD, 
2014a p. 18). Besides participating in these assessment surveys, Kazakhstan still has 
not defined an appropriate model and framework useful for accountability and 
evaluating criteria for students at various levels e.g., in the middle secondary schools. 

Likewise, an appropriate school environment, classroom climate, effective 
management to increase the quality of education, beneficial instruction between 
teacher–students–teacher–parents, principals and other stakeholders are still needed 
and required. 

The third essential attention is targeting on the level of teaching and learning 
three languages (i.e., Kazakh, Russian, and English) altogether. Kazakh and Russian 
languages are obligatory languages in Kazakhstan and English is a compulsory 
foreign language that children start to learn from kindergarten and continue in 

secondary and postgraduate levels of education (MES, 2013; 2016). 
In Kazakhstan, there are Kazakh- and Russian-medium schools, where the 

instruction is in two languages – Kazakh and Russian. However, since 2013 several 
innovative schools like Nazarbayev Intellectual Schools (NIS) have started to 

implement instruction in English language. Likewise, these NIS schools start to 
provide instruction and teaching most subjects in English except ‗Kazakh Language 
and Literature‘ and Russian Language and Literature‘. These subjects are taught in 
Kazakh and Russian respectively. Thus, the term ―trinity of languages‖ has been 

widely used in NIS schools. However, both NIS and ordinary secondary schools have 
seemed not been fully benefited the reforms and requirements for students and 
teachers towards effective ways of teaching and learning in Kazakh as a KNL, 
Russian as the RL2, Russian as a RNL, Kazakh as the KL2, and English as a FL. 

Kazakhstani students are struggling in the tasks of international surveys 
where to solve life problems properly are essential. The result of poor performance 
may occur because most students cannot appropriately apply their knowledge for the 
real life situations. For instance, most schools, teachers, and programme curriculum 

have still implemented holistic factorial ways in teaching, where students cannot 
think critically.  

The level of education is one of the core indicators for country‘s development 
in economics and well-being of the citizens. The effectiveness of education system 

generally exposes the literacy rate of the society and children from international and 
national assessments. Although the effectiveness of education system of Kazakhstan 
in international and national assessments demonstrated relatively low results of 15-
year-old students in reading literacy comparing to the average OECD countries. 

Therefore, in order to stimulate further modification for education framework it is 
necessary to reveal and define the evidences of low reading literacy level among 
students with the help of longitudinal assessment in this issue. The assessment sub-
studies in this field may assure support where teaching and learning reading skills in 

mother tongue and EFL, students‘ background knowledge and abilities are 
interrelated. Hence, the determined outcomes can help Kazakhstan to foster the re-
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structure the system in secondary education, which may propose a significant factor 
for further prosperity and quality in education.  

Moreover, the tests in reading skills in mother tongue and EFL will provide a 

clear picture of the students‘ literacy level in both languages. The results will guide 
teachers, students, and other stakeholders to reflect on the way of teaching, learning, 
and monitoring processes. As reading is a cognitive process (Ehri, 2000, 2005; 
Kintsch, 2012; Cain, Compton, & Parrila , 2017; Perfetti, 2007; Perfetti & Stafura, 

2014) it requires from the reader certain skills and abilities in order to gain 
information, understand, acquire knowledge, reflect and evaluate the written text 
(OECD, 2017, 2019, 2020). Thus, for example, regarding ―PISA for development 
assessment and analytical framework: reading, mathematics and science‖ – ―reading 

literacy‖ is simply defined as ―reading” where ―a wide range of cognitive 
competencies, from basic decoding, to knowledge of words, grammar and larger 
linguistic and textual structures and features, to knowledge about the world‖ (OECD, 
2018, p. 28). 

The assessment of reading skills and literacy will help us to define the level of 
students‘ literacy development and particularly provide the information for teaching 
and learning reading skills in mother tongue and EFL in Pavlodar, Kazakhstan. 
Therefore, the purpose of this study is to reveal the problem of low-stakes in reading 

literacy, which decreases every year (e.g., PISA-2018, OECD, 2019). Thus, in order 
to solve the current issue, an assessment of reading literacy skills among sixth and 
eighth graders is required. During three years of our data collection, the development 
of reading comprehension has been explored, as well as the outlined factors have been 

revealed, which may impede further proficiency in language abilities in the native and 
foreign languages while performing reading tasks in target languages. Applying data 
in this research study, five studies from Pavlodar city, northern part of Kazakhstan 
were set from seven randomly chosen secondary schools. The collection data were 

carried in the same schools, among 6
th

 and 8
th

 grade learners during winter (January-
February) term of studying in 2018, 2019, and 2020 years. Every year the number of 
cohort groups in the cross-sectional study was varied. 
 

 

1.2 Problem Statement  
 
The fact that students are suffer ing and struggling in reading and take a great effort 

for reading may let us understand and suppose, why the students from Kazakhstan 
start to lose their interests in reading from grade five and stop reading for pleasure in 
the upper grades. It is obvious that due to number of compulsory subjects in the study 
programme most textbooks and reading materials in the middle secondary education 

start to be challenging comparing to elementary education. Although reading is a 
fundamental basis in the process of teaching and learning the language, gaining 
meaning and/or increase the knowledge, the students straggle in the reading process 
as a practical activity in the middle school. For instance, at present young adolescents 

prefer using electronic devices and gadgets to reading activity. This may happen 
because of inappropriate instruction for reading activity in the classroom, complex 
texts, less support from teachers and/or peers, and more attention to grades (extrinsic 
motivation), the use of goal-performance tasks directed by the teacher (Guthrie & 

Davis, 2003; Ryan & Deci, 2000). 
The results of Kazakhstani young learners in reading literacy are not 

comparable because they are among low average stage (OECD, 2009, 2014a, 2014b, 
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2014c, 2017). Incomparable results in reading literacy relate not only with the 
problem in literacy and reading skills altogether, it is a complex process absorbing 
internal and external factors in the way of problem solving. The government is 

struggling a lot in order to be among the members of well-developed countries. 
Likewise, applying various methods, models, and frameworks with less practical 
experience requires permanent training among teaching staff, policy makers, and 
other stakeholders in the country. Even though such changes as formative and 

summative assessments, grading system, and testing frequency in the studying process 
(i.e., midterm and final term), there is still a problem in the quality of education. Thus, 
the core curriculum for lower secondary education (i.e., 5-9 grades) in Kazakhstan is 
in need of modification and requires strong evidences to restructure the system. 

Overall, middle secondary education in Kazakhstan needs more practice in 
assessment and empirical experience regarding teaching quality and applying 
appropriate methods. For instance, most students learn by heart and study a lot of 
theory, which is very good in solving educational problems. However, less attention 

and rare use are given to the real-life situations in teaching and learning process. 
Textbooks are mostly oriented on theory and factual knowledge, although very few 
time is devoted to the workshops, creative activities, team, and joint works, where 
children have to think critically and find practical solution of the issue. As a result, the 

students are not confident of how to implement obtaining knowledge. This study may 
assist improvements to the process for building up a modified school framework of 
teaching and learning style in Kazakhstan, where frequent assessment provides data 
for appropriate school management in the classroom context. This research study 

estimated the reading skills in Kazakh, Russian and English languages via reading 
tests in those languages, defined socio-economic status of the students their reading 
attitude and reading strategies while performing the tests. Furthermore, the current 
study has orchestrated all above-mentioned issues and perspectives of learners in the 

middle school in five studies. 
 
 

1.3 Conceptual framework of the research 

 
The research framework discussed several aspects in reading comprehension such as 
socioeconomic background, classroom climate, reading attitude, and engagement in 
the process of reading. In addition, the framework also determined the usage level of 

reading strategies in and while reading in three respected languages. The framework 
design was associated with conceptual and cognitive levels of reading activity and the 
factors that affectionate this complex process. An adapted framework implemented 
various resources, which is supposed to follow the research gap and the structure of 

the study. The framework provides PISA-2018 reading literacy framework, where 
reading fluency affects text processing, and task management. Moreover, the 
framework has also indicated reading literacy theories of Snow and the RAND 
Reading Group (2002) that establish factors and functions necessary for constructing 

the meaning and achieving comprehensive information. Likewise, the framework of 
the research adapted a conceptual framework model of Reyes, M. R., Brackett, M. A., 
Rivers, S. E., White, M., & Salovey, P. (2012), where the role of student‘s  
engagement as a mediator between classroom emotional climate and academic 

achievement supports positive relationship. All these interactions promote a reader for 
active dimensions in the cognitive process, as well as better understand the texts and 
perform tasks successfully (see Figure 1). 
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Figure 1 

 
Reading literacy framework as a conceptual-cognitive model (Adapted from PISA-

2018, Snow and the RAND Reading Group, 2002; Reyes et al., 2012) 

 

 
 
 
 

1.4 Dissertation organization 

 
The dissertation consists of six chapters. The first chapter introduces the context, 
problem of the study, and represents a brief structure format of this research thesis.  

The second chapter focuses on review of the literature of the research. The 

chapter discusses a brief introduction to the problem and demonstrates the importance 
of assessing reading skills and reading literacy in the mother tongue and in English as 
the foreign language. The chapter defines factors that could affect the performance in 
reading skills such as attitudes and motivation and the strategies, which are vitally 

necessary for the development, improvement, better comprehension, and application 
of reading abilities by young learners in Kazakh, Russian, and English.  

The third chapter defines research aims and structure of empirical study as 
well as provides research questions and hypothesis. 

The forth chapter determines the structure of the research methodology, which 
introduces the outline and accomplishing process. The cross-sectional quantitative 
approach is applied which is considered useful regarding data and the model of 
research study. The research study model explains the mechanism of data collection, 

determines the organizing process, research area, and the field of the samples. Data 
collecting process is characterized the strategy of how the data and the instruments 
were validated and adopted. 

The fifth chapter describes data analysis of the research within five studies. 

Each study defines appropriate research questions that facilitate and benefit the area 
of the study. Study 1 examines the performances of the sixth and eighth grades 
students in English reading comprehension tests as a foreign language, as well as 
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investigates the correlation of reading comprehension outcomes in English with 
several background variables (i.e., gender, mother tongue, classroom climate, student-
teacher relationships, and engagement to learn English, anxiety and usage of ICT 

technologies in the school context).  
Study 2 explores the relationship between reading and writing skills of sixth 

graders in English language as a foreign and impact of the performances of the 
students with their socio-economic status. 

Study 3 focuses on relationship between reading attitude and reading 
achievement of the students in the tests in English, Kazakh, and Russian languages. 
The cross-sectional studies revealed the links of the factors from reading attitude and 
reading achievement. 

Study 4 investigates the relationships between adapted reading achievement 
tests in English, Kazakh, and Russian languages and several background variables 
among 6

th
 and 8

th
 grade learners, where the mediation effect of engagement between 

classroom climate towards outcomes of the students was examined. 

Study 5 examines reading strategies of 6
th

 and 8
th

 grade learners in mother 
tongue and their relationships with reading achievement tests in three languages (i.e., 
English, Kazakh, and Russian), reading attitude and background variables. The 
number of factors depicted from reading strategies, reading attitude, and background 

variables would plan to be analyzed regarding reading outcomes of the learners. 
The sixth chapter summarizes the research study, provides the conclusion of 

the findings, highlights recommendations of the study, specifies limitations, and 
assigns suggestions and perspectives for further research study in the future. The 

references part comes after conclusion and follows by attached appendices of the 
instruments, copies of official letters of request and permissions from the Ministry of 
Education and Science of the Republic of Kazakhstan.  

In this chapter, we primarily emphasize how our research survey and the  

consequence of national and international results can contribute the utilization and 
improvements of reading skills and literacy in the context of Kazakhstan. Specifically 
we believe expected results will take a scientific support and assist development of 
education quality in reading literacy among young learners in the respected languages. 

The following chapter represents a brief review of the literature on our 
research. 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 



15 
 

CHAPTER 2: LITERATURE REVIEW 
 
 

2.1 Introduction 

 
Reading skills are crucial components in the learning process that help learners to 
develop motivation and be proficient while studying school subjects or a foreign 

language. Reading is a complex cognitive process (Diaz et al., 2009; Hulme & 
Snowling 2013), where the performance of reading as a process is among essential 
issues. Researchers define (Coutinho, 2007; Flavell, 2004; Flavell & Hartman, 2004; 
Pishghadam & Khajavy, 2013) that reading activity is belonged to metacognitive 

awareness claiming that this factor in reading influences learning process much 
stronger. Reading skills are significantly important for the society, teaching and 
learning L1 and L2, crucial concept in a future career goal. 

More than two decades in the applied linguistics and in the process of 

language learning a number of research works and studies examine various processes 
in the L1, L2 and/or EFL languages among children, adolescents, and adults. 
Improvements of learners‘ reading literacy level requires efforts and time, as well as 
well-developed scheme, appropriate instruction for reading strategy in teaching and 

learning processes. Organization for Economic Co-operation and Development 
(OECD) (2017), defines reading literacy as ―an individual‘s capacity to understand, 
use, reflect on and engage with written texts, in order to achieve one‘s goals, to 
develop one‘s knowledge and potential, and to participate in society‖ (p. 51). 

This study focuses on assessing reading skills and examining the development 
of reading literacy among twelve- and fourteen-year-old students in Kazakhstan. A 
brief observation and investigation of researchers‘ viewpoints, principles, models, 
stages, and methods can help to reveal, and make efforts to define the clues of low 

results among young learners in reading literacy in the context of Kazakhstan.  
 
 

2.2 Reading literacy and skills  

 
Reading is a very complicated decoding, cognitive (Meneghetti, Carretti & De Beni, 
2006) activity with further interaction, comprehension and communication between 
the reader and the author of the script (Brantmeier, 2005; Grabe & Stoller, 2001). 

Reading is a core domain in any subject as ―proficient reading comprehension is 
crucial for success in every academic domain‖ (Wigfield et al., 2016, p. 190). 
Researchers (Cunningham & Stanovich, 2001; Smith et al., 2000; Wigfield et al., 
2016) identify that in later childhood and adolescents the reader has to be ―fluent in 

decoding and recognizing words, continually expand their vocabulary and knowledge 
base, and learn to use elaborate cognitive strategies to make inferences and analyze 
text critically‖. However, National Assessment of Educational Progress (NAEP) 
observed a decline among 4th and 8th grade students in 2015. They investigated that 

the difficulties in reading comprehension of the children could be a reason of further 
decline of proficiency level in reading. This means that if the increase of illiteracy is 
observable it can cause lower reading comprehension, which later on prevents 
students in gaining academic achievements and career goals.  

PISA pointes reading domain among the majors and represents it as ―reading 
literacy‖. Reading literacy means ―an individual‘s capacity to understand, use, 
evaluate, reflect on and engage with written texts, in order to achieve one‘s goals, to 
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develop one‘s knowledge and potential, and to participate in society‖ (OECD, 2018, 
p. 27). The word to ―evaluate‖ means that students should have to assess a written text 
while reading. Thus, we may define that reading is a difficult cognitive process of 

decoding the written text and assessment of information, whereas literacy is an ability 
to interpret what the written symbols represent (Akhmetova et al. , 2021a). 
―Achievement in reading literacy is not only a foundation for achievement in other 
subject areas within the education system, but also a prerequisite for successful 

participation in most areas of adult life (Cunningham & Stanovich, 1998; Smith et al., 
2000)‖ (OECD, 2017). Hulme and Snowling (2013) describe learning to read as ―a 
key objective of early education and difficulties in learning to read can have serious 
adverse consequences‖ (Hulme & Snowling 2013, p. 1). 

Wigfield et al. (2016) claim that ―Proficient reading comprehension is crucial 
for success in every academic domain‖. They also identify that in later childhood and 
adolescents a reader has to be ―fluent in decoding and recognizing words, continually 
expand their vocabulary and knowledge base, and learn to use elaborate cognitive 

strategies to make inferences and analyze text critically‖ (p. 190).  
Reading framework assessment of PIRLS identifies “Reading literacy is the 

ability to understand and use those written language forms required by society and/or 
valued by the individual. Readers can construct meaning from texts in a variety of 

forms. They read to learn, to participate in communities of readers in school and 
everyday life, and for enjoyment” (PIRLS-2021, 2019, p. 6). Pivotal aspect of 
―reading literacy‖ in PIRLS survey establishes to testify the instruction of the 
curricular standards in the certain educational programme as well as the foundation of 

academic prosperity among student‘s individual development. 
Carver (2000) determines reading skills and reading as a global and active 

process of humans‘ development and defines them in his theory of input and storage 
where ―the reading process was conceptually divided into two primary components, 

input and storage. The differences between being able to (i.e., input– the words in a 
sentence), and being able to comprehend or understand (i.e., store– the complete 
thought in the set of words which make up a sentence) (p. 3) have been taken into the 
very glance of Carver. For instance, Carver‘s book ―The causes of high and low 

reading achievements‖ (2000), by name concentrates on some core factors that may 
influence students to read, such as what students can take from reading during the 
school year, and what the teachers are able and not able to do in order to increase 
students‘ rate and level of reading. Carver (2000) also confirms that the fusion of 

psychometrics and experimental psychology indicate the low and high reading 
achievements. Thus, one should say that reading literacy is the core development of 
the human being and a dependable part in education. Likewise, LaRusso et al., (2016) 
explain that beyond reading skills fluency and efficacy in the middle school to obtain 

a reasonable benefit and advantage at the end of reading process. 
Learning to read mostly and primary depends on the literal awareness of the 

person to recognize the words, pronounce them correctly, and understand, able to 
explain, and interpret the meaning, carry out information and knowledge. Researchers 

and scholars offer various kinds of models and strategies while teaching to read and 
reading process. No doubt, most of them are very useful and helpful in order to build 
up a certain kind of framework for the reading acquisition, be familiar, and well 
informed with pseudo-words lexis while learning, and studying.  

Reading plays a fundamental role in education and is significant in the 
development of general literacy. Reading enables us to make sense of a written text. A 
number of researchers claim that reading is a tool and a process that consists of  
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cognitive and perceptual parts (e.g., Grabe, 2009; Pourcin et al., 2016; Stanovich, 
2000). Reading is an ability, which requires decoding written symbols from the 
reader, as well as understanding and reflecting on the meaning of the written symbols 

(Ehri, 2005; Perfetti, 2003). Thus, reading involves several complex stages, number of 
abilities, skills, components, and strategies, which are necessary for the 
comprehension and literacy development. 

Previous research (Honchell & Schulz, 2012; Smith, 2011) has proposed 

several theories and models of the reading process. The main conclusion of the 
relevant studies is that there are several stages, positions and roles in reading activity, 
described by such terms as bottom-up and top-down reading, a mixture of bottom-up 
and top-down reading, constructivism and the transactional model. Reading is a 

dynamic cognitive process where models such as bottom-up reading (Craig, 2006; 
Gamboa-González, 2017; Honchell & Schulz, 2012), top-down reading (Smith, 2011) 
and metacognition (Carrell, 1991, 1998; Hassan, 2003) are distinguished. Some 
researchers define a combination of both bottom-up and top-down reading (known as 

cognitivism). The bottom-up model is noticed at the beginning of the reading process 
when a child is just starting to learn letters (in alphabetic languages), read the words 
in sentences, and then grasp the meaning involved. Top-down reading is a model in 
which the reader has already gained experience and knowledge and can use this to 

grasp the meaning of a text. Metacognitive theory considers how the reader thinks 
before, during and after the reading process. 

The literature (see Craig, 2006; Hassan, 2003; Smith, 2011; Yang & Noel, 
2006) describes reading as passing through several stages as ―efferent‖ and 

―aesthetic‖ stances, where the former has an explanatory position and the latter deals 
with emotions. Reading is a communication between the reader and the writer/author , 
which is necessary to obtain information and meaning. Several researchers call this 
interaction process – transactional (Craig, 2006; Honchell & Schulz, 2012). The 

Transactional Reading Model (TRM) consists of syntax – word order, graphemes and 
phonemes – and pragmatics – i.e., the social and contextual level of the message or 
the information – that leads to semantics. These stages are crucial elements in reading 
process and are necessary for further literacy development. Another essential part of 

literacy development is an instructional process in which all these elements 
correspond to each other and maintain balance between themselves (Craig, 2006; 
Honchell & Schulz, 2012; Yang & Noel, 2006). 

Diaz et al. (2009), denote reading process as ―the most important cognitive 

milestones in the human social environment.‖ (p. 441). Likewise, the researchers 
developed ―Double-Route Cascaded (DRC) Model‖ which represents two reading 
strategies: lexical and sub-lexical. They confirm that this model could define reading 
process better and explain the problem. For this reason, Diaz et al. (2009) examined 

reading strategies of children in 3
rd

 and 6
th

 grades, who read well and with dyslexics. 
The findings later showed that children who read well could easily use lexical and 
sub-lexical strategies not gaining much effort, whereas the children with dyslexics 
were able to develop only lexical strategies, as it was very hard for them to use and 

change various tactics in reading. The main important advantages of DRC model is 
that it would a helpful technique of intervention for ―Developmental Dyslexia‖ while 
teaching reading – denote Diaz et al. (2009).  

Other researchers (Snowling, Gallagher, & Frith, 2003) reveal three stages in 

reading such as logographic where visual view of the words is defined; alphabetic – 
grapheme and phoneme rules are taken into account while the words are used; and 
orthographic where words are accepted as an independent concept. Ziegler and 
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Goswami (2005), depict three main skills in reading. The first is the ―phonologica l 
processing‖ or phonological awareness is a certain kind of manipulating speech 
sounds into the words. The next is ―letter-speech sound processing‖ – recognizing and 

match a letter to a certain kind of speech sound, and the last is ―Rapid Automatized 
Naming (RAN)‖ which means the speed of reading, an automatic visual 
pronunciation, or call of the words into a sound. In Kazakhstan RAN or a speed limit 
of the children is checked and controlled at the beginning, and at the end of every 

period of children‘s studying only in primary school (from grades 1 to 4).  
Ehri (2000; 2005), for example, defines four stages in her mode l such as pre-

alphabetic, partial alphabetic, full alphabetic, and consolidates where the boundaries 
among phonological, morphological, and semantics have already formed. Share 

(2008), represents a ―self-teaching‖ model where the recognition of words in reading 
directly depends on the phonological awareness of the words. Wolf (2008), represents 
five stages of reading development as a major factor of literacy from the very young 
age of the human being until the adulthood, beginning from 6 months. The first stage 

is called (1) ―the emerging pre-reader‖ and has the duration of 6 months until 6 years 
old. The second stage starts from the age 6 and finishes at 7 and is named as (2) ―the 
novice reader‖. Then comes the third stage as ―the decoding reader‖ by name (from 7 
till 9 years old). ―The fluent, comprehending reader‖ comes next (among 9-15 years 

old), and finally ends up by ―the expert reader‖ (16 years of age and older). 
This model of dividing the stages of reading development let us come up to 

the conclusion that reading process is the life-long activity of person‘s achievements, 
intelligence, prosperity that makes him literate as ―Becoming virtually automatic does 

not happen overnight and is not a characteristic of either a novice bird-watcher or a 
young novice reader. These circuits and pathways are created through hundreds or  
thousands of exposures to letters and words‖ (Wolf, 2008, p. 14). 

Chall (2002), depicts six stages of reading developments that also as in Wolf‘s 

model starts from the 6 months till the adulthood and further proves that reading is the 
continues activity during the whole life of human being. Only one difference between 
Chall‘s and Wolf‘s models is that Chall‘s model is more detailed during the age of 9 
till 13 (the third stage of her model but the fourth in number) as the reader between 

these ages is reading for knowing something new - ―reading to learn‖. 
Therefore, while representing just only few strategies and models of reading 

framework we would like to define that reading is a complex, cognitive process that 
requires thinking abilities from people. The ability to think, interpret ideas, give 

suggestions, or solve the problem are highly-developed levels of the human being but 
all these components are possible only if the person can read, and be literate. 
―Through literacy, children are able to construct meaning, to share ideas, to test them, 
and to articulate questions ... [and have] an active role in their own development‖ 

(Verhoeven & Snow, 2001, pp. 4-5). 
In order to extent literacy development and proficiency in English as a foreign 

language, the reading process of young learners should be in mother tongue and in 
English. This could predict language development, and promote literacy, albeit a 

certain kind of ―scaffolding‖ in reading instruction and reading intervention is the 
crucial factor of reading activity in general in the early stages of learning.  ―Literacy 
can be seen as dependent on instruction, with the corollary that quality of instruction 
is the key. This view emphasizes the developmental nature of literacy — the passage 

of children through successive stages of literacy, in each of which the reading and 
writing tasks change qualitatively and the role of the instructor has to change 
accordingly‖ (Chall, 1996 as referenced in Snow, 2006, p. 4).  
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2.3 Individual differences of the learners in second language acquisition (SLA) 
 
Individual differences in second language acquisition could be revealed in language 

aptitude and motivation (Dörnyei & Ryan, 2015). Although the fact, that bilingual 
people have an ability to obtain a proficient level in L2 ―is not considered to be 
universal‖ (Dörnyei & Ryan, 2015, p. 5). These individual differences could be 
noticed in traits and conditions of the learners. In our current study, we focus on how 

these personal traits and states could be differentiated in 12- and 14-year-old Kazakh 
and Russian students while  learning English as FL or L2. However, young learners 
cannot be proficient in L2 if the number of classes is limited and the required social 
communication is absent. Researchers assume and claim (e.g., Alderson, 2005; 

Johnstone, 2009; Nikolov, 2016) that early language learners could not be proficient 
in L2 as their language achievement frameworks are based on ―developmental stages‖ 
(Nikolov, 2016, p. 7) and monitor how the learners pass from beginning level to 
intermediate. On the contrary, as mentioning before that the skills and abilities in L1 

could be transferred to L2 (Cumming, 2013; Hirvela & Du, 2013; Koda, 2007; 
Nikolov & Csapó, 2010). How already developed skills in L1 could be transferred to 
L2, and what interference is supposed to prevent learners from developing language 
abilities and reading comprehension in L2, whether personal traits of the learners 

(Dörnyei & Ryan, 2015; Sparks, 2012) and the curriculum of FL learning are 
appropriate for the learners and significantly interacted in the classroom processes. 
This suggests that accountability assessment culture and the early language programs 
and curricular should and must be oriented on language and content of the knowledge 

for the learners. Learners‘ aptitude and the motivation are playing an important part in 
the success in L2 and in learning process in general, although in order to meet the 
requirements of the building framework a tasks for diagnosing the ability level in L2 
should depend on the tasks that could be recognisable for learners. Thus, for young 

learners with a limited number of classes in L2 as in the context of Kazakhstan , they 
can define the words but cannot compose them into the sentences, they are able to 
define the letters and the words but cannot recognize the meaning in the sentence 
(Benigno & Jong, 2016 as referenced in Nikolov, 2016, p. 55; Nikolov & Csapó, 

2018). 

 

 

2.4 Reading in mother tongue for young learners 

 
Reading in mother tongue for young learners is vitally important and essential 
because through reading activity in mother tongue young learners obtain information, 
broaden knowledge, and increase literacy. Researchers underline that reading in 

mother tongue is crucial as “mother tongue promotion in the school helps develop not 
only the mother tongue but also children‟s abilities in the majority school language” 
(Cummins, 2003, pp. 62-63). While learning the second language or English as the 
foreign although mother tongue in the early years of schooling could be easily 

replaced as it is very “fragile”. 
Mother tongue and reading are in close connection because mother tongue is 

the natural tool of thought, communication of the group of people or inhabitants in a 
certain area (Ball, 2010). Mother tongue is the first language (L1) native or heritage 

language of the person. Researchers define that mother tongue is child‘s environment 
under which the verbal skills are constructed the language of the family (Cummins, 
2000, 2009; Koda, 2007). UNESCO claims that teaching and learning should be in 
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mother tongue as this could be the best way to introduce literacy and be the better way 
for children to express and understand themselves freely without any doubts 
(UNESCO, 2008). Children learning in mother tongue have a better opportunity to 

understand the content than those where the teaching is in the second (L2) or in the 
foreign language (FL). As these could cause several problems with comprehension 
and understanding of the tasks and/or activities as well as could be an obstacle to 
achieve linguistic competence and master the content of the subject (Baker, 2003; 

Cummins, 2003, 2009). Education in mother tongue in the primary years offers the 
best introduction to literacy that eventually becomes useful in the acquisition of 
English as a second or a foreign language (Baker, 2003, 2007; Freeman, 2007). 
Reading in mother tongue for young learners is vitally important and essential 

because through this cognitive activity young learners develop phonemic awareness, 
letter knowledge, vocabulary, gain comprehension, obtain information, broaden 
knowledge, and increase literacy. Researchers claim that it is very crucial if parents 
read and discuss reading with their child in their mother tongue as this activity 

expands children‘s vocabulary lexis, better understanding, and comprehension of the 
text. In addition, children should have necessary reading resources and materials due 
to their reading levels, preferences, and interests. This could be a pathway for regular 
reading habit, which further increases and improves reading literacy. 

Jim Cummins claims that mother tongue has a significant role in children‘s 
overall general development and language skills in L2 in particular. The term 
“common underlying proficiency” (Cummins, 2000) refers to cognitive academic 
proficiency underlying performance in both languages and the interdependence 

hypothesis states that proficiency transfers from one language to the other. This 
means that linguistic, metalinguistic, literacy knowledge and skills students have 
learned in their mother tongue or in L1 will bear on the learning of academic 
knowledge and skills in L2 or the second language for example, knowledge of how to 

approach a text and background knowledge of the world (Cummins, 2000). Therefore, 
children who speak more than one language are more flexible in their thinking 
process, because they have a deep understanding of how to apply different language 
effectively. Moreover, parents‘ should positively support their children‘s learning a 

new L2 language or a foreign language – i.e., EFL, because it further increases and 
causes their motivation.  

Likewise, teachers should assess students‘ reading abilities and skills to 
change teaching methods regarding the ir results and outcomes as reading is not an 

instrument of learning but is a goal and a required means for learning. School 
administration, stakeholders, and the staffs should develop culture of reading while 
developing libraries, adopt digital technologies and improve learning environment as 
well as to create supplementary reading materials and facilitate reading process.  

Reading plays a crucial role in the development of academic and intellectual 
processes of human beings and should be properly learned and taught at the age of 
lower secondary school (e.g., Zimmerman, 2000a , 2000b; Zwiers, 2010). There is no 
doubt that solid foundation in mother tongue develops child‘s literacy while learning a 

foreign language (i.e. the learning a new language will be much easier).  
 
 

2.5 Reading in English as a foreign among bilingual and monolingual children 

 
Bilingual and monolingual young learners while learning English as a foreign 
language may face problems with phonological awareness, sentence construction and 
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reading comprehension, as they experience limited communication in English and 
relatively little time for instruction (Cline & Shamsi, 2000; Singleton &Vincent, 
2004). Researchers assume (Singleton &Vincent, 2004, p. 114) those students, who 

do not have a good ―standard of English‖ and/or less experience at the word level, 
may be dyslexic and face serious problems with literacy. In order to solve the problem 
and assess reading literacy among bilingual and monolingual children in English, the 
tests should be ―culture-free‖. Moreover, translating English language tests into the 

students‘ native language (Cline & Shamsi, 2000; Stanovich, 2000) should be out of 
the question, as those tests may not be appropriate to the context of the respondents. 
Consequently, the tests should be carefully prepared for a certain age group, take into 
account the context and the level of language preparation, which require time and 

effort from teachers, students and other stakeholders. 
According to school teachers‘ observation and reports of PISA (see e.g., 

OECD, 2017, 2019a, 2019b), in Kazakhstan bilingual and monolingual students show 
poor reading skills in English in the middle school. These difficulties in English 

reading skills might be associated with several factors. For instance, PISA reports 
(OECD, 2017, 2019a; 2019b) specify socio-economic status (SES) and parents‘ level 
of education, which predict student achievement. However, 16% of students from 
modest – income families in Kazakhstan perform at the top level in reading literacy, 

―indicating that disadvantage is not destiny‖ (OECD, PISA 2018, 2019a, p. 4; 
Seidenberg, 2013, p. 334). Another issue could be the poverty of the students in rural 
areas with a weak Internet connection in the schools, as well as the scarcity of books 
in English in the schools‘ libraries. Moreover, the PISA results showed that students‘ 

reading attitude dropped significantly where only 24% of boys and 44% of girls said 
that reading was their hobby (OECD, 2019a, p. 32). Kazakhstan was among the 
countries where reading for pleasure was declining and where differences between 
boys and girls were statistically significant (OECD, 2019a, pp. 31–32). 

Learning new languages on an unconscious level is much easier for children 
than for the adults who learn the new language on conscious level. “…you did not 
have to translate when you were small. If you were able to learn your own language 
without translation, you should be able to learn a foreign language in the same way” 

(Stern, 1970, pp. 57-58). However, according to the ideas of Jean Piaget –formal 
operational approach starts from the age of 12 till adulthood. This is a final stage of 
Piaget‘s cognitive theory of development, which indicates that children at the age of 
12 start to think abstractly and such abilities as logical thought, deductive reasoning, 

and systematic planning occur and emerge during formal operation. Thus, English 
proficiency reading skills among young learners are under great interest to examine.  

The next factor deals with the nature of the languages among the bilingual and 
monolingual students in Kazakhstan. Kazakh and Russian both have a shallow or 

transparent orthography, which is characterized by a one-to-one correspondence 
between graphemes and phonemes – as opposed to a deep or opaque orthography, 
e.g., that of English and French, where this correspondence is far less clear-cut. 
Researchers assume (Hanley et al., 2004; Seidenberg, 2013, pp. 337–338) that 

children who speak languages with a shallow orthography start to read and pronounce 
words correctly earlier than those who grow up with English as their native language. 
In shallow-orthography languages, comprehension comes later, whereas in deep–
orthography languages meaning comes first and then appropriate pronunciation. Other 

studies (Everatt et al. , 2004; Perfetti & Liu, 2005) indicate the deficit of phonological 
awareness, which could cause difficulty in literacy skills in non–transparent–
orthography languages. 
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2.6 Factors affecting students’ reading achievements in mother tongue and in 

EFL 
 

In reading foreign language, a motivation is a key component as it closely connects to 
the reading skills. Ríos & Valcárcel (2005) claim that while learning a foreign 
language the teacher has to know what the students‘ interest are in order to get enough 
input to young language learners. Protacio (2012) differentiates five factors 

influencing and plays an important role of motivation in English reading process as a 
foreign. The first one is a social cultural environment which means how the society 
and culture influence young language learners (parents‘ reading motivation, 
interaction with friends promote reading motivation). The second one is an integrative 

orientation – English Learners (ELs) use reading as a way to form bonds with their 
American, England, Canadian peers and learn more about their new culture 
(immigrants, foreign friends can talk to their peers, affiliate to them). Protacio (2012) 
says, “Reading can be a way for ELs to learn more about their new environment and 

allow themselves to be more familiar with American culture”. The third one is an 
instrumental in this phase vocabulary, general knowledge, word buildings integrate 
via reading in English by language learners. The fourth is the perceptive competence 
(perception of students‘ English abilities) and the fifths is reading materials. The 

researcher suggests that the teacher and parents have to know their child‘s choices and 
interests through the way of communication. 

Thus, Bowen and Marks (1994, p. 45) suggested seven strategies of reading 
while learning English as a foreign. The first is the sensitizing stage where the aim is 

to provide the reader with unfamiliar words, new structures, complex, or obscure 
sentences. The second is inferring which means to define the meaning of unknown 
elements with the use of syntactic, logical, and cultural clues. The third stage names 
prediction that implies confirmation of expectations accompanied the reading with the  

images, pictures, charts, etc. Skimming and scanning are the fourth and the fifth 
stages. Skimming means getting general idea of the text and scanning focuses on the 
specific information. Extensive reading (reading for your own pleasure without 
understanding every word) is the sixth stage, and intensive reading the act of reading 

short texts, pointing out some specific information) refers to the last stage. The order 
and the sequence of each stage depend on individual differences of the reader and can 
vary due to proficiency level.  

Interestingly, Vygotsky‘s theory Zone of Proximal Development (ZPD) points 

that children should value this proficiency level or input their surroundings for 
instance, parents, friends, peers, etc. In addition, Vygotsky‘s ZPD has mentioned 
another aspect referring to the thinking process in reading where the student is readily 
prepared to solve some cognitive process but requires support and social interaction 

for further development. Thus, teacher, parents, peers, or other stakeholders are able 
to provide support or ―scaffolding‖ to the students in order to evolve understanding 
and development of complex skills and knowledge in a certain domain. Collaborative 
learning, discourse, modeling, and scaffolding are strategies for supporting the 

intellectual knowledge and skills of learners and facilitating intentional learning.  
 
 

2.7 Attitude towards reading 

 
Attitude towards reading mainly depends on learners‘ psychological state of mind and 
emotions (McKenna, 2001; Smith & Li, 2020). Attitude is defined as the 
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―predispositions to respond in a consistently favorable or unfavorable manner with 
respect to a given object‖ (Cunningham, 2008, p. 20). A learner‘s attitude can change  
due to environmental influence, conditions, interests and peers‘ motivation and 

influence, or the way the person currently feels. The ―object‖ in the definition can be 
a thing, process or behavior, which has a direct or indirect effect on attitude with 
respect to a learner‘s personal experience and belief towards the object and the norms 
for this object in society (McKenna et al. 2012, p. 284). Reading attitude is an 

affective domain (Kush, Watkins, & Brookhart, 2005; Smith, 2011; Yamashita, 2004, 
2013), which includes feeling, thought, belief and intention (McKenna et al., 2012; 
Yamashita, 2004, 2013). These constituents make up the basic construction of 
meaning. 

No doubt regular reading activity can positively influence reading attitude and 
motivation, and a positive attitude towards reading supports reading achievement in 
the future (Ellis, 2005; Grabe, 2009; Yamashita, 2013). Researchers (McKenna & 
Kear, 1990; Smith, 2011; Stanovich, 2000) have shown that primary school learners 

show a positive attitude towards recreational and academic types of reading. Although 
when the students move to middle school, their attitude to reading becomes less 
positive and drops up significantly. Therefore, a teacher‘s instruction and skillful 
scaffolding in the classroom context, parents‘, and peers‘ motivation in reading in and 

outside of school should be underpinned, albeit this takes great effort and cooperation 
on the part of teachers, parents and other stakeholders.  

In general, most research studies (Kush, Watkins, & Brookhart, 2005; 
McKenna, 2001; McKenna et al., 1995, 2012) confirm that girls usually have a 

positive attitude towards reading and achieve better results in reading than boys. 
International survey assessments, such as PISA and PIRLS, report that girls prefer to 
read more frequently outside of school than boys, which may be tied to the higher 
positive rate in reading attitude among girls, whereas boys‘ negative attitude towards 

reading is thought to increase in middle school and becomes clear in the upper grades. 
 

2.7.1 The impact of attitude on achievement 
 

There are many discussions as to whether reading attitude affects reading 
achievement or whether it is mostly the other way round. Researchers (Cunningham, 
2008; Kush, Watkins, & Brookhart, 2005; McKenna, 2001; McKenna & Kear, 1990) 
have demonstrated that the affective domain – i.e. attitude – could affect reading 

attainment positively if reading activity is well developed. However, poor reading 
skills and constant failures in reading achievement could negatively influence 
learners‘ attitude towards reading activity. Hence, this negative feeling could increase 
negative attitude in reading as the learner grows older (Kush, Watkins, & Brookhart, 

2005; McKenna, 2001; McKenna & Kear, 1990). Although some researchers (Csapó 
& Nikolov, 2009; Nikolov & Csapó, 2010, 2018; Smith, 2011; Wigfield, Gladstone, 
& Turci, 2016) state that reading for pleasure and enjoyment can develop a positive 
attitude in reading, this only applies in an effective classroom context with 

appropriate instruction. 
Some researchers (Ellis, 2005; Kush, Watkins, & Brookhart, 2005; Schatz & 

Krashen, 2006) assume that if the relationship between reading attitude and reading 
achievement is moderate and/or weak, this is not because of students‘ negative feeling 

towards reading, but because of a lack of practice and poor abilities in reading, which 
cause difficulties in achievement. However, other researchers (McKenna et al., 2012; 
Mullis & Martin, 2019, 2021) claim that a positive attitude in reading could affect 
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high achievement in reading. While yet other researchers (Graham, Berninger, & 
Abbott, 2012; Smith, 2011) maintain that reading attitude is primarily influenced by 
reading achievement. Hence, reading attitude and reading achievement could impact 

each other in the reading process. 
Although Stanovich (2000) assumed that attitude and reading achievement, 

have double effect and influence each other, which could foster further learner‘s 
individual experience in reading process and/or extensive reading. It is obvious that 

regular reading activity provides proficiency level of the learner in the reading 
process, increase literacy, gain knowledge, and achievement in language and a certain 
field as not all poor performers have negative attitude in reading. Most of these poor 
performers are suffering from several factors such as essential classroom instruction, 

book accessibility, free choice of the books in order to increase intrinsic motivation 
from the children, etc (e.g., Day & Bamford, 2002; McKenna, 2001; Yamashita, 
2004, 2013). The teacher should determine and put careful attention on individual 
differences of the learners as one of the essential factors, which could positively 

influence reading achievements and relate to further perspectives and success in 
reading. 
 
 

2.8 Reading strategies and abilities of bilingual and monolingual 

 
As reading is a cognitive ―unidirectional process‖ (Gough, 1972 as cited in Kong, 
2006) depicting meaning through the letters to the comprehension, which involves 

several psycholinguistic functions as well. This complex process requires from the 
reader to utilize new information from the text regarding his or her background 
knowledge, language proficiency, linguistic features, vocabulary, semantic , and 
syntactic structures (Alsheikh & Mokhtari, 2011; Goodman, 2014; Lau & Chan, 

2003). As during this cognitive, thinking process, a skillful reader implements a 
number of metacognitive reading strategies necessary for successful reading 
comprehension. Researchers determine (Alderson, 2005; Carrell, 1998) that these 
metacognitive reading strategies are usually being used both in the native language 

and in the second or the foreign language reading and are being contributed and 
supported reading comprehension in L1, L2 or EFL. Although some researchers 
(Kong, 2006; Parry, 1996; Zhang, 2001) claim that, different language scripts need 
different reading strategies regarding their writing systems and ―literacy experiences‖ 

(Parry, 1996, p. 665). 
Many researches towards reading domain refer reading process to the 

cognitive interaction of the ―reader, the text, and the context‖ (Sheorey & Mokhtari, 
2001). Sheorey and Mokhtari claim that later on, in order to understand the meaning 

of the text usefully, the reader has to ―utilize metacognitive knowledge and must 
invoke conscious and deliberate strategies‖ (Mokhtari & Sheorey, 2002, p. 3). They 
also claim that the ―metacognitive knowledge‖ of the reader has a number of reading 
strategies that affect the cognitive process of reading (Sheorey & Mokhtari, 2001). 

Reading strategies play significant role in performing the tasks and define one 
of the main parts for students‘ better comprehension. Researchers define that reading 
strategies are among the substantial components of the text comprehension and the 
adequate knowledge recognition necessary for successful ―interpretation of the 

meanings communicated in the text‖ (Van Gelderen et al. , 2004, p. 19). Ríos & 
Valcárcel (2005) determined ―Reading strategies are associated with different aspects 
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of language learning and cognitive processes, and the effects can only be observed if 
reading becomes a habit.‖ in the way of learning English language. 

The improvement of learners‘ reading skills requires the implementation of 

effective reading strategies in the learning process therefore, it is necessary to know 
and define what reading strategies the reader uses and how he or she applies them 
during the reading process (Sheorey & Mokhtari, 2001). Many researches towards 
reading domain refer reading process to the cognitive interaction of the ―reader, the 

text, and the context‖ (Sheorey & Mokhtari, 2001). Sheorey and Mokhtari claim that 
later on, in order to understand the meaning of the text usefully, the reader has to 
―utilize metavognitive knowledge and must invoke conscious and deliberate 
strategies‖ (Sheorey & Mokhtari, 2001). They also claim that the ―metacognitive 

knowledge‖ of the reader has a number of reading strategies that affect the cognitive 
process of reading (Sheorey & Mokhtari, 2001). 

Reading strategies play significant role in performing the tasks and define one 
of the main parts for students‘ better comprehension. Researchers define that reading 

strategies are among the substantial components of the text comprehension and the 
adequate knowledge recognition necessary for successful ―interpretation of the 
meanings communicated in the text‖ (Van Gelderen et al., 2004, p. 19). The 
improvement of learners‘ reading skills requires the implementation of effective 

reading strategies in the learning process therefore, it is necessary to know and define 
what reading strategies the reader uses and how he or she applies them during the 
reading process (Sheorey & Mokhtari, 2001). Researchers and educators determine 
that strategies are the ―intentions of the reader‖, ―skills under consideration‖ used as 

the ―tools‖ (Afflerbach, Pearson, & Paris, 2008, p. 366; Paris, Wasik, & Turner, 1991, 
p. 611 as sited in Carrell, 1998, pp. 1-2) to compose the ways towards achievement of 
the goal. Reading strategies are certain tactics that readers use while performing the 
tasks in reading. It is claimed that skillful readers apply more sophisticated strategies 

than less skilled. Although in the process of reading, strategies are widely used both 
by skilled and unskilled readers. However, the variability, appropriateness, and the 
frequency of the strategies depend on several factors such as background knowledge, 
experience, skills and the usefulness of teaching instruction. 

Lien (2016), points out that influence of several factors ―such as cognitive, 
sociocultural, language aptitude, age, and affective factors‖ (p. 125) can prevent on 
achievements of foreign language learning and the learning process in itself.  
Concluding that low anxiety in reading predicts a better performance in learning 

foreign language and high anxiety derives low output in learning EFL. She also adds 
―…metacognitive reading awareness and strategy instruction are vital to achieve 
effective EFL learning and to reduce the anxiety of EFL readers‖ (p. 132). 

To support Lien‘s observation of learning a foreign language Anderson 

(2003), denotes that according to ―strong metacognitive skills empower second 
language learners‖ (p. 21) and presents five components of metacognition for 
effective reading such as (1) preparing and planning; (2) using particular reading 
strategies; (3) monitoring strategy use; (4) orchestrating various strategies (5) 

evaluating various strategies. He also explains that the revealed components cannot be 
used separately and one after another as all the mastery is definitely depends on the 
teacher (as he instructs), at first, and the learners as well. The appearance of several 
metacognitive features can be revealed at once or further the idea suggested Anderson 

that the strategies of metacognition should be in the active circulation as ―This 
empowerment not only improves learning but also transfers to other aspects of the 
students' lives‖ (p. 22). 
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August et al. (2018), explore two ways of instructions while examining 
Spanish students of the second grade learning English as a foreign. In order to 
increase vocabulary in English language (EL) among young learners they offer four 

types of words (concrete cognate, concrete non-cognate, abstract cognate, and abstract 
non-cognate) were pronounced and checked separately using ―embedded and 
extended instructions‖. Finally, findings showed that extended instructions build up 
better preparation and opportunity in ―vocabulary acquisition‖ then the embedded 

instructions.  
Another findings represented (Bellocchi, Tobia, & Bonifacci, 2017) 

longitudinal study on a transparent language while conducting an experience of 
reading abilities and comprehension among children of bilingual and monolingual 

language background. In the role of the transparent language was an Italian language 
as a foreign one (L2) for the children studying L2 at school. Both monolingual 
children (Italian), and bilingual (here the researchers explained that because of high 
immigration rate such nationalities as Albanian, Russian, Serbo-Croat, Spanish, 

Swedish, Finnish, Romanian, Urdu, Moroccan, and Sudanese) should have to do the 
test referred to reading achievements of decoding and comprehension skills in Italian. 
All children were doing the same test in Italian language (1 and 2 grades students), in 
conclusion the results showed that bilingual learners morphosyntactic comprehension 

would be the most crucial predictor for developing reading comprehension skills. 
Monolingual children performed better than bilingual did but the findings suppose 
that after 2 years of studying L2 the achievements of monolingual and bilingual 
learners can be the same as the decoding and comprehension skills are aligned  

(Bellocchi, Tobia, & Bonifacci, 2017). 
In addition to the proficient reading in English as a foreign some researchers 

suggest to pay attention to the instructional point and early intervention as these 
components will be significant factor in developing and promoting further reading 

skills and comprehension. For instance, Grimm, Solari, and Gerber (2018) denote that 
early intervention and instruction is necessary in the middle school, as their findings 
have revealed that the development of English language is not promoting and stays at 
the same positions when the students go to the eighth grade (Spanish minority 

students were investigated in California while learning English as L2). Moreover, 
they also suggest that early studying of vocabulary skills in English and Spanish 
(mother tongue) only positively affect to the deve lopment of English language. 

 

 

2.9 Motivation in reading comprehension 
 
As motivation can be among central issues of reading comprehension Snow (2002) 

claims that in order to understand the improvements in reading comprehension a 
research agenda should be developed where a number of ―most-pressing issues‖ are 
shown. Of course the issues of reading comprehension should be engaged and be in a 
tight relationship with motivation as Verhoeven and Snow (2001), think and consider 

that literacy, thinking, and motivation are very closely connected to each other and 
cannot be observed separately. They depict that the crucial role in reading 
comprehension and literacy play talented teachers who help to motivate and engage 
children to read books in order to be literate as via literacy a child is able to think, 

shares ideas, constructs and builds up questions, argue and presents his or her own 
points of view, and interact with the society. Verhoeven and Snow (2001) claim that 
library is playing a significant role in the process of reading literacy and the support in 
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reading development. For example, in the USA, the organizations like Reach Out and 
Read (ROR), Reading Is Fundamental (RIF) motivate people into the reading process 
– they give books to children to read for free as well as prescribe a list of the books, 

the parents have to read. 
Researchers (Grellet, 1981; McLaughlin, 2012) confirm that motivation plays 

an important role in reading comprehension because engaged readers pursue to find 
new or specific information as mostly they have an intrinsic motivation for the 

material they are interested in and would like to share and talk this knowledge with 
their peers because mostly those readers read for pleasure. In addition, the literature 
also defines that while people are reading they usually make predictions, which they 
further check and/or accept. 

Guthrie et al. (2007), think that if the person is not aware with the text he 
cannot understand it by chance therefore, a constructive explanation is important in 
the process of reading activity as students have to understand the meaning during the 
reading process as ―… reading motivation relates to reading comprehension growth‖ 

(p. 283). They also devote reading motivation to the man‘s goals and beliefs has a 
great impact on the person‘s performance, communication, and understanding of the 
text which can be revealed as the feature of correlation of motivation and cognitive 
processes in the comprehension. Wigfield (2004), suggests the domain-specific 

approach to reading where he explains several features and factors influencing the 
process of reading and divides reading motivation into several aspects such as (1) 
competence and efficacy beliefs; (2) achievements, values, and goals; (3) social 
aspects of reading. Wigfield claims that the research of reading and motivation should 

be examined in relation with cognitive skills as an achievement of child‘s literacy 
directly depends on the frequency and performance of the reading process. Likewise, 
this depicts that instruction, and clear explanation of necessity to read should be 
among main indicators of motivational reading.  

 

2.9.1 Motivation as a key component to learn English 
 
English proficiency reading skills among young language learners is a widely used 

language in the world, because as English is an international people knowing and 
speaking in English language as a foreign will provide an opportunity to interact with 
foreigners under the basis of their reading literacy. In addition, Ríos and Valcárcel 
(2005) define that while learning a foreign language the teacher has to know what the 

students‘ interest are in order to get enough input of young language learners. For 
instance, Protacio (2012) differentiates five motivational factors influencing in 
English reading process as a foreign language.  

First, social cultural environment (surrounding and society) influences 

person‘s ability to learn and know more. Second, integrative orientation, which means 
the way of making friend with foreign peers, while learning a new language or 
integrating into a new culture, affect significantly on motivation. Third, an 
instrumental motivation, when the learners realize the importance of reading as they 

start to understand that reading will provide them the information of learning. The 
forth is perceptive competence which is related to students‘ abilities to motivate them 
to read in English. The fifth is reading materials not only teachers but also the parents 
themselves have to be interested in what their child is reading or has read as this 

creates interest that is also pays an important part in motivation of reading literacy. 
Another interesting finding towards motivation and learning English as the 

foreign language Kiss and Nikolov (2005) revealed that 12-year-old learners‘ 
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performances on aptitude, and proficiency tests in English from ten schools. In three 
schools, the results of aptitude scores were a little bit higher and sometimes equal, 
whereas in another schools , the proficiency results were higher. They concluded that 

this tendency was because of the quality of teaching, teaching process as well as 
lower motivational level to learn English, and even negative influence of the parents 
(educational level) could cause this problem (Kiss & Nikolov, 2005). Moreover, they 
examined children‘s relationship between motivation, aptitude test and the test of 

proficiency and there they discovered that the motivation scores were the highest 
among proficiency and aptitude tests thus, they came to the conclusion that this is also 
proved that the way of teaching (less quality) or the process in itself should prevent 
children be proficient in English. Further, the scholars would like to explore whether 

the length and time of foreign language learning play a significant role for children in 
performing English language tests as a L2/FL or not. Thus, we may suppose that this  
crucial point in learning the language as a ―raw‖ material should be in motivation and 
embedded in active teaching process in order to engage young learners to be 

proficient.  
 
 

2.10 Reading habits 

 
Reading as one of the best ways of gaining the knowledge and effective process of 
leaning requires constant study and experience. This ―intellectual action‖ (Fisher, 
2001) should be formed by the habit or reading habit, which is necessary to develop 

from the early school age and practice further in the later age. The basis for reading 
habits could start from the opportunity to reading books and the abilities to learn 
world through reading. Reading habits and the love to reading increase reading 
literacy, regular reading activity has a great impact on people‘s general knowledge 

such as vocabulary, speaking and communicative skills (Cain & Oakhill, 2011; Schatz 
& Krashen, 2006). The development of reading skills among young language learners 
in mother tongue and English as a foreign language can operate in both directions 
(e.g. Bialystok, 2002; Koda, 2007, 2012; Verhoeven, 2007) because the learners‘ 

previously acquired resources accelerate mastering new skills.  
Researchers highlight that if the reading habit is formed ―since childhood‖ and 

practices further then it successfully facilitates and benefits ―studying skills‖ in 
academic achievements (Issa et al., 2012, p. 471). This is because ―Reading strategies 

are associated with different aspects of language learning and cognitive processes, and 
the effects can only be observed if reading becomes a habit.‖ (Ríos & Valcárcel, 
2005). Therefore, from the young age in childhood, it is sufficiently important not to 
lose the opportunity to read for pleasure and make this kind of activity a hobby as this 

could be a solid baseline for literacy development and a source of knowledge. 
Regarding Zwiers (2010, p. 4) is convinced that reading habits refer to the ―automatic 
and unconscious‖ activities which are required to comprehend the text material. He 
compares reading habits with reading strategies and highlighted several reading habits 

concerning strategies for quick and clear comprehension of the text material. In 
addition, Zwiers (2010) claims that reading habits are based on the level of well-
developed reading literacy which is related to the parents‘ level of literacy, ―easy 
access to books, good teachers‖ (p. 3) for further automatic reading proficiency 

habits. Literature determines that girls read more than the boys (OECD, 2017), 
however, certain evidences showed that gender difference is related to reading 
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materials where girls mostly read emotional books and boys prefer adventure and 
science fiction to academics (Zwiers, 2008, 2010). 
 

 

2.11 Reading assessment frameworks 
 
Pourcin et al. (2016) assume that ―both oral comprehension skills and word-level 

reading skills are required. The process of comprehension is largely amodal: that is, it 
is similar regardless of mode of presentation (written or oral)‖ (p. 24). This means that 
reading literacy requires not only reading skills in the written form, but also listening 
skills, as the person obtains oral information through communication while interacting 

with society and/or digital online resources, such as TV, Internet and mobile phones. 
Thus, decoding, understanding, applying, evaluating, and interacting are the main 
features in the reading assessment framework. In later childhood, readers need to be 
―fluent in decoding and recognizing words, continually expand their vocabulary and 

knowledge base, and learn to use elaborate cognitive strategies to make inferences 
and analyze text critically‖ (Wigfield, Gladstone, & Turci, 2016, p. 190). 
Furthermore, Wigfield et al. (2016) consider reading literacy as vitally important in all 
areas of life, since being proficient in reading leads to success in life. This has also 

been confirmed by Hulme and Snowling (2013), who assert that ―learning to read is a 
key objective of early education and difficulties in learning to read can have serious 
adverse consequences‖ (p. 1). Consequently, delays in reading development reduce 
literacy and may cause obstacles for student achievement, ways of thinking and/or 

problem – solving. Hence, regular monitoring and appropriate assessment frameworks 
are necessary to develop reading skills and literacy. 

Thus, numerous frameworks have been widely implemented in the assessment 
process since 2000, in PISA surveys. Reading in PISA 2018 (OECD, 2019) mainly 

focuses on reading skills and literacy levels among15-year-old students and is referred 
to as ―global competency‖, where challenges in learning outcomes are ―attainable‖ for 
children even from low SES. PISA 2018 defined reading literacy as ―understanding, 
using, evaluating, reflecting on, and engaging with texts in order to achieve one‘s 

goals, to develop one‘s knowledge and potential, and to participate in society‖ 
(OECD, 2019a, p. 34). However, between 2009 and 2015, reading as a cognitive 
process was defined as an ―aspect‖, but the ―aspect‖ was changed to a ―cognitive 
process‖ in 2018 (OECD, 2019a). 

The National Assessment of Educational Progress (NAEP), another reading 
framework, defines a reading framework as an ―active and complex process‖, where 
students need to ―understand the written text, develop and interpret the meaning, and 
use the meaning appropriate to the purpose and situation‖ (Wixson et al., 2013, p.  

101). The NAEP reading assessment framework describes several aspects for 
assessing the reading domain. The first evaluates reading comprehension (with 
learners answering the question after they read the text in English). The second 
measures the meaning, so the text and passages will not be read aloud to the students. 

The third is formed under the ―Governing Board policy‖, which indicates that primary 
attention should be paid to students‘ achievement and not to supporting ―a particular 
pedagogical approach‖ (Wixson et al. , 2013, p. 100). 

The International Association for the Evaluation of Educational Achievement  

(IEA) launched the Progress in International Reading Literacy Study (PIRLS) survey 
in 2001, which examines the reading framework in the description of the curricular 
standards of a participating country and the instruction methods. Participants of 
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PIRLS are fourth graders, and comprehension of the written text is evaluated in terms 
of the ―purposes [of reading] – literary and informational – by four comprehension 
strategies (retrieval, inferencing, integrating and evaluation)‖ (Mullis, 2019, p.  1). A 

pivotal aspect of the PIRLS survey brings into focus the term ―reading literacy‖, as 
well as the foundation of students‘ individual development and academic success, 
which validate the instruction, curriculum, and standards of the educational program. 
The framework concentrates on identifying and exploring three dimensions in reading 

literacy: ―processes of comprehension, purposes of reading and reading behaviors and 
attitudes‖ (Mullis & Martin, 2021, p. 2).  

A more complex reading framework was devised for diagnostic assessments in 
the first six grades of primary school (Csapó & Csépe, 2012). It aims to evaluate the 

development of reading skills in three dimensions (psychological, application and 
content). P ivotal attention is paid to the psychological aspect, albeit application and 
content are significantly linked to the former. The main idea of the diagnostic reading 
framework is to explore ability and apply knowledge outside of school as ―cultivation 

of the intellect and the fostering of thinking skills‖ (Csapó et al., 2012, p. 193). This 
framework recommends teachers monitor and facilitate students‘ development, 
especially in some often-neglected cognitive processes, while an online assessment 
system (i.e., the eDia, see Csapó & Molnár, 2019) supports them in carrying this out 

in their daily teaching practice. Thus, several research reports have drawn conclusions 
and provided recommendations for further development on reading assessment in 
terms of a number of reading skills and abilities. 

Other approaches, such as the Elementary Reading Attitude Survey (ERAS), 

also consider affective issues and assess reading attitudes among primary pupils 
towards recreational and academic reading. A survey conducted by McKenna and 
Kear (1990) is essential for teachers, parents, school librarians and the learners 
themselves as it provides information on students‘ preferences, opinions and beliefs as 

regards the reading process, types of reading and reading activities. The earlier 
teachers, parents and other stakeholders know about those student preferences, the 
more appropriate intervention for planning reading instruction can be applied to 
facilitate reading process. 

National Literacy Trust Survey (NLTS) reports an assessment of children and 
young people‘s reading habits, and preferences in primary and secondary schools in 
the United Kingdom. The results, published in 2005, established that reading for 
pleasure facilitates reading habits. However, reading enjoyment tends to decrease 

among young learners. The report concludes that teachers, parents, literacy 
researchers and other stakeholders should create a reading process culture in school to 
encourage all children to become enthusiastic readers, as well as to provide support 
for reading preferences, habits and processes in the classroom and outside of school 

(Clark & Foster, 2005, p. 93).  
The National Reading Research Centre (NRRC) at the University of Maryland 

and University of Georgia (Alvermann & Guthrie, 1993) focuses on four main 
programs of instruction, learning, assessment, and professional development. These 

programs aim to improve literacy in secondary schools in the US and are committed 
to creating curricula beneficial for both teachers and researchers. All these projects 
include several aspects and concepts in the reading domain. Reading instruction 
distinguishes ―literature and early reading, comprehension and cognitive strategies, 

knowledge – rich context, and social contexts of literacy instruction‖ (Alvermann & 
Guthrie, 1993, p. 129). Learning has three directions as ―emergent literacy and 
language development, motivation for reading, and learning subject matter from text‖ 



31 
 

(Alvermann & Guthrie, 1993, p. 130). Assessment attempts to answer two main 
questions: (1) How do ―traditional standardized reading tests and performance-based 
reading assessments‖ compare? (2) How do ―performance-based reading 

assessments‖ influence the ―instruction and learning of children‖ that have trouble in 
reading? Professional development is combining instruction, learning, and assessment 
―in literacy-related activities must engage teachers as well as learners‖ (Alvermann & 
Guthrie, 1993). Therefore, this reading framework assesses both teachers and students 

to create instructional programs for future success in the reading process combining 
cultural, cognitive, social, motivational, and affective factors to effect significant 
changes in reading instruction in the classroom context.  
 

 

2.12 Reading and writing  
 
Reading and writing are two dynamic phenomena where critical thinking is the main 

element. Gebhard et al. (2013) define reading and writing relationship as the complex 
possess of person‘s individual perception, thinking ability, and community. Some 
researchers determine that reading and writing have ―dual-identity‖ (Ehri, 2000; 
Perfetti, 2007). Furthermore, researchers declare (Hayes 2000, 2012; Hayes, 

Waterman & Robinson, 1977) that reading and writing are cognitive mechanisms 
because during these processes – a “map” appears from speech to script and/or from 
script to speech. Although some scholars assume that reading and writing skills are 
“two sides of the same coin” (Ehri, 2000; Perfetti, 2003) because these processes 

need comprehension while decoding (reading) and encoding (writing) the 
information. Another important issue of reading and writing is their relationship and 
interaction that play one of the significant roles in the process of language learning. 
However, researchers claim (Cumming, 2013; Hirvela & Du, 2013; Koda, 2007; 

Nikolov & Csapó, 2010) that this interaction is possible if a person has a certain 
proficient level in the heritage language. Thus, while transferring these skills from 
mother tongue or native language (L1) to the target language (L2) or a foreign 
language the learner‘s language level should be well-developed. Jim Cummins (2002) 

called this process a ―threshold hypothesis‖, as the learner has already achieved ―the 
level of competence‖ in L1 and has less ―threshold‖ in L2.  

Literacy in reading and writing is extremely essential for the society and the  
people‘s abilities to read, write, understand, apply, cooperate, or interact the written 

information. For example, Chall (1996 as referenced in Snow, 2006, p. 4) claims that 
literacy is sustained by the quality of instruction, which is pivotal for successful 
progress in reading and writing. Kramsch (2020) determines ―literacy‖ as the core of 
communication where reading and writing, comprehension and practice, culture, 

language and society, competence and individual differences are in close interrelation 
and connection. Universal Grammar of Reading (Perfetti & Liu, 2005) defines 
reading as a ―linkage‖ between language and the writing system. Besides, writing 
system depends on the language, which firstly being discovered through the spoken 

and/or the sound element (phoneme, morpheme), and then, encoded in the written 
form. In this period, an early intervention and instruction for further development of 
reading and writing skills are required. This intervention should be in mother tongue 
as researchers (Grimm, Solari, & Gerber, 2018; Wolf, 2008) assume that development 

of reading and writing components starts at the age of nine and is expected to be 
completed by the age of fifteen.  
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Assessment of reading and writing skills is among main approaches and the 
core issues to determine the level of knowledge, language lexicon, and literacy in 
general. Chomsky in Universal Grammar (UG) divides the lexicon in lexical and 

functional categories, where the former has the ―content‖ words, and the latter – 
―grammatical‖ (as cited in Mitchell & Myles, 2004, p. 54). These categories, as 
―content of words‖, and ―grammatical structure‖ should be well developed in L1 of 
the learner, so they could contribute to the outcomes in L2 (see e.g., Courtney et al., 

2017; Sparks, 2012). In the assessing process the knowledge and the level of reading 
and writing skills can be noticed in learning L1 language and then further in L2, 
where the achievements of L1 has a key component in the development of L2. The 
theory in testing and evaluating reading and writing skills in language learning 

assumed to be frequently implemented and focused contextually in several studies 
(Carreira, Ozaki, & Maeda, 2013; Nikolov & Csapó, 2010; Wu, 2003). 

Testing process is actually showing the effect of implementing the models in 
education program where several factors, such as, knowledge of the content, 

language, classroom climate, teacher‘s role, examinees‘ individual differences can 
affect the outcomes. These factors could be permanent and affect the achievements of 
young learners in reading and/or writing in L1 and L2, where vocabulary and the 
knowledge of words are essential.  Moreover, researchers claim ( Mullis et al. , 2007; 

Netten, Droop, & Verhoeven, 2010; Verhoeven, 2000) that second language learners 
may have several difficulties in reading literacy skills while learning the language 
because of school instruction. Likewise, inappropriate instruction issue in the school 
can affect reading comprehension in the second language, such as English, which is 

not considered a home language for the learners. Thus, learner‘s individual 
differences in learning L1, L2, and/or EFL and while teaching or assessing reading 
and writing skills should be taken into account and investigated further in detail.  
 

 

2.13 Assessment of young learners’ reading skills 

 
Mundrake (2000) defines assessment as ―… the term currently used to describe all 

aspects of evaluation and testing‖ (p. 45). Bachman (2004) notes that assessment 
―…has come to be used so widely in many different ways in the field of language 
testing and educational measurement that there seems to be no consensus on what 
precisely it means‖ (p. 6). Ghaicha (2016) admits that assessment is in close 

connection with such terms as evaluation, measurement, and testing as they are ―used 
to gather information on student learning‖ (p. 212). Hence, ―assessment‖ can have a 
changeable role from evaluation, measurement, and testing to information of learning 
process. Regarding to Castleberry et al. (2016) ―Assessments used for learning are 

termed ―formative‖, while assessments of learning are termed ―summative‖ (p.  1). 
Castleberry et al. (2016) also mentioned that the right development of summative 
assessment could increase the abilities and works of instructors, students and the 
whole process in itself. 

García et al. (2014), identify that if teaching and learning have acquiring 
competences the assessment must determine. According to their understanding, 
teaching learning and assessment have a strong relationship because assessment 
influences to what is being learned and taught. Linn & Miller (2005), assume that 

assessment is ―the systematic and ongoing process of gathering, analyzing, and using 
information from multiple sources to draw inferences about the characteristics of 
students, programs, or an institution for the purpose of making informed decisions to 
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improve the learning process‖. McTighe & O'Connor (2005), confirm that 
assessments and grading system ―have the potential not only to measure and report 
learning but also to promote it‖. Well-organized assessment is just like ―…successful 

athletic coaches, the best teachers recognize the importance of ongoing assessments 
and continual adjustments on the part of both teacher and student as the means to 
achieve maximum performance‖ (McTighe & O'Connor, 2005, p. 11). They 
differentiate three types of assessment of evaluating students‘ achievements as 

summative, diagnostic (pre-assessment), and formative evaluations. Grading system is 
not enough for the teachers, systematic observation, attitude, regular survey of 
examinee‘s skills, and beliefs are important. Frequent feedback is necessary during 
the process of teaching and learning as this ―constructive‖ dialogue between student 

and teacher is significant for guiding the knowledge.  
Education system is one of the strategic factors of economical development of 

the country. School, teachers, parents, and other stakeholders have to know where the 
weak and strong sides of their education system, and how to make the application of 

the children‘s knowledge doable and possible. Csapó (2007) claims, ―what school 
knowledge comprises in reality and where real learning processes on the rote learning 
- meaningful learning scale can be placed‖ (p. 199). The ―meaningful learning scale‖ 
of learning should take into account while the assessment of education program, 

school, and the country as well.  The reforms that are organizing by the country in the 
sphere of education should be feasibly and benefits students-teacher-parents 
requirements (Csapó, 2007, 2010). OECD (2009) review framework defines the 
policy reflection of various components that are assessed and evaluated are teachers, 

students, school, educational system and the country itself ―the key aspect is to 
determine how the different components need to be interrelated in order to generate 
complementarities, avoid duplication, and prevent inconsistency of objectives‖. 

The program and the assessment of education system of the program has to 

meet information that needs at system level, monitor key outcomes of the education 
system, and maximize the use of system-level information. This means that the 
country and the educational organization have to be in a close connection in order to 
foresee the weakness of the problem and to minimize errors in the evaluation process. 

In the school evaluation, the assessment level has to align external evaluation of 
schools with internal school evaluation, provide balanced public reporting on schools, 
and improve the data handling skills of school agents. Concerning the assessment 
system of educational system of my hometown Kazakhstan has been starting to 

change the system of its educational system since 2010 as becoming a member of 
Bologna process, as taking part in Programme for International Students Assessment 
(PISA- 2009, 2012, 2015).  

To make the evaluation process more transparent and available usually the 

teacher is preparing a number of tests or is using some strategies of taking the exam 
then of course, the constructing test with a number of items should be carefully 
chosen and designed. Of course, the main goal of educational assessment for both 
teachers and students is not only to check but also to understand and be sure whether 

the material and new information is absorbed and ready to apply. Building up a well-
made test with a certa in set of clearly thought items is time-consuming. Stone (2001) 
identifies several points should follow the rule of writing the items while constructing 
a test. According to his viewpoint, a good item should ―provide a fair of evaluation of 

what an individual knows, all test items should be referenced from standard texts or 
journals, wider geographical representation in test writers assists in eliminating 
regional differences‖. Stone‘s philosophy claims that: ―Tests should be fair, reflect 
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essential special knowledge, and provide test-takers the best opportunity to 
demonstrate what they know. Tests should clearly differentiate between candidates 
with special knowledge from those that cannot demonstrate this ability‖.  

Regarding Osterlind (1998), ―An item is a single unit in a series or collection 
and is specified separately‖ (p. 22). Also in his book ―Constructing Test Items‖ he 
represents his nomenclature of constructing test items where such terms as 
constructed-response, correct response, dichotomously scored, distractor, examinee, 

foil, graphic, item format, response alternative, response, selected-response, stem, 
stimulus, test item, test taker, and text are among crucial (p. 22). The most frequently 
formats in Osterlind‘s viewpoint of constructing test items are multiple-choice, true-
false, matching, sentence-completion, and short-answer. He also points that test item 

is not a question because an item expects a number of formats and thus, cannot be 
only interrogative but also ―some of which are not interrogative‖ (p. 22). 

Reja et al. (2003) identify that close-ended items have higher percentage for 
answer than open-ended items because in close-ended format respondents see ―the 

alternatives offered on the close-ended forms, whereas on the open-ended question 
they produced a much more diverse set of answers‖ (p. 159). Further, Reja et al.  
(2003) explained that they also added some open-ended items into the close-ended 
because during their survey they found out that most of the open-ended items were 

blank or have not significant and short answers.  Therefore, we consider that to 
construct and build a good-designed test that can meet a great number of requirements 
and be flexible is the test-maker‘s talent and creativity. In case of assessing students‘ 
educational knowledge, various formats of items should be included such as multiple 

choice, true or false, close and open-ended items.  
From 2003, all students of compulsory, private and public schools in 

Kazakhstan have to pass Unified National Test in order to enter university and 
graduate secondary education. This final exam has the main criterion whether the 

students goes to take further education or not. Four main subjects were obligatory for 
every students and the student himself according to his interests and trends will 
choose the last fifth subject. In Kazakhstan, we have two types of schools – Kazakh 
and Russian, this happened because Kazakhstan was a part of Soviet Union till 

December, 1991. The result of this most Kazakh people can speak Russian fluently. 
Four obligatory subjects were Kazakh as a mother tongue, Russian as a second 
language of interethnic communication for students where Kazakh language is a form 
of teaching, Mathematics, and History of Kazakhstan. A bsolutely the same subjects 

are passed by Russian students or the students where the form of teaching is Russian 
the difference was in languages Russian as a mother tongue, Kazakh as second 
foreign compulsory language.  

Researchers (Davison & Leung, 2009; Nikolov, 2016; Roever & McNamara, 

2006) claim that assessment in EFL among young learners is one of the complicated 
and complex processes, which significantly depends on beneficial relationships in the 
classroom. The skills, measuring in the assessment process will help the teacher to 
facilitate the effectiveness of teaching and learning activities towards students and 

clearly diagnosis the level of language of the students. Likewise, the literature 
emphasizes (Black & Wiliam, 2018; Nikolov, 2016; Rixon, 2016) that while reporting 
the strengths and weaknesses of young learners in English as the foreign, the research 
in classroom climate context, engagement, teacher, and peer support are crucial. Thus, 

for instance, Rixon (2016, pp. 20-21) claims that assessment for learning should lead, 
manage, and develop young learners‘ language skills and abilities in EFL as the main 
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role of assessment among young learners in the classroom context are to increase the 
quality of teaching and learning EFL. 
 

 

2.14 Classroom climate and engagement  

 
Reading is a fundamental basis for academic achievements of the students and one of 

the core skills in teaching and learning languages. It is necessary to enhance 
engagement of young learners because a certain positive extent of engagement 
increases students‘ attention and motivation (Klem & Connell, 2004; Marks, 2000). 
Furthermore, literature identifies that students with high level of engagement have 

high achievements in learning than those who are disengaged (Fredricks, Blumenfeld, 
& Paris, 2004).  

For instance, Woolley (2011, p.  148) determines that engagement in reading 
requires ―deep involvement‖ from the reader and could be observed by behavior, 

attention, and interest. However, behavioral involvement cannot be cognitive and 
motivational as the reader may think of something else while reading. Thus, reader‘s 
behavioral engagement to reading requires volitional control, which maintains 
engagement besides internal and external obstacles during reading process. Although 

literature underlines that volitional control could also relate to self-determination of 
individual. This volitional control and wiliness to read mostly depend on the learner‘s 
behavioral factors and interests to comprehend learning material. Many researchers 
(Baker, Dreher, & Guthrie, 2000; Snow, 2002; Zimmerman, 2000a) claim that if the 

reader is showing a great desire and interest towards reading material the engagement 
can be deep and does not require full involvement in understanding reading material 
because the reader has already been motivated intrinsically. However, in case the 
learner is not motivated cognitively and behaviorally teacher‘s interaction with the 

learner is significant (Woolley, 2011, pp. 148-149). 
In the classroom context where the relationship between teachers and students  

is inevitable, the interaction of classroom emotional climate in the school impacts 
learning process of children and in this case researchers consume that engagement 

mediates between classroom climate and student‘s outcomes (Ryan & Patrick, 2001; 
Pianta et al., 2008; Jia et al., 2009). Likewise, researchers (Pianta, Hamre, & Allen, 
2012, p. 365) claim that classroom interaction ―between teacher and student is 
fundamental to understand engagement‖. Therefore, the interaction of teachers and 

students in the classroom should be positive and/or neutral for better achievements, 
because if the interaction between student and teacher is low, or if the classroom 
climate is negative, the outcomes of students will be negligible and poor (Reyes, 
Brackett, Rivers, White, & Salovey, 2012). Researchers and educators (Wang & 

Eccles, 2011; Furrer & Skinner, 2003; Fredricks, Blumenfeld, & Paris, 2004; 
Zimmerman, 2000b) define that school engagement facilitates success and academic 
achievements in the school, which also involves several features as cognitive, 
emotional, and behavioral. According to them, all these indicators in engagement are 

significantly important for young adolescents and learners over secondary school 
learning. Because in the secondary school period the progress in academic 
achievement of the learners is mainly depended on the positive school classroom 
climate, teachers and peers‘ support on one hand, and the level of those indicators in 

engagement (i.e. behavioral, emotional, and cognitive) on the other. Way et al. (2007) 
propose that transition of the students from elementary to middle school could change 
students‘ beliefs and attitudes towards school climate, as well as behavioral and 
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emotional engagements. Furthermore, researchers define that vocational control 
relates to emotions and mediates between reading engagement and self-regulation. 
Emotions that reader performed in the reading process relate to the experience that 

reader has in his or her background knowledge and/or experience. Hence, the reader 
could produce that experience which was under the long practice and application 
while reading.  

 

 

2.15 Education system in Kazakhstan 
 
International reports from PISA-2018 (OECD, 2019) underpinned lower results of 

Kazakhstani 15-year-old students in reading literacy, where mean performance in 
reading showed that only (35%) of the students reached Level 2, which is 
significantly lower than the OECD countries (77%) and comparing to 2009. 
Interestingly, that only negligible percent of Kazakhstani young learners were able to 

accomplish Level 5 or 6 in reading literacy, albeit still on average this did not 
influence the main results for the whole country. In Kazakhstan, there are three 
languages where Kazakh is an official language, Russian is a language of 
communication among people of various ethnic groups and minorities, and English is 

a foreign compulsory language. Most official documents in Kazakhstan are mainly 
represented in Kazakh, Russian, and English.  

Over the last fifteen years, the system of education in Kazakhstan has become 
highly motivated because a great sum of money has been allocated for teaching and 

learning. For example, the country has begun to participate in several international 
assessment programs as PISA, TIMSS, and PIRLS. Every year the government is 
trying to increase financial support for education comparing to the previous year. 
Before these 15 years, Kazakhstan had a Soviet Union‘s system of education but then 

after the independency on December 16, 1991, several important issues in education 
system started to be solved. Core curricula for secondary and higher education in 
Kazakhstan were established in 1992, and in 1993. The main important objectives of 
these documents were to provide and obtain free general compulsory education for 

every citizen of Kazakhstan as well as to create certain conditions for teaching and 
learning process. Although the main purpose of teaching and learning is the quality, 
the part of education protocol still needs modification and reformation.  

―Education for all, developing common system of education, well-being of the 

students, and active involvement of knowledge in the process‖ - are the main 
principles of ―the Law of Education‖ in Kazakhstan in the Article #56 (MESRK, 
2017). The process of teaching reading and writing skills in Kazakhstan traditionally 
starts in kindergarten and/or pre-primary school (age 5-6), and further continues in 

primary school from grade one (age 6-7). However, learning English, as a foreign 
became an obligatory subject in 2013 for all 7-year-olds children however regarding 
to the previous schooling program English was being taught from grade five (age 11). 
Traditionally Kazakhstani education system consists of mainly three stages such  as, 

pre-primary (kindergarten), secondary (primary, middle, and upper secondary 
schools), and higher education (college, university). Vocational, technical schools and 
colleges can be entered after lower secondary school (age 15) and/or after graduating  
upper secondary (ages 16-18).  

Basic secondary education is mandatory and free for all Kazakhstani citizens 
from (ages 7 to 15). The duration of studying in technical schools is 4 years – after 
grade 9, and 3 years – after 11–12 grades, respectively. High schools and universities 
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have three-tiered levels 3/4+2+3 – bachelor (three/four years of studying), master 
(one/two years), and PhD (three years) (see Figure 2). For teaching in secondary 
school, a bachelor‘s degree is enough, albeit the master‘s degree is appreciable, 

whereas in high school and university the master‘s degree is obligatory. The 
requirements of core curriculum and syllabuses for teaching and learning Kazakh, 
Russian or English languages, the reading skill is among essential. However, the 
number of hours being allocated for learning English for example, as the compulsory 

foreign language is relatively small comparing to Kazakh and Russian. Likewise, 
English has two hours per week - in primary school, three/four –in middle and upper 
secondary regarding the profile and type of schooling (i.e., humanities, science, or 
mathematics), whereas hours for Kazakh and Russian are twice higher. 

The development of reading process in Kazakhstan begins from pre-school at 
the age of five, and continues until grade 1 (7-8 ages). In grade 1 Reading literacy is 
called – ―Sauat ashy‖ (from Kazakh language), ―Chitatelskaya gramota‖ (from 
Russian language). Then starting from grade 2 and until the end of the secondary 

education (grades 11 and 12) the reading process ―smoothly‖ transformed into two 
separate subjects like – language and literature (MES, 2013; 2017). Students begin 
learning language as a subject from the primary education, when they are in grade 2, 
and literature in the fifth grade. It should be noted that literature is only taught in 

Kazakh (for Kazakh- medium schools), and in Russian (for Russian- medium schools) 
(MES, 2013).  

The Reviews of National Policies for Education in terms of assessment of 
learning outcomes and teaching quality [Organization for Economic Co-operation and 

Development] (OECD) (2014a) indicated that secondary education in Kazakhstan 
should refocus school education on developing and applying knowledge and skills 
into the real-life situations. These modifications should define the criteria for 
comprehensive evaluation the quality of teaching, develop a new professionalism in 

teaching as well as set up the school management, encourage teachers to develop 
research and creative skills of the students.  

English language as a foreign has become a compulsory language and subject 
in schools of Kazakhstan (MES, 2013). A multilingual community and society play a 

key role in English proficiency factor in Kazakhstan however, there are several 
factors playing an essential role in learning English language under the basis of young 
language learners‘ background. Such as, parents‘ role in education; gender equality; 
type of schools; qualitative human resources; material and technical base, financial 

support, technical condition of the schools. As the implementation of English 
language started in 2010 in all secondary schools officially, the process began in 
2013. Speaking English fluently is increasing every year in Kazakhstan, albeit only 30 
per cent of the people around the age of 35 and younger can talk English fluently (see 

e.g., Bridges, 2014; Fierman, 2005; Kenzhekhanuly, 2012; Khasseneyeva, 2018). 
Even the percentage of the English speakers can vary in numbers and the region e.g., 
in the capital and big cities, as Almaty and Karaganda the percentage is relatively 
high comparing to Atyrau or Aktau (i.e., cities in the West part of Kazakhstan).  
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Figure 2 
 
Structure of Education in Kazakhstan Source: UNESCO (2011), World Data on 

Education, Kazakhstan, UNESCO, Paris. 
 

 
 
 
By School Resources Review (OECD/The World Bank, 2015) statement, 

Kazakhstan has embarked on profound reforms to improve the quality of the 
education system and is increasingly looking to international standards and best 
practices. Although the level of education attainment of the population is high, the 
performance of Kazakh 15-year-olds in PISA-2012 suggested that there was a 

considerable room to improve the quality of student learning outcomes. Kazakh 
students are on average two years behind their peers in OECD countries and about 
45% of them are low performers, a proportion significantly above the OECD average 
(23%). The language of instruction in schools, school location, and the socioeconomic  

background of students and schools make a difference in student performance. 
National and international assessments suggest marked differences in education  
outcomes between urban and rural areas. Thus, the importance of PISA for 
Kazakhstan is obvious as the world measurement of the country could be valuable and 

crucial for further development of future generation and human beings in education, 
politics, and economics. Likewise, from 1993 kindergartens were optional but 
charged fee. Facing official regulations and requirements in 2000, the Law of Early 
Childhood Orphanage approved. However, only in July 2007, the Law of Education 

in Kazakhstan started to make several corrections towards the ways of using some 
European aspects in the system of education. For instance, after joining Kazakhstan in 
2010 to the members of organizations i.e., Bologna process, when several changes in 
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the higher education have been implemented, such as academic mobility, grading 
system of assessment and obtaining number of credits for a certain discipline. 
Otherwise, comparing to European system of high education via Bologna process 

Kazakhstan is in the close way to a suitable model of European education, especially 
in teaching and learning three mainly dominated languages in Kazakhstan – Kazakh, 
Russian, and English. Thus, vast majority of high schools and universities will move 
to the European Framework of teaching and learning, systematic implementation new 

innovative technologies, secondary education should be on the focus of various 
changes as well. For instance, NIS in 2013 in Kazakhstan became one of the model 
schools of piloting European Framework in teaching and learning process. 
 

 

2.16 Language or cultural differences in Kazakh vs. Russian orthography 
 
According to Sebba (2018), orthography, is ―The set of rules for adapting a script to 

write a specific language‖ (p. 8). Kazakh nation previously used Arabic script, and in 
1929, the writing system was shifted into Latin letters, albeit under powerful influence 
of USSR on Kazakh nation, in 1940, the writing script was changed, and the letters in 
Kazakh language were adopted into Cyrillic scripts. At present, Cyrillic letters are still 

in use in Kazakh language, albeit some official documents in mass media and 
education have already started to apply Latin scripts. Since 1940, a number of 
literature works using Cyrillic script, in Kazakh language have been published so far, 
the problem of literacy development in Kazakh writing system is still existed. 

Therefore, Latin scripts for Kazakh language is significantly necessary as it ―make 
spoken and written rules come together what orthography is required‖ (Sebba, 2018, 
pp. 11-12). 

Kazakh language is an agglutinative Turkic language, belonging to the 

Kipchak group where the vowel system - “the law of synharmonism” is followed. For 
instance, if the word includes hard vowels, the ending suffixes will be hard, and if soft 
then soft vowels will be added (Kenzhekhanuly, 2012; Muhamedowa, 2015, pp. 273-
283). On the contrary, Russian language does not have such kind of rule in its writing 

system. Kazakh language does not have a gender form in grammar but Russian has 
three gender forms and has the endings for each specific gender. Russian is an Indo-
European language belonging to the Eastern-Slavic group. Russian language has a 
flexible word order and used Cyrillic writing script, ―right-branching language‖ 

subject is in the head, whereas Kazakh is in the ―left-branching structure‖- subject 
(could be in the mid) and the predicate are in the end (Flynn, 2009, pp. 77-78). 

Kazakh alphabet has been fully russified as all 33 Russian alphabet letters 
were included in Kazakh alphabet and nine pure Kazakh sounds were intentionally 

adapted following the order and rules of Russian alphabet. As the result, Kazakh 
alphabet in Cyrillic script has 42 letters, albeit the pure correct writing system in 
Kazakh language since 1940 has totally devastated, and the usage of Kazakh language 
has been properly kept in the spoken form. However, Kazakh intelligence (e.g., 

Akhmet Baytyrsynov, Myrzhakyp Dulatov, Magzhan Zhumabayev etc.) put great 
efforts to keep Kazakh literacy 70 years of Russification in Cyrillic script has played 
significantly for the development of Kazakh literacy to further young generation.  
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2.17 Bilingual situation in Kazakhstan 
 
Kazakhstan is a bilingual country where two languages, Kazakh and Russian, are 

widely used. However, before 1940 Kazakhs were pure monolinguals and did not 
know Russian (Fierman, 2005; Kenzhekhanuly, 2012; Khasseneyeva, 2018). Even 
after World War II, the majority of Kazakhs only communicated in their native 
language. The process of intensive Russian influence on the Kazakh nation began in 

1954, when many Russians were sent to Kazakhstan to cultivate the land in a process 
known as ―Osvoyeniye tselinnykh ze mel‖, which translates to ―Virgin Lands 
Campaign‖. Then, during the perestroika period from 1983 to 1991, Kazakhs 
experienced the powerful impact of Russification as teaching and learning in most 

schools and universities shifted entirely to Russian. This caused a serious problem for 
Kazakh families, as it was only in rural areas where they enjoyed the opportunity to 
attend school in their native language, though there were very few Kazakh-medium 
schools there and they were also planned to be closed soon. As  a result, most parents 

living in cities had to send their children to Russian-medium schools as part of a 
Russian propaganda campaign.  

At present, since 1991, when Kazakhstan declared independence, 92% of 
Kazakhs could speak, read, and write in Russian. The proportion of Kazakhs who are 

proficient in reading, writing and speaking Kazakh has increased significantly from 
2009 to 2019 from 55% to almost 80% (Statistical Agency of the Republic of 
Kazakhstan, 2018, 2019). However, the percentage of communities that only speak 
Kazakh is higher in southern and western Kazakhstan, where Russian does not play a 

part in everyday communication. 

 

 

2.18 Conclusion 

 
The Ministry of Education and the National Center for Educational Statistics and 
Evaluation publish annual report of the schools outcomes among various regions 
naming a hundred top well-performed schools in Kazakhstan. This means that 

assessment and achievement are playing a key role in education system because the 
results promote challenges for schools, teachers, and students themselves for 
qualitative improvements in the working process. Thus, the Reviews of National 
Policies for Education: Secondary Education in Kazakhstan OECD (2014)  listed a 

number of recommendations of how to improve and correct several weak points that 
prevented students to do well in PISA-test. Thus, assessment in education is necessary 
as it re-focuses and strengthens teaching process, develops professionalism as well as 
improves and encourages professional skills. Kazakhstan is a young government but 

with the long and great history regarding language, education, geography, politics, 
and nation. Active participation in a great number of global issues, hospitality, 
respect, and readiness in thoughtful and smart implementation of new standards and 
innovation technologies of European Framework in sphere of education make 

Kazakhstan to narrow the gap of poor results in reading literacy and develop the 
process of regular assessment as normal.  

This chapter provided literature of reading domain, highlighted the importance 
of assessing process for the development of reading literacy and reading skills.  

Outlined the main features of reading process among young learners, defined the 
factors affecting cognitive skills. Differentiating crucial role of reading assessment, a 
number of revealed factors may be useful and beneficial for appropriate development 
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of reading skills. The description of education system in Kazakhstan was under the 
focus, where non-efficient curriculum in teaching and learning process and factorial 
method of testing could be defined as one of the obstacles and drawbacks of students‘ 

negligible results of reading literacy in international surveys. The findings indicated 
several models and stages the researchers determine in reading literacy. Reading 
abilities and reading comprehension, reading attitudes and reading achievements, 
reading strategies, reading motivation in mother tongue and in the foreign language, 

reading habits and vocabulary are significant issues that facilitate and benefit reading 
literacy as well as the classroom climate in the school context and engagement of 
young learners towards development and further proficiency in reading skills.  
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CHAPTER 3: AIMS OF THE RESEARCH AND EMPIRICAL STUDIES 
 
 

3.1 Research Aims and the Structure of Empirical Studies 
 
The main purpose of this research study is to assess reading skills and literacy level in 
mother tongue (Kazakh and Russian) and English as a FL of the learners in the middle 

secondary schools in Pavlodar, Kazakhstan. The assessment of reading skills will be a 
baseline to reveal the development of reading literacy among adolescent students and 
provide information for building up the framework and recommendations of reading 
literacy in the studying process and modifying the education system in Kazakhstan in 

general.  
The significance of this study has several perspectives to improve and modify 

the middle secondary education in the Republic of Kazakhstan. First, the level of 
well-developed reading skills will promote literacy and be fundamental for advanced 

quality in education, which is significant for the wellbeing and job success in the 
future. Second, computer-based evaluation performances of the students in the 
languages should be beneficial for frequent assessment and professional testing 
treatment of the students that could influence the change for teaching and learning 

process in the schools. Third, since the results in reading literacy cycle of 15-year-old 
students in Kazakhstan are two years behind their peers from OECD countries. Thus, 
an earlier diagnostic assessment may facilitate to build up an efficient measurable 
framework for learners, teachers, parents, and other stakeholders in the school. 

Overall, one of the crucial ways to succeed in the development of the country‘s 
welfare, economy, and quality of education may be due to appropriate reading literacy 
level that follows international standards and requirements in education. Hence, the 
results of this diagnostic assessment can be useful to structure better tools to modify 

the standards and improve the quality in education of the children.  
This study consists of five empirical studies in the area of reading literacy 

among young learners in Kazakhstan. The longitudinal study focused on development 
of a framework that may modify teaching and learning process of the learners in the 

middle grades. All studies were cross-sectional and conducted during three years 
(2018-2020) in the winter term in January-February in Pavlodar city via Electronic 
Diagnostic Assessment (eDia). The assessment were among 6

th
 and 8

th
 grade learners 

or 12
th

- and 14
th

 -year-old students from seven randomly selected secondary public 

schools that took part in the online assessment surveys during three academic years. 
The research study aimed to investigate the difficulties and the gap of poor results in 
reading literacy in the respected languages as well as to reveal the factors, which can 
affect reading achievements. 

Study one was the first online pilot examined the reading comprehension skills 
in English as the foreign (EFL) and the relationships of background variables impact 
on the reading achievements of s ixth and eighth graders. Study two focused on the 
relationships of 12-year olds reading and writing skills and socio economic status. 

Study three explored and piloted self-developed online instruments in three languages 
for sixth and eighth graders and revealed the correlations of reading achievements in 
Kazakh, Russian and English and learners‘ reading attitudes. Study four investigated 
further the modified version of self-developed instruments exploring reading skills in 

Kazakh, Russian, English and the impact of students‘ certain background variables, 
reading attitudes between reading outcomes as well as the mediation effect of 
engagement between classroom climate and students‘ outcomes was tested. Study five  
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was focused on examining reading strategies of students in the sixth and eighth grades 
in reading process and their influences and effect on reading achievements in three 
languages. Furthermore, we examine the relationships between reading strategies, 

reading attitudes, and background variables. The procedure, timeline, and data 
collection of this longitudinal study are summarized in the following Table 1.  
 

Table 1 

The overview of the timeline and research activities  

Timeline 
Research 

Activities 
Instruments Samples 

September, 
2017 

Planning the 
research  

  

Literature review   
January-

February, 
2018 

Piloting the 

assessment 
instruments 

Reading Comprehension Tests in 

English for 6
th

 and 8
th

 graders 
(Nikolov & Csapó, 2010) 
PISA-2015 Background 
Questionnaire Framework (OECD, 

2017) 
eDia online platform 

6
th

 and 

8
th

 
graders 
N=1206 

September, 
2018 

Data analysis and 
results presentation 

  

January-
February, 
2019 

Assessing students‘ 
reading attitudes 
and comprehension  

Self-developed Reading 
Comprehension Tests in English, 
Kazakh and Russian for 6th and 
8th graders (first draft) 

Adapted PISA-2018 Background 
Questionnaire Framework (OECD, 
2019a, 2019b) 
Reading Attitude questionnaire 

modified from Clark, C., & Foster, 
A. (2005). Children's and Young 
People's Reading Habits and 
Preferences: The Who, What, 

Why, Where and When. National 
Literacy Trust. 
eDia online platform 

6
th

 and 
8

th
 

graders 
N=1505 

September, 

2019 

Data analysis and 

presenting results in 
the seminars and 
conferences 

  

January-

February, 
2020 

Large scale 

assessment of the 
students  

Adapted Self-developed Reading 

Comprehension Tests in English, 
Kazakh and Russian for 6th and 
8th graders (second draft validation 
of the modified version) 

Adapted PISA-2018 Background 
Questionnaire Framework (OECD, 
2019b) 
Adapted Reading Attitude 

6
th

 and 

8
th

 
graders 
N=1563 
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questionnaire modified from Clark, 
C., & Foster, A. (2005). Children's 
and Young People's Reading 
Habits and Preferences: The Who, 

What, Why, Where and When. 
National Literacy Trust. 
Metacognitive Awareness of 
Reading Strategies Inventory 

(MARSI) Version 1.0 by Kouider 
Mokhtari and Carla Reichard (c.f. 
Mokhtari & Reichard, 2002) 
eDia online platform 

September, 
2020 

Data analysis and 
results presentation 
in the seminars and 
conferences 

  

April, 2021 Data analysis and 
the presentation of 
the results 

  

 
 

3.2 Research Questions and Hypotheses 

 
Research questions and hypotheses for each respective study are represented further. 
Thus, 

 

Research Questions for assessment of reading skills in English and socio-

economic background among learners in middle schools: 
 

1. How well do 6
th

 and 8
th

graders perform in English reading test? 

2. How do performances of 6
th

 and 8
th

 grade students differ in English reading 
test? 

3. What are the gender differences between students of 6
th

 and 8
th

 graders? 
4. Which reading skills do the students acquire better, information retrieval, or 

inference? 
5. How valid are the latent factors in classroom climate and engagement 

according to EFA and CFA to measure students‘ reading skills in EFL?  
6. How reliable are the latent factors in classroom climate and engagement 

according to internal consistency using Cronbach‘s alpha and Composite 
reliability (CR)? 

7. Are there any differences of the students‘ reading skills in English as a FL 
towards classroom climate and engagement? 

 

Hypotheses for assessment of reading skills in English and socio-economic 

background among learners in middle schools: 

 

H1. 6
th

 and 8
th

 graders‘ performances in English reading tests are moderate 
(e.g., Csapó & Nikolov, 2009; Nikolov & Csapó, 2010, 2018). 
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H2. The 6
th

 and 8
th

 grade students‘ performances in the English language 
differ significantly (e.g., Csapó & Nikolov, 2009; Nikolov & Csapó, 2010, 
2018). 

H3. There are not any differences in gender between the students of the 6
th

 and 
8

th
 grades (e.g., Kush, Watkins, & Brookhart, 2005; McKenna, 2001; OECD, 

2017, 2019a, 2019b). 
H4. The students in both grades perform better in information retrieval than in 

inference (e.g., OECD, 2017, 2019a, 2019b). 
H5. The latent factors in classroom climate and engagement are valid to 
measure reading skills the models in EFA and CFA are fitted well to the data 
(Protacio, 2012; Smith, 2011; Wigfield, Gladstone, & Turci, 2016).  

H6. The latent factors in classroom climate and engagement are found reliable 
the composite reliability is higher the acceptance rate (e.g., Reyes et al. , 2012; 
Ryan & Patrick, 2001). 
H7. There not any differences in students‘ reading skills towards classroom 

climate and engagement regarding measurement model (e.g., Reyes et al., 
2012; Ryan & Patrick, 2001). 

 

Research Questions for relationship between reading and writing skills of 6
th

 

graders in English language and socio-economic background: 
 

1. How does the effect of mother tongue influence the results of learners‘ 
performances in English as a FL? 

2. What is the relationship between reading and writing skills in L2?  
3. To what extent do socio-economic variables, reading, and writing in L2 

predict outcomes in L2 of bilingual and monolingual learners? 
 

Hypotheses for relationship between reading and writing skills of 6
th

 graders in 

English language and socio-economic background: 

 
H1. The effect of mother tongue influences the tests performances of 6

th
 

graders (Koda, 2007; Nikolov & Csapó, 2010).  
H2. There is a strong relationship between reading and writing skills in L2 
performances of the 6

th
 grade students (Hayes 2000, 2012; Koda, 2007).  

H3. Socio-economic variables will contribute positively to the students‘ 

achievements in L2 (Cumming, 2013; Hirvela & Du, 2013). 

 

Research Questions for links between reading attitude and reading achievement 

in three languages: Assessments in two age groups of young Kazakhstani 

learners: 

 
1. What are the correlations between the tests in Kazakh, Russian, and English in 

6
th

 and 8
th

 grades? 

2. To what extent does the mother tongue influence the results of learners‘ 
performances in the tests? 

3. How does the reading attitude of learners influence the reading achievements 
in Kazakh, Russian, and English?  
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Hypotheses for links between reading attitude and reading achievement in three 

languages: Assessments in two age groups of young Kazakhstani learners : 

 

H1. We expect moderate correlations between the tests in Kazakh, Russian 
and English in the grades as the languages belong to the different language 
group (e.g., Cline & Shamsi, 2000; Cummins, 2000; Fierman, 2005; 
Stanovich, 2000). 

H2. The influence of the mother tongue will be strong in reading tests‘ 
outcomes, as the one of the tests is students‘ native language (Kong, 2006; 
Zhang, 2001). 
H3. Taken into literature review reading attitude on reading achievement is 

moderate and could be strong if the student have mainly have positive attitude 
(Ellis, 2005; Grabe, 2009; McKenna et al. , 2012; Yamashita, 2013).  

 

Research Questions for mediation effect of engagement between classroom 

climate and reading achievement in three languages among sixth- and eighth-

grade students: 

 
1. How well do the 6

th
 and 8

th
graders perform in the reading tests of English, 

Kazakh, and Russian?  
2. How do parents‘ level of education and variables of SES affect students‘ 

performances in the reading tests of English, Kazakh, and Russian? 
3. What are the relationships of the reading attitudes, background variables, and 

reading achievements in three languages? 
4. How many factors are revealed from background variables in 6

th
 and 8

th
 

grades? 
5. What are the relationships between background factors? 

6. To what extent do the classroom climate and engagement predict the outcome 
variables? 

7. What is the mediation effect between independent and dependent variables? 

 

Hypotheses for mediation effect of engagement between classroom climate and 

reading achievement in three languages among sixth- and eighth-grade students: 

 
H1. Based on our previous research results, we expect significant differences 

in the performances of the students in the self-developed reading tests in three 
languages (e.g., Dörnyei & Ryan, 2015; Csapó & Nikolov, 2009; Nikolov & 
Csapó, 2018). 
H2. Consider literature review, parents‘ level of education and SES influence 

significantly on the reading achievements in the respected languages (Kong, 
2006; Lien, 2016). 
H3. We hypothesize moderate relationships between background variables, 
reading attitudes, and reading achievements in English, Kazakh, and Russian 

among 6
th

 and 8
th

 grade students (Kush, Watkins, & Brookhart, 2005).  
H4. There are eight factors are revealed from the background variables in both 
grades (e.g., Lien, 2016; Smith, 2011). 
H5. There are strong relationships between background factors (Smith, 2011; 

Wigfield, Gladstone, & Turci, 2016). 
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H6. Classroom climate and engagement highly predict reading outcomes of 
the students (e.g., Csapó & Nikolov, 2009; Nikolov & Csapó, 2010, 2018; 
Smith, 2011; Wigfield, Gladstone, & Turci, 2016). 

H7. There are full mediation effect between independent and dependent 
variables in both grades (Reyes et al., 2012; Ryan & Patrick, 2001; 
Zimmerman, 2000b).  

 

Research Questions for reading strategies and reading performances of 6
th

 and 

8
th 

graders in Kazakh, Russian, and English: 

 
1. How often do the adolescents apply reading strategies while reading?  

2. How many factors are revealed in reading strategies among 6
th

 and 8
th 

grade 
students? 

3. To what extent reading strategies affect reading tests in mother tongue 
(Kazakh and/or Russian) and English as the foreign?  

4. What are the relationships between reading strategies, reading achievements, 
reading attitudes, and several background variables in 6

th
 and 8

th
 grade 

students? 

 

Hypotheses for reading strategies and reading performances of 6
th

 and 8
th 

graders in Kazakh, Russian, and English: 

 
H1. We predict that adolescents frequently use reading strategies while 

reading (Lien, 2016; Sheorey & Mokhtari, 2001). 
H2. We hypothesize more than four factors in reading strategies in the 8

th
 and 

6
th

 grades (e.g., Afflerbach, Pearson, & Paris, 2008). 
H3. We expect strong impact of the reading strategies on the reading tests in 

mother tongue and EFL (e.g., Kong, 2006; Parry, 1996; Zhang, 2001). 
H4. We expect moderate or weak relationships between reading strategies, 
reading achievements, reading attitudes, and background variables in each 
grade (Alsheikh & Mokhtari, 2011; Goodman, 2014; Sheorey & Mokhtari, 

2001). 
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CHAPTER 4: METHODOLOGY 
 
 

4.1 Research Design 
 
This research was designed to follow the requirements of doctoral programme, which 
means that collecting and analyzing data were frequently organized on a certain time. 

The current study was cross-sectional because students from grades 6
th

 and 8
th

 
participated in the assessment. As mentioned in chapter one Kazakhstan has started to 
participate in the international surveys such as PISA, TIMMS, and RILRS. Due to 
international reports (e.g., OECD, 2019) the outcomes of 15-year-olds in reading 

literacy are declining every time, concluding that students from Kazakhstan are two 
years behind their average peers from OECD countries. For this reason the research 
study was mainly focused on (1) facilitating reading skills and literacy of 12

th
 and 14

th
 

–year-old students in native (Kazakh and Russian) and second (Kazakh and Russian) 

languages as well as English as a FL. 
Moreover, this study is a cross-cultural one because of diverse ethnic groups 

and nationalities (i.e, Russian, Ukraine, Polish, German, Korean, Belarusian, Kyrgyz, 
Uzbek, Tatar, Chechen, Azerbaijani, etc.) live in Kazakhstan. Although there are 

mainly Kazakh– and Russian–medium classes and schools in most parts of 
Kazakhstan. In addition, this study is (2) providing features and evidences for further 
efficient application and implementation of the adapted frameworks for teaching and 
learning reading skills and literacy in the middle school. The design was considered 

appropriate because the samples were assessed from Kazakhstan every winter break 
during my studying in Hungary from 2017-2021. 

However, in the last academic year 2020-2021 we did not conduct data 
collection due to pandemic time in the world. Thus, we collected the data three times 

(2017/2018, 2018/2019, 2019/2020 – academic years) during January-February in the 
same randomly selected urban schools in Pavlodar. The assessment period was during 
winter term (January-February) in each school of the respected years. This period was 
very significant and useful for the obtained outcomes because this was the third term 

of studying and more than a half of the teaching and studying abilities have already 
learnt by the learners in the respected grades. Traditionally schools in Kazakhstan 
have four terms in the academic year (early autumn, late autumn, winter, and spring). 
The children were in their winter term (the longest) during the assessment. On the one 

hand, we hypothesized that sixth and eighth grade students would have already 
received and developed certain abilities from the studying materials. On the other, this 
could pursue benefits for learning process and teaching instruction.  

 

 

4.2 Samples  
 
Before planning our research framework regarding samples, the focus of international 

assessment reports like PISA-2009, 2012, and 2018 were underpinned. Diagnostic 
report on development of Strategic Directions on Education Reforms in Kazakhstan 
for 2015-2020 (Sagintayeva et al. , 2014, pp. 30-33) defined the weaknesses related to 
the insufficient ways of assessment process, teaching and learning English language, 

and mother tongue, which cause relatively low performance of the tasks in reading 
literacy skills on international level by 15-year-old learners. For this reason, the 
research and the samples were carefully planned, and governed. 
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First, several letters of request were sent to the Ministry of Education and 
Science of the Republic of Kazakhstan to allow us to conduct the research. In order to 
make the research results appropriate for further assessment framework the 

participants were 6
th

 and 8
th

 graders from ordinary randomly selected middle 
secondary schools in Pavlodar city, located in the north part of Kazakhstan as 
displayed in the map below (see Figure 3).  

 

 

Figure 3 
 
Regions of Kazakhstan Source: https://en.wikipedia.org/wiki/Regions_of_Kazakhstan 

 

 
 
 
After official approval from the Ministry of Education, a collaboration work 

was organized with the Departments of Education of Pavlodar region and the city.  
School principals, managements, and teachers were informed about the assessment 
survey several months before so this assessment did not disrupt any academic 
activities in the targeted schools. ―The choice of which strategy to adopt must be 

mindful of the purposes of the research, the time scales and constraints on the 
research, the methods of data collection, and the methodology of the research‖ 
(Cohen, Manion, & Morrison, 2007, p. 117). 

In Pavlodar, the population regarding the data of the United Nations (2017) 

was 335.272 people. These samples represented 16% of ordinary secondary schools in 
Pavlodar city from the 43 schools with approximately 1000-3000 attending students 
in each school. In addition to, apart from ordinary secondary schools there are 10 
more secondary schools in Pavlodar for gifted children (e.g., NIS is also belonged to 

them), which are supported by the government as well. Most schools for gifted 
children charge fees for teaching and learning, albeit have their own budget and 
scholarships to study free as well. Students who want to compete for those vacant 
places in these schools should already be fluent in English, reading literacy, 

mathematics, physics, biology, and/or chemistry. 
These schools for gifted students have several additional requirements in the 

standard and teaching programs for instance, some subjects (e.g., mathematics, 
biology, geography, and physics) are taught in English language. Therefore, it is 

challenging to study in these schools for an ordinary student. The assessment of 
children from gifted schools was not under the scope of our study. The focus of this 
research was to provide a framework for effective program in assessing reading skills 

https://en.wikipedia.org/wiki/Regions_of_Kazakhstan
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and literacy in L1, L2, and EFL in Kazakhstan. The evidences could be useful for the 
development and improvement of teaching and learning process in the middle school 
level in Kazakhstan, Pavlodar while teaching, learning and assessing reading skills 

and literacy. In Pavlodar, most schools have two shifts: morning and afternoon. The 
morning shift begins at 8.00 a.m. and finishes at 13.00 p.m. whereas the afternoon 
starts at 14.00 p.m. and ends at 18.00 p.m. Nonetheless, it was feasible that 
participants from both shifts performed the assessment due to administration in all 

schools that set and managed a convenient timetable for sixth and eighth grades. 
The measurement of parental attainment level in education was taken into 

account, as this socio-economic variable could be one of the indicators to affect the 
achievements of the students‘ reading literacy (Snow, 2002, 2006; Myrberg & Rosén, 

2009; van Bergen et al., 2017). Tables 2, 3, 4, and 5 indicated the categories of the 
parents‘ education. However, several other factors such as number of books at home, 
home environmental conditions, reading activities in the family, reading habits, 
activities, and genetics could influence reading outcomes as well. The highest level of 

parents‘ education in each study was different because of the sample size of the 
students and the research purposes. In all studies, most children did not know their 
parents‘ level of education. Although those who knew pointed that, both parents had a 
Bachelor degree, albeit the fathers had a tendency to obtain vocational and technical 

education, whereas the mothers tended to study further for Master‘s degree. 
In Study 1, a total number of N=1,206 (female 50.4% and male 49.6%) grade 

six (N6= 572) and eight (N8=634) students performed background questionnaire and 
the reading tests in English (Table 2). These students were studying in the middle 

secondary school in Pavlodar and participated in such assessment survey for the first 
time on the computer. The mean age of the students was (N6= 572, M=11.99; N8=634, 
M=14.00) and standard deviation (N6= 572, SD=.22; N8=634, SD=.21). Before the 
survey, all participants were instructed as we determined to define substantial findings 

from background questionnaire and reading comprehension tests for further statistical 
analysis in the context of Kazakhstan. 

 

Table 2 

Parents‟ level of education for study 1 

Parents‘ level of schooling 
6

th
 grade 8

th
 grade 

Mothers 

(%) 

Fathers (%) Mothers 

(%) 

Fathers 

(%) 

Did not go to school .3 .6 .3 .3 
Grades 1-9, middle school 7.0 7.0 7.5 8.8 
Grades 1-11, secondary 
school 

14.9 14.4 18.6 12.5 

Vocational and technical 
schools 

8.1 12.0 15.5 17.0 

Bachelor degree 19.5 13.8 26.8 22.8 
Master degree 3.2 1.6 4.2 3.4 

PhD degree 1.6 1.1 1.6 .4 
I do not know 45.3 49.4 25.5 34.7 

 
For Study 2, the sample of 282 (female 52% and male 48%) Grade 6 students 

performed the reading and writing tasks altogether in year 2018. The mean of the age 
was M=12.00 and standard deviation SD=.21. The participants were young 

adolescents in their early years of middle school level and even though that in the 
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same year (i.e., 2018) we were able to analyze and collect sample for reciprocal and 
productive skills in English, which would be useful for the more sophisticated 
analysis of development and relations between respective skills in English. In Study 2, 

a great number of people did not perform the writing part of the reading 
comprehension test thus; those samples were not included in the study analysis rather 
than those who conducted reading and writing skills (Table 3). 

 

Table 3 
Parents‟ level of education for study 2 in Grade 6 

Parents‘ level of schooling Mothers (%) Fathers (%) 

Did not go to school .4 1.2 
Grades 1-9, middle school 9.6 10.8 
Grades 1-11, secondary school 18.1 18.8 
Vocational and technical schools  9.2 14.6 

Bachelor degree 19.2 10.8 
Master degree 4.2 1.9 
PhD degree 1.9 1.2 
I do not know 37.3 40.8 

 

In Study 3, the questionnaire and the reading tests were administered to a sample of 
1505 (female 49% and male 51%) six and eight grade students (Table 4). The 
participants were from the same seven middle schools in Pavlodar. The mean age of 
the students in the data collected in 2019 was M= 12.91 and the standard deviation 

showed further SD= 1.12. The measurement of reading attitude and the prediction of 
the reading comprehension tests in English, Kazakh, and Russian were defined.  

 

Table 4 

Parents‟ level of education for study 3 

Parents‘ level of schooling 

6
th

 grade 8
th

 grade 

Mothers 

(%) 
Fathers (%) 

Mothers 

(%) 
Fathers (%) 

Did not go to school .2 .5 .3 .4 

Grades 1-9, middle school 9.1 8.6 7.5 8.8 
Grades 1-11, secondary 
school 

15.6 13.8 18.4 12.5 

Vocational and technical 

schools 

8.9 14.7 15.7 17.3 

Bachelor degree 19.3 14.8 26.9 22.4 
Master degree 3.5 1.4 4.2 3.6 
PhD degree 1.1 1.1 1.7 .6 

I do not know 42.3 45.1 25.3 34.4 

 
For Studies 4 and 5 a sample of N=1,563 students (females 52.6% and males 47.4%), 
responded to the background questionnaire, performed reading comprehension tests in 
English, Kazakh and Russian, replied to several additional measurement like 

questionnaire for metacognitive reading strategies were collected in 2020 and 
analyzed further (Table 5).  

In Study 4, reading attitude, classroom climate, and engagement towards 
reading achievements were examined among young adolescents in three respected 

languages.  
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Table 5 
Parents‟ level of education for studies 4 and 5 

Parents‘ level of schooling 

6
th

 grade 8
th

 grade 

Mothers 
(%) 

Fathers (%) 
Mothers 

(%) 
Fathers (%) 

Did not go to school .2 .5 .3 .3 
Grades 1-9, middle school 6.9 6.8 7.4 8.7 

Grades 1-11, secondary 
school 

14.3 13.9 18.5 12.4 

Vocational and technical 
schools 

8.7 12.6 15.6 17.2 

Bachelor degree 19.4 14.0 27.1 22.8 
Master degree 3.2 1.9 4.1 3.4 
PhD degree 1.6 1.1 1.6 .4 
I do not know 45.8 49.3 25.3 34.7 

 
For Study 5, reading strategies were implemented for the first time in 2020 to 

the middle school students of Kazakhstan. Before the reading tests, students 
performed questionnaire and replied to the questionnaire in reading strategies. 
Overall, 4274 students  participated in this research during assessment processes 
detailed and summarized information of the samples is presented in the following 

Table 6.  

 

Table 6 
Samples of all studies 

Study Sample Instruments 

Study 1 Grades 6 & 8,  
N=1206 students 

- Reading Comprehension Tests in English for 
6

th
 and 8

th
 graders (Nikolov & Csapó, 2010) 

- PISA-2015 Background Questionnaire 
Framework (OECD, 2017) 

Study 2 Grade 6,  
N=282 students 

- Reading and writing skills from Reading 
Comprehension Tests in English for 6

th
 grade 

(c.f. Nikolov & Csapó, 2010) 
- Background Questionnaire variables (OECD, 

2017) (parents‘ education and number of 
books) 

Study 3 Grades 6 & 8,  
N= 1505 students 

- Self-developed Reading Comprehension Tests 
in English, Kazakh and Russian for 6th and 8th 
graders (first draft) 

- Adapted PISA-2018 Background 

Questionnaire Framework (OECD, 2019a) 
- Reading Attitude questionnaire modified from 

Clark, C., & Foster, A. (2005). Children's and 
Young People's Reading Habits and 

Preferences: The Who, What, Why, Where and 
When. National Literacy Trust. 

Study 4 Grades 6 & 8,  
N= 1563 students 

- Adapted Self-developed Reading 
Comprehension Tests in English, Kazakh and 

Russian for 6th and 8th graders (second draft 
validation of the modified version) 
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- Adapted PISA-2018 Background 
Questionnaire Framework (OECD, 2019b) 

- Adapted Reading Attitude questionnaire 
modified from Clark, C., & Foster, A. (2005). 

Children's and Young People's Reading Habits 
and Preferences: The Who, What, Why, Where 
and When. National Literacy Trust. 

Study 5 Grades 6 & 8,  

N= 1563 students 

- Metacognitive Awareness of Reading 

Strategies Inventory (MARSI) Version 1.0 by 
Kouider Mokhtari and Carla Reichard (c.f. 
Mokhtari & Reichard, 2002) 

- Adapted Self-developed Reading 

Comprehension Tests in English, Kazakh and 
Russian for 6th and 8th graders (second draft 
validation of the modified version) 

 
 

4.3 Instruments 

 
In order to provide evidences in development of modified education framework for 
improving literacy skills in the middle schools in Kazakhstan several instruments 
were used in the each research study. One of the aims in the Study 1 was to define 

socio-economic background of the students, which has several items and variables 
like students‘ feelings towards school, classroom climate, engagement, learning 
aspect of English language, and the attitude towards the importance of English as FL. 
In addition to the background variables, the assessment consists of performing reading 

comprehension tests in English adopted from Nikolov & Csapó, (2010; 2018) for 
students in Kazakhstan.  

Study 1 included background questionnaire, which examined background 
variables related to classroom climate in school, student-teacher relationship 

(responded by the students), engagement to learning English, anxiety and the usage of 
ICT technologies in the classroom context. The factor loading of the exploratory 
factor analysis revealed six factors from the questionnaire and showed a good fit to 
the data. However, the revealed factors effected very low on achievements of reading 

tests in English in both grades. 
In Study 2, the focus was made on the reading and writing skills of the sixth 

graders who performed the tests in reading comprehension in English. Even though 
the results of the tests were poor in reading and writing there was very weak 

relationship between receptive and productive skills. Likewise, parents‘ level of 
education and number of book at home indicated that these socio economic variables 
did not influence the outcomes of the learners. Even the tests in reading 
comprehension had good reliability the impact of background variables was very low. 

It could be because the tests were in English and the questionnaire was in mother 
tongue (Kazakh or Russian). Therefore, to construct self-developed reading tests in 
English, Kazakh, and Russian would define the assessment of reading literacy and 
reading skills sufficiently clear. 

As a result, for Study 3 first draft of self-developed tests in assessing reading 
skills in three languages were used. The implemented tests were appropriate for the 
Kazakhstani young learners as several language experts in Kazakhstan analyzed and 
evaluated the tests in the respected languages. Before applying the tests into the 



54 
 

system, the content and the type of the construction were considered to the topics of 
the core curriculum for secondary education of the targeted grades in Kazakhstan. 
After feedbacks and the suggestions from the experts, some corrections were 

included. 
Additionally, a questionnaire assessing reading attitudes of the learners were 

involved (c.f. Clark & Foster, 2005) in parallel to same demographic items regarding 
the samples. Even though the reliability of tests ranged from .88 to .90 the effect of 

the reading attitude towards reading was not high. It seemed obvious that reading 
attitude tended to decline in the middle stage of the schools (McKenna et al. , 1995) 
for Kazakhstani learners as well.  

In Study 4, the self-developed tests were modified and several items were 

added to each language so the numbers of items in all three languages were the same 
in grades six and eight. In addition to reading attitude questionnaire, several modified 
background variables were include as classroom climate, engagement, learning 
English language etc., as used in Study 1, and some items regarding the sense of 

belonging to school of the students. 
The measurement in Study 5 designated the significance of reading strategies 

and the way students think metacognitively while performing the tests in reading 
comprehension in a foreign language (English), mother tongue (L1), and L2. 

Therefore, the widely used questionnaire in the mother tongue (Kazakh and Russian) 
was applied. The original version of the reading strategy questionnaire Metacognitive 
Awareness of Reading Strategies Inventory (MARSI) (c.f. Mokhtari & Reichard, 
2002) was in English. Thus, it was decided to translate the questionnaire from English 

into Kazakh, and Russian languages, and make the instrument suitable and allocated 
for students in Kazakhstan. Five language expert, who were proficient and fluent in 
Kazakh, Russian, and English translated the questionnaire twice back and forth in 
Kazakh and Russian languages. 

 

Table 7 
The overview of the scales and the instruments of the studies 

Scale & Instruments 
Study 

1 2 3 4 5 

Socio-economic background  
(c.f. PISA: Background Questionnaire 
Framework (OECD, 2017, 2019a, 2019b) 

     

Demographic information  
(age, gender, grade, mother tongue, parents‘ 
level of education, number of books at home, 
desk, computer) 

X X X X X 

Classroom context 
- Classroom climate  

- Student-teacher relationship 
- Feeling at school  

X   X  

Engagement  
-Positive attitudes of EFL 
-Attitudes of English learning 

-Anxiety of new technologies  
-Interest of using new technologies  

X   X  
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Reading Attitude 
(c.f. Clark, C., & Foster, A. (2005). Children's 
and Young People's Reading Habits and 
Preferences: The Who, What, Why, Where and 

When. National Literacy Trust) 

  X X  

Reading Strategies 

(Metacognitive Awareness of Reading 
Strategies Inventory (MARSI) Version 1.0 by 
Kouider Mokhtari and Carla Reichard, c.f. 
Mokhtari & Reichard, 2002) 

    X 

Six grade cognitive skills      

Reading comprehension tests in English 
(c.f. Csapó & Nikolov, 2009; Nikolov & Csapó, 
2010;  
Nikolov & Csapó, 2018) 

X X    

Reading comprehension tests in English 
(self-developed, 2019, first draft)  

  X   

Reading comprehension tests in Kazakh 
(self-developed, 2019, first draft)  

  X   

Reading comprehension tests in Russian 
(self-developed, 2019, first draft)  

  X   

Writing skills in English 
(c.f. Csapó & Nikolov, 2009; Nikolov & Csapó, 

2010; 
Nikolov & Csapó, 2018) 

 X    

Reading comprehension tests in English 
(self-developed, 2020, modified version)  

   X X 

Reading comprehension tests in Kazakh 
(self-developed, 2020, modified version)  

   X X 

Reading comprehension tests in Russian 
(self-developed, 2020, modified version)  

   X X 

Eight grade cognitive skills      
Reading comprehension tests in English  

(c.f. Csapó & Nikolov, 2009; Nikolov & Csapó, 
2010; 
Nikolov & Csapó, 2018) 

X     

Reading comprehension tests in English 

(self-developed, 2019, first draft)  
  X   

Reading comprehension tests in Kazakh 
(self-developed, 2019, first draft)  

  X   

Reading comprehension tests in Russian 

(self-developed, 2019, first draft)  
  X   

Reading comprehension tests in English 
(self-developed, 2020, modified version)  

   X X 

Reading comprehension tests in Kazakh 

(self-developed, 2020, modified version)  
   X X 

Reading comprehension tests in Russian 
(self-developed, 2020, modified version)  

   X X 
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After the final versions were approved, they were implemented to the eDia 
online system. Confirmatory factor analyses revealed several factors and they had 
strong correlation to each other. In addition, Structural Equation Modeling (SEM) was 

used in the tests and the background variables as well, in terms of defining the 
relationship of the factors to the reading literacy achievements of the students in 
Kazakhstan. All background questionnaires had 5-point Likert scale. A detailed 
overview of the instruments in each study is summarized in Table 7. Although the 

process of collection data and the analysis we used during the analysis are further 
explained in this chapter.  
 
 

4.4 Procedures 

 

4.4.1 Data Collection  
 

Taking into account low results of Kazakhstani learners in reading literacy, the 
necessity of improving the framework in core curriculum for teaching and learning 
reading skills, and literacy in the middle school were among priorities. Thus, the 
obtained results from assessment would provide the clues and evidences for assisting 

the issue and define the problem. Upon all these requirements the requests from the 
Ministry of Education and Science of Kazakhstan for collecting the data in the 
secondary schools in Pavlodar was the core issue. After permission letters from the 
Ministry of Education were approved, an official confirmation was sent to the 

Department of Education in Pavlodar region and city. 
The collaboration of seven randomly chosen secondary schools started from 

September 2017 and the first official assessment survey started in January-February, 
2018. Data collection for Study 1 and Study 2 conducted in 2018. As the collection 

pursued computer-based assessment (CBA), the schools administration and the 
teachers of ICT labs smoothly organized flexible timetable for the children in each 
grade so there were no any problems in the procedures and the internet connection 
was good. 

ICT facilities in each school provided several computer rooms, so the students 
were able to enter and perform the tests through the Electronic Diagnostic Assessment 
(eDia) online platform (Csapó & Molnár, 2019). The school administration and 
several teachers deemed the technica l adjustment during the process of collecting the 

data in each study although the instructional part was under my personal 
responsibility. The timetable and the time for instruction were clearly prepared 
beforehand in detail because of the winter period and location of each school.  

As Pavlodar is in the north part of Kazakhstan, the climate in Pavlodar is very 

continental (i.e. hot summers and cold winters). January and February are usually the 
coldest months in winter. Thus, the temperatures could be below zero from –25°C to 
–30°C and it is really very cold, freezing, and with lots of snow. In addition to, each 
school had a different location and it took almost 30–40 minutes on our way to visit 

each school. Thus, it was challenging to collaborate with teachers and the school staff 
a week before for making a flexible timetable for each school and classes. 

The collection for Study 3 was administered on the same online platform in 
2019 (January-February) in the same seven schools. Most teachers and ICT managers 

in the schools were already familiar with the process that happened in 2018 thus, the 
academic activity in schools was not disrupted. After first data collection, which was 
performed in 2018 the results of the analysis were sent to each school administration 
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and the principals. Likewise, the report analysis of students‘ outcomes was posted to 
the Departments of Education in Pavlodar region and city as well. 

Before sending, the report was translated into Kazakh and Russian languages  

in order to reveal and comprehend the issues clear. Furthermore, in 2021 the final 
report is planning to send to the Ministry of Science and Education of Kazakhstan, 
Departments of Education of Pavlodar region, city, and schools. This could be one of 
the efforts to modify the framework for teaching and learning, assessment and 

development of reading literacy skills among young learners in the middle school. We 
hope that this would be beneficial and useful for education reform system in 
Kazakhstan. 

For Study 4 and Study 5 that was administered in 2020 the same selected 

schools participated in the assessment and the respondents as in the previous years, 
performed the tests and questionnaire online. Every year the students were instructed 
before the tests, and after the instruction, a password was given for entering the 
platform. I was in a part of an instructor, and assist computer labs if the students had a 

problem. Although it was difficult to guide all classes simultaneously, thus, several 
ICT assistants in the labs were instructed before the assessment project so they 
assisted some classes. However, the main guidance of each class was under my 
personal responsibility in each school, especially when some schools had a new 

teaching staff in ICT subjects, which required time and effort to explain, albeit those 
schools that had the same ICT managers could help a lot, as they had already known 
the procedure.  

 

4.4.2 Data Analysis 
 
Regarding our main goal of the research to assess reading literacy skills in mother 
tongue and English as the foreign in middle schools in Kazakhstan, to build and 

construct an effective educational framework for sufficient learning and teaching 
process, was one of the opportunities in the statistical analysis of the data. The data 
from CBA were analyzed by using various programs and software for statistics, as 
Statistical Package for Social Sciences (SPSS), Mplus (Muthén & Muthén, 2017), 

IRT (Wu & Adams, 2007), and the Analysis of Moment Structure (AMOS) version 
24. All five studies provide descriptive methods that estimate the reliability of the 
responses and the tests performances, as well as factor analysis, which confirms the 
correlation of the factors and the effect of the factors towards reading achievement. 

Exploratory factor analysis (EFA) in Mplus was used towards defining the 
number of latent factors regarding background questionnaire in Study 1. Six-factor 
model was defined as the good factor loading and the model fit indices fit well.  
Therefore, confirmatory factor analysis (CFA) was applied in order to confirm the 

number of factors in the background questionnaire. Maximum likelihood estimator 
was used and the indices showed a good fit to the model. In addition, in Study 1 in 
order to examine the convergent validity and composite reliability of the instruments 
AMOS was applied. Thus, concluding that the background questionnaire items 

correlated and related well to the samples in the context of Kazakhstan.  
In Study 1, 3 and 4 Item response theory (IRT) program was applied in order 

to see students‘ abilities to the items of the test difficulties. IRT statistics ―generally 
provide a table of estimated item parameters, and a table of estimated person 

parameters, as well as information about the fit of the data to the model, and other 
characteristics of the items‖ (Wu & Adams, 2007, p. 63). Rasch measurement with 
IRT program estimates the scale of the students‘ abilities regarding the raw scores that 
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orchestrate the test‘s items. Rasch analyses were required in constructing and 
implementing self-developed tests in three languages for 6

th
 and 8

th
 graders. 

In Study 2 multiple regression analyses was applied stepwise method was used 

to fit the choice of predicting the students‘ achievements regarding their SES 
variables as mother‘s and father‘s highest level of education, and number of book at 
home. In addition to this regression analysis paired-sample t-test were used to 
ascertain which type of the tests did the students performed better, whether there were 

any differences between the types of the tests (i.e. information retrieval, inference, 
and reflection).  

For Study 3 and 4 Analysis of variance (ANOVA) was used to explore the 
differences of students‘ outcomes regarding their mother tongue, gender, and grades. 

Post hoc defined the differences between the groups‘ variables of the participants due 
to their native languages. Further, the analysis of the data were compared between 
year 2019 and 2020, the results showed that they were significant differences in 2019 
and 2020 in reading achievement in terms of mother tongue and gender. 

Structural equation modeling (SEM) we used in Study 1 and 4 to test the 
conceptual model determining that engagement could be a mediator between 
classroom climate and the students‘ achievements. The measurement was conducted 
by Mplus program software. In Study 4 we conducted RStudio computer software to 

define the classroom climate and the level of engagement of the students in grades 
sixth and eighth.  

SEM analysis actually has two stages measurement model and structural 
model where the former model used ―…for both CFA and SEM is a multivariate 

regression model that describes the relationships between a set of observed dependent 
variables and a set of continuous latent variables‖ (Muthén & Muthén, 2017, p. 55). 
The latter model ―describes three types of relationships in one set of multivariate 
regression equations: the relationships among factors, the relationships among 

observed variables, and the relationships between factors and observed variables that 
are not factor indicators‖ (Muthén & Muthén, 2017, p. 56). 

Study 5 demonstrated the adaptation of the MARSI test to the new cultural 
environment while testing students‘ metacognitive awareness of reading strategies 

during reading process. The application of reading strategy questionnaire was used to 
investigate how the validated instruments could be verified. Confirmatory Factor 
analysis was applied after exploratory factor analysis revealed the factors in the 
context of Kazakhstani young learners. CFA was used to confirm the factors in the 

structure of the metacognitive awareness of reading strategies within its original form. 
The goodness of fit indexes of CFA should provide the following values to the model 
as chi-square (X

2
), p< .05; comparative fit index (CFI) >.90; Tucker-Lewis index 

(TLI) >.90; root mean square error of approximation (RMSEA) <.08; standardized 

root mean square residual (SRMR) <.08. These are the evidences of appropriate 
model fit that meet statistical criteria in SEM and CFA analysis (Marsh, Hau, & Wen, 
2004; Campbell, 2015). 

To sum up, this chapter provides a detailed outline of data collection in all 

research studies. Statistical analysis for each study seemed appropriate (Cohen, 
Manion, & Morrison, 2007) to achieve reliable outcomes and evidences for further 
framework suggestions in the assessment process, quality, and the equity adjustment 
for education system in Kazakhstan. The overview of the instruments, research 

questions, and the usage of suitable quantitative methods to assess students‘ reading 
skills and reading literacy in Kazakh, Russian, and English languages were relevant. 
All these particulars of the research study were in detail characterized in the current 
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chapter. The following chapter provides the findings and discussions of the results 
that determine the point of this dissertation. 
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CHAPTER 5: RESULTS 

 

 

5.1 Assessment of reading skills in English and socio-economic background 

among learners in middle schools in Pavlodar, Kazakhstan 
 

5.1.1 Introduction 

 
Low results of Kazakhstani 15-year-old students in the reading literacy in Programme 
for International Students Assessment (PISA) (M=390 in 2009 to M=387 in 2018) 
could be worrying in terms of literacy development and the quality of education 

(OECD, 2019b) because students have not received enough ―key knowledge and 
skills essential for full participation in society‖ (PISA, 2018). One of the ways to 
understand the issue of these negligent results in reading literacy is conducting 
frequent assessment, and be aware of the data results in a certain issue. Therefore, the 

first pilot study was conducted in Kazakhstan, in 2018. Validated tests in English 
reading comprehension were applied. In Kazakhstan, English is a compulsory foreign 
language and is widely used in every part of modern society by million people all 
over the world. Previously the tests had been validated in Hungary (Csapó & Nikolov, 

2009; Nikolov & Csapó, 2010, 2018) among students of 6
th

 and 8
th

 grades. Hence, 
these reading comprehension tests in English were implemented in the context of 
Kazakhstan for the first time in 2018 to explore reading skills in English of 6

th
 and 8

th
 

graders. These tests are the diagnostic tests as they refer to the achievement type of 

the tests and provide teacher and the learner a clear image of the gaps in the process 
of teaching and learning. Diagnostic tests help both to differentiate the problem that 
has to be changed, and the progress that is supposed to be developed (Johnson, 2017). 

No empirical experiences assessing reading literacy, reading attitude, and 

reading comprehension among young learners in the secondary schools of Kazakhstan 
conducted before. Thus, conducting the first pilot study in Kazakhstan will help us to 
reveal the issue, and develop a research framework for further analysis and 
recommendations to teachers, parents, students, and other stakeholders. The Reviews 

of National Policies for Education: Secondary Education in Kazakhstan Organization 
for Economic Co-operation and Development (OECD) (2014a) reports that teachers 
are not frequently apply and implement research assessment in the classroom. 
Likewise, international surveys have showed that 15-year-old students in Kazakhstan 

are two years behind of the average from OECD countries. In order to understand the 
gaps of poor results of the students in the subject constant assessments might 
highlight the weak sides that jeopardize the results and outcomes. 

Interestingly, the results of the questionnaire survey in both grades revealed 

the same factors regarding variables of classroom climate and engagement. Although 
we conducted assessment survey for the first time, young learners in both grades of  
the targeted schools indicated low achievement in reading skills of English as a FL. 
We suppose that this might be one of the reasons for weak quality of education in the 

middle education and not appropriate development of reading literacy in particular. 
These randomly obtained results of the learners underlined the clues to solve 

the existing issue. In addition to, we suppose that several latent factors that can be 
revealed from the classroom climate and engagement will indicate the challenges in 

the issue of teaching and learning EFL and reading skills in particular. Hence, through 
validation and assessment of the instruments will be determined as one of the pivotal 
directions for quality improvement in education system of Kazakhstan.  
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5.1.2 Methods 
 

5.1.2.1 Participants  

 
The participants were sixth and eighth graders randomly selected from seven middle 
schools in Pavlodar, the city in the northern part of Kazakhstan. The total number of 
the students was (N =1,206). However, some of the data were not recorded in the 

online questionnaire thus, we conducted data screening for checking outlier and 
missing data and then the final dataset had N=906 students of both 6

th
 and 8

th
 grades. 

The demographic sample of the study is represented further in the Table 8. 
 

Table 8 
Number of participants in the Grades 6 & 8 (2018) 

Variables Grade 6 Grade 8 

N 369 537 
Gender (male; %) 37.8 62.2 
Age (mean, years) 11.99 14.00 
Age (SD) .22 .21 

Mother tongue (%) Kazakh 32,0 25.9 
Mother tongue (%) Russian 66,9 73.7 
Mother tongue (%) Other 1.1 .4 

 
5.1.2.2 Instruments 

 
The validated instruments (Nikolov & Csapó, 2010; 2018) for evaluating the 
performances of reading skills among 6

th
 and 8

th
 graders have been adapted for the 

context of Kazakhstan. The original battery of reading comprehension tests in English 

were modified for the students of middle school in Kazakhstan. Thus, sixth graders 
performed two tasks in English and eighth graders did four tasks. Furthermore, PISA 
2015 background questionnaire variables were implemented (OECD, 2017) to 
understand the development of reading skills in EFL. In particular, classroom climate 

reported by students involved (5 items), student-teacher relationship (5 items), interest 
and like of English (5 items), attitude in English learning (5 items), usage of ICT (5 
items), anxiety of ICT (3 items). The items were measured by 4-point Likert scale 
from strongly disagree to strongly agree. The instruments for background 

questionnaire included items used in PISA background questionnaire of 2018, 2015, 
and 2012 for Kazakhstan. Official translation of the questionnaires were presented in 
PISA cites (OECD, n.d.), albeit some simple modification in Kazakh and Russian 
languages were accomplished by five language experts from Kazakhstan in order to 

make language appropriate for young adolescents.  
 
5.1.2.3 Procedures  

 

Data were collected using eDia platform, the online system for learning and 
instruction from University of Szeged (Csapó & Molnár, 2019). The students were 
required to answer PISA background questionnaire in their mother tongue (OECD, 
2017). After finishing background questionnaire sixth and eighth grade students had 

to perform the tests in English, assessing reading skills and abilities (Csapó & 
Nikolov, 2009). The respondents performed different reading comprehension tests 
due to different level of English language as the foreign but answered similar 
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background questionnaire in their mother tongue. An immediate feedback was given 
to the students after performing Reading Comprehension Test (RCT) in English. 
Before entering the online platform, students were instructed and obtained a personal 

password, which was eliminated after the survey. The duration time for the tests and 
questionnaire depended on student‘s reading abilities, logical thinking, and 
comprehension in English and background questionnaire in his or her mother tongue. 
Approximately 30 minutes took the tests in English, and 20-35 min. – the background 

questionnaire. The analysis was conducted with the help of IBM Statistical Package 
for the Social Sciences (SPSS) Version 23 and the Analysis of Moment Structure 
(AMOS) version 24. The process of our analysis started from checking common 
method bias, exploratory factor analysis, confirmatory factor analysis, invariance 

analysis, and regression. In addition to, the reliability and validity of the instruments 
were showing further. Tests performances of 6

th
 and 8

th
 graders were not compared to 

each other and were analyzed separately although while defining factors in the model 
the results of both grades were merged and analyzed together.  

 
 

5.1.3 Study Results 
 

5.1.3.1 Psychometric properties and differences in cognitive operational types  
 
Reliability and Validity 
 

The Cronbach‘s alpha of the tests and the background questionnaire variables in both 
grades showed good measurement indicator from .91 to .96 respectively (Table 9). 
The structure and the content of the tests for 6

th
 and 8

th
 graders as well as the sub-

scales of the questionnaire assessing background that are explored in the current study 

revealed several factors, which could impact and foster achievements in reading 
comprehension skills in English.  

 

Table 9 

The structure and the content of the reading tests in Grades 6 & 8 (2018)  

Grade Test Tasks 
Number 
of items 

Cronbach‘s 
Alpha 

6 

Reading test 1 in 
English 

Match the title of the book 10 .923 

Reading test 2 in 
English 

Match the missing part of 
the text 

10 .898 

8 

Reading test 1 in 
English 

Match words with the 
definition 

10 .893 

Reading test 2 in 
English 

Match notices with the 
meaning 

9 .897 

Reading test 3 in 
English 

Match the question to the 
answer 

9 .871 

Reading test 4 in 
English 

Match the question to the 
passage 

8 .904 

 

Classroom climate, students-teacher relationship, positive attitudes towards learning 
EFL, interest, and anxiety of using new technologies were hypothesized as factors, 
and could influence students‘ reading and language achievements in EFL. Moreover, 
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poor academic achievements in reading skills of the learners in the middle school 
partly or indirectly depend on these factors (Lee & Schallert, 2014; Reyes et al., 
2012). 

Reading comprehension tests have several tasks (Reading test 1, 2, 3, 4) and 
by the cognitive operational type the tests, in both grades, refer to Information 
Retrieval (IR) and Inference (Inf.) tasks. IR task defines the way of retrieving and 
determining information – ―a corpus of stored information the portions which are 

relevant to particular information needs‖ (Sembok et al., 2008, p. 460). Inference task 
needs a conclusion from the various recourses and key words around the context in 
order to understand the meaning of the word. Inf. task requires acquisition of a new 
meaning from the context the performer needs to make a conclusion and insert the 

required information. 
The tasks ―Match the title of the book”, “Match words with the definition”, 

“Match notices with the meaning” were referred to IR. The tasks ―Match the missing 
part of the text”, “Match the question to the answer‖, ―Match the question to the 

passage‖ were regarded to Inf. tasks. The results showed that the students did better in 
Information Retrieval (IR) tasks than Inference (Inf.). However, in the eighth grade 
the mean differences were non-significant. During our instruction and the observation 
the way of teaching and learning in various languages in the schools, we noticed that 

most English language teachers use various textbooks and resources published abroad 
and the frequency of applying IR and Inf. is supposed to be implemented more than in 
teaching Kazakh or Russian languages (Table 10). 

 

Table 10 
Information retrieval vs inference 

Grade Paired sample t-test Language Mdiff(%) t p 

6 Information retrieval –  
Inference 

English 5.97 5.94 <.001 

8 Information retrieval –  
Inference 

English .14 .21 n.s. 

 

5.1.3.2 Grade performances  

 
At present in Pavlodar Kazakh-speaking community occupies 52% of population, 
although 33% is Russian people, and 15% includes the diversity of other ethnic 

groups (e.g., Ukrainians, Germans, Tatars, Chechens, etc.). Kazakh people are 
bilingual and are able to speak, read, and write in both Kazakh and Russian 
languages, albeit it could be observable mostly in the northern part of Kazakhstan and 
partly in the east. Although in the west and south parts of Kazakhstan the percentage 

of people, speaking in Kazakh towards Russian is significantly higher. Reading 
comprehension tests in English showed moderate ability level of 6

th 
and 8

th
 graders 

(Table 11). 
 

Table 11 
Students‟ test performance in English (Grades 6 & 8) 

 Reading Comprehension Test in English 

Grade M (%) SD (%) Min. (%) Max. (%) 

6 23.44  29.09 .0 100 
8 45.81 30.84 .0 100 

 



64 
 

This could suppose to be poor reading skills in English, difficulty of the tests as well 
as inappropriateness of the tests to Kazakhstani young learners‘ background and their 
socio-economical environment. In addition, the performances in English could depict 

the hypothesis of students‘ age and duration of learning English (i.e. some classes in 
the schools have started to learn English from the 5

th
 grade). 

The reading tests in English language were appropriate for both grades there 
were no items of lower or higher ability level. Several high ability items should be 

included in the tests in both cohorts. The distribution in Grade 8 positioned better than 
in Grade 6, although in general both grades performed poor in the tests of English (see 
Figures 4 and 5). 

 

Figure 4  
Performance Distribution (Grade 6) 
 

 
 

Figure 5  
Performance Distributions (Grade 8) 
 

 
 
Item person map (see Figures 6 and 7) revealed that the tests for Grade 6 were 
relatively appropriate. Students‘ ability level and the tests‘ difficulties distributed 

well, although it seemed to add several items to the test of English for grade 6.  
The distribution could clearly demonstrate the tendency of reading skills in 

English in Grade 8 (see Figures 6 and 7).  
One-parameter Rasch model analysis revealed the detailed picture of the tests 

for sixth and eighth grades (see Figures 6 and 7). Although the results of the students 
in Grade 8 comparing to the students in Grade 6 were higher, although low. It seems 
that weak results in English language may suggest of problem in the quality of 
teaching and learning English language and the skills in a FL. Low rate in reading 

comprehension and literacy among students in targeted schools is obvious. 
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Figure 6 
Item-person map for English reading test – Sixth Graders 
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Figure 7  
Item-person map for English reading test – Eighth Graders 
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                                           XXX|                                       | 

  -6                                         X|                                       | 

                                             X|                                       | 

                                             X|                                       | 
  -7                                        XX|                                       | 

                                             X|                                       | 

                                              |                                       | 

                                              |                                       | 
  -8                                          |                                       | 

                                             X|                                       | 

                                              |                                       | 

  -9                                          |                                       | 
======================================================================================= 

Each 'X' represents   1.0 cases 

EAP/PV RELIABILITY:                  0.915 

======================================================================================= 
 

 
5.1.3.3 Reading comprehension in English as FL within gender and language 

differences 
 
Gender differences 
 

Both sixth and eighth graders showed no gender differences while performing the 
tests as the percentage was almost the same. In Pavlodar, in the North part of 
Kazakhstan the differences between boys and girls in secondary schools is usually the 
same so we cannot depict that boys performed better than the girls. Although while 

talking to the teachers from the assessed schools, girls usually show better results in 
primary and lower secondary grades than the boys but the tendency that most boys 
start to perform better in the upper grades was often obvious as well (see Table 12). 
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Table 12 
Gender differences in tests performances 

Grade 
Girl Boy 

 N Mean (SD) N Mean (SD) t p 
6 199 14.06 (12.06) 170 14.04 (11.82) 0.02 .98 
8 257 19.32 (9.99) 280 19.07 (9.78) 0.29 .77 

 
Comparing the results of reading comprehension tests in English, the t-test showed 
significant difference in the sixth grade, whose first language is Kazakh, performed 

better than those, whose first language, and/or the language they speak at home is 
Russian. However, in grade eighth the difference of Kazakh and Russian students 
performing reading tests in English was negatively insignificant (Table 13). 

 

Table 13 
Language differences in tests performances 

Grade 
First language: Kazakh First language: Russian 

 N Mean (SD) N Mean (SD) t p 
6 171 15.38 (12.24) 198 12.89 (11.57) 1.99 .04 
8 209 19.06 (10.24) 328 19.27 (9.65) -0.24 .84 

 
5.1.3.4 Latent factors and reading achievements in EFL 

 
Common method bias 

 
Harman‘s single factor was applied and tested, as in common method bias (CMB) 
analysis all variables in the construct define if a single variable appears in the 
covariance between the measures using principal axis factoring extraction (Podsakoff, 

MacKenzie, Lee & Podsakoff, 2003). 21.175% is the result of the cumulative variance 
indicating less than 50 per cent of the threshold. Hence, our study is free of bias issue. 
 
Exploratory Factor Analyses 

 
Exploratory factor analysis (EFA) is applied in order to define the relationship 
between variables observed in the instrument in case of uncertainty (Thompson, 2004; 
Brown, 2015). EFA measures students‘ answers to the PISA questionnaire variables 

referring to certain background items and composing six factors based on classroom 
climate and engagement. The results from EFA is testifying that  the means of 
Bartlett‘s test of sphericity derived from x

2
 = 11983.557, df =378, p < 0.001 and 

KMO measure of sampling adequacy, KMO =0.864 is showing that the instrument is 

distinct and reliable with factors and pointing good quality for further analysis 
(Cohen, Manion, & Morrison, 2007; Field, 2009). Maximum likelihood extraction 
with Promax rotation for factor analysis was applied, data computation of the items 
with 28 items in six latent factors were not extracted as having an absolute value of 

the threshold was above 0.5 (Hair, Tatham, Anderson, & Black, 2010; Kock, 2014) 
(see Table 14). 
 
Confirmatory Factor Analyses 

 
Confirmatory factor analysis (CFA) showed that the model fitted well to the data with 
the six-factor model in both grades. The reason for combining the grades was to check 
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the model fit in general for both grades (see Table 14 and Figures 8, 9 and 10). Based 
on the results we could conclude that factors classroom climate and engagement met 
the criteria of fit indices (e.g., Hu & Bentler, 1999, p.6; Thompson, 2004, pp 129-132; 

Brown, 2015, pp. 71-73), according to them x
2
/df >1, CFI/TLI>0.95, SRMR <0.08 

RMSEA <0.06 and p-value >0.05. This means that the factors in both grades fit to the 
model. Table 14 represents a set of relationship of the variables we performed 
Confirmatory Factor analysis (CFA). The model fit was acceptable when we 

conducted CFA for the background variables in six and eight grades. 

 

Table 14 
Goodness of fit indices in six-factor model CFA 

 X
2

 df CFI TLI RMSEA 

Grade 6 649.671 335 .953 .947 .042 
Grade 8 542.916 335 .959 .954 .041 
All 6 &  

8 grades 

587.603 335 .957 .951 .041 

 
 

Figure 8  

 

CFA Grade 6 
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Figure 9  

 
CFA Grade 8 

 
 

 

 
The six–factor model fitted well to the data in both grades TLI and CFI are the 

same for both grades. Convergent validity can be achieved as well using score of 
factor loadings in each item in latent factors if the value is above 0.5 (Kock, 2014). 

All items have factor loading more than 0.5 showing that instrument in this study has 
achieved convergent validity criteria (see Tables 15 and 16).  
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Table 15 
Factor loading for grade 6 (2018) 

  Loading M SD 

Factor 1: Classroom climate reported by student 

(CCS) 

α=.858 3.09 .71 

 Students don‘t listen to what the teacher says .713 2.96 .90 

 There is noise and disorder .795 2.98 .87 
 The teacher has to wait a long time for students to 

settle down 
.759 2.99 .94 

 Students cannot work well .663 3.22 .82 
 Students don‘t start working for a long time after 

the lesson begins 
.698 3.34 .87 

Factor 2: Student-teacher relationship(STR) α=.827 2.00 .76 
 My teacher is interested in the progress of each 

student 
.641 2.15 1.00 

 My teacher  provides extra-help to student  if 
necessary 

.783 1.98 .97 

 My teacher helps students in school .759 1.82 .90 

 My teacher continues to explain the lesson until all 
students fully understand 

.689 1.95 1.03 

 My teacher gives students the opportunity to 

express their opinions 
.624 2.13 1.04 

Factor 3: Interest and like of English (ILE) α=.931 2.77 .85 
 I like learning English .877 2.79 .99 

 I like reading in English .832 2.77 .97 
 I like doing English language tasks .841 2.72 .89 
 I like to get new knowledge in English language .873 2.82 .96 
 I am interested in English .811 2.79 .97 

Factor 4: Attitudes of English learning (AEL) α=.875 1.80 .64 
 English is important for society .751 1.62 .73 
 English is very important for me .839 1.88 .78 
 I think English is a language of international 

communication 
.731 1.85 .79 

 When I finish school I will have many 

opportunities to use English 
.781 1.84 .81 

 I will use English language in many ways when I 
become an adult 

.657 1.83 .81 

Factor 5: Usage of new technologies (UICT) α=.801 2.83 .65 
 I am interested in new technologies .575 2.86 .96 
 I am always interested in using the latest technical 

devices 
.687 2.75 .89 

 It depends on me whether I succeed in using new 
technologies or not 

.603 2.69 .81 

 I feel happy to use new technologies. .776 2.99 .84 
 The result of my use of new technologies depends 

only on me 
.662 2.86 .82 

Factor 6:  Anxiety of new technologies (AICT) α=.711 2.02 .65 
 Using new technologies creates problems for me .592 2.06 .78 
 I find it difficult to use new technologies – I do not 

know how to work with them 
.841 1.99 .83 

 When I  use new technologies I feel the  fear of 
failure 

.550 2.03 .85 
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Table 16 
Factor loading for grade 8 (2018) 

  Loading M SD 

Factor 1: Classroom climate reported by student 

(CCS) 

α=.840 3.25 .63 

 Students don‘t listen to what the teacher says .666 3.14 .83 

 There is noise and disorder .767 3.20 .77 
 The teacher has to wait a long time for students to 

settle down 
.806 3.26 .81 

 Students cannot work well .613 3.31 .79 
 Students don‘t start working for a long time after 

the lesson begins 
.737 3.36 .80 

Factor 2: Student-teacher relationship(STR) α=.827 1.95 .72 
 My teacher is interested in the progress of each 

student 
.584 2.19 .97 

 My teacher  provides extra-help to student  if 
necessary 

.706 1.89 .88 

 My teacher helps students in school .737 1.80 .91 

 My teacher continues to explain the lesson until all 
students fully understand 

.793 1.90 .95 

 My teacher gives students the opportunity to 

express their opinions 
.690 1.99 1.00 

Factor 3: Interest and like of English (ILE) α=.928 2.87 .80 
 I like learning English .889 2.92 .95 

 I like reading in English .881 2.86 .89 
 I like doing English language tasks .795 2.71 .85 
 I like to get new knowledge in English language .850 2.95 .89 
 I am interested in English .836 2.91 .95 

Factor 4: Attitudes of English learning (AEL) α=.866 1.74 .61 
 English is important for society .675 1.57 .67 
 English is very important for me .823 1.80 .77 
 I think English is a language of international 

communication 
.670 1.64 .71 

 When I finish school I will have many 

opportunities to use English 
.799 1.81 .79 

 I will use English language in many ways when I 
become an adult 

.794 1.90 .85 

Factor 5: Usage of new technologies (UICT) α=.815 2.89 .66 
 I am interested in new technologies .565 2.97 .94 
 I am always interested in using the latest technical 

devices 
.561 2.72 .89 

 It depends on me whether I succeed in using new 
technologies or not 

.658 2.83 .81 

 I feel happy to use new technologies. .837 3.04 .82 
 The result of my use of new technologies depends 

only on me 
.803 2.94 .85 

Factor 6:  Anxiety of new technologies (AICT) α=.671 1.95 .62 
 Using new technologies creates problems for me .621 2.00 .77 
 I find it difficult to use new technologies – I do not 

know how to work with them 
.923 1.87 .84 

 When I  use new technologies I feel the  fear of 
failure 

.413 1.98 .77 
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Figure 10 
CFA both grades after modification indexes, standardized factor loading and 
correlation 

 
 

 
 

In order to see problem of the poor reading achievements of the young learners 
the correlation of the revealed factors could be observed further in grades six and 
eight (see Tables 17 and 18). In the correlation of the factors, we noticed that the 
relationship is statistically significant as the students become older this means that 

that the revealed factors are necessarily important for the development of students‘ 
learning and teaching process in general.  
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Table 17 
Correlation Coefficients between Background Factors 6 grade 

Factors CCS STR ILE AEL UICT AICT 

Classroom climate by 
student (CCS) 

- -.134
**

 .317
**

 -.125
**

 .219
**

 -.033 

Student-teacher 

relationship (STR) 

  -.047 .277
**

 -.046 .128
**

 

Interest and Like of 
English(ILE) 

   -.034 .349
**

 .051 

Attitudes of English 

learning (AEL) 

    -.026 .256
**

 

Usage of new 
technologies (UICT) 

     -.055 

Anxiety of new 

technologies (AICT) 

        - 

** p<.01 

 
 

Table 18 
Correlation Coefficients between Background Factors 8 grade 

Factors CCS STR ILE AEL UICT AICT 

Classroom climate by 
student (CCS) 

- 
-.259

**
 .171

**
 -.169

**
 .181

**
 -.099

*
 

Student-teacher 
relationship (STR) 

  
-.104

**
 .348

**
 -.017 .189

**
 

Interest and Like of 
English (ILE) 

   
-.178

**
 .316

**
 -.170

**
 

Attitudes of English 
learning (AEL) 

    
-.099

*
 .160

**
 

Usage of new 
technologies (UICT) 

    
 -.250

**
 

Anxiety of new 
technologies (AICT) 

     - 

** p<.01 
*p<.05 
 

 
The correlation of the factors was good and valid, where the square root of 

average variance extracted (AVE) higher than correlation between latent factors 

below in Table 19, which indicated that discriminant validity achieved in this study. 
However, for convergent validity (CV), the AVE in AICT is 0.482 and usually it is 
necessary to have AVE more than 0.5 for each factor variable and composite 
reliability (CR) should be 0.70 or above (Hair et al., 2010). In case the AVE is below 

0.5 and the CR is more than 0.6 convergent validity of the construct could still be met 
the minimum thresholds (Farrell, 2010; Field, 2009) (Table 19).  
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Table 19 

 
Reliability and validity based on based on Fornell-Larcker Criterion 

 
α CR AVE MSV 

MaxR 

(H) 
CCS STR ILE AEL UICT AICT 

CCS 0.849 0.834 0.503 0.111 0.840 0.709 
     

STR 0.830 0.839 0.513 0.084 0.852 -0.232*** 0.716 
    

ILE 0.928 0.926 0.713 0.159 0.927 0.334*** -0.135* 0.845 
   

AEL 0.881 0.885 0.607 0.084 0.889 0.167** -0.290*** 0.127* 0.779 
  

UICT 0.818 0.836 0.508 0.159 0.855 0.264*** -0.085 0.398*** 0.124* 0.713 
 

AICT 
0.693/ 
0.712* 

0.724 0.482 0.057 0.822 -0.096† 0.166** -0.024 -0.092† -0.240*** 0.695 

 

Note: significance of correlations; ILE = Interest and like of English; CCS = Classroom climate reported by student; STR = Student -teacher relationship; UICT =Usage of new technologies; 
AICT = Anxiety of new technologies; AEL = Attitudes of English learning 

† p < 0.100 

* p < 0.050 

** p < 0.010 

* p < 0.050 

** p < 0.010 



75 
 

5.1.3.5 Predicting classroom climate and engagement to reading skills in EFL 

 
Regression 

 
The relationships between revealed factors and reading achievements in English were 
examined using score factor of each latent factor saved from measurement model in 
CFA. In order to determine the affect of the factors detected from the background 

variables on students‘ reading results in EFL the regression analysis was conducted. 
The integration of background factors showed the following findings. Regression 
analysis (RA) with independent variables – six factors from the background 
questionnaire, and English reading tests as the dependent variables together in sixth 

and eighth graders showed that reading correlation in both grades was non-significant 
(p>.05). This is supposed to be that the inf luence of affective factors of young 
adolescents in the middle school towards tests‘ achievements is extremely low. 
 

Table 20 
Regression analysis grades 6

th
 and 8

th
  

 Grade 6 Grade 8 

Prediction path 

coefficient 
(estimate) 

t p  path 

coefficient 
(estimate) 

t  p 

ILE -> Reading comprehension .346 .731 .636 -.446 .521 .392 
CCS ->Reading comprehension -.116 .693 .867 .047 .565 .934 

STR -> Reading comprehension .373 .678 .582 .286 .554 .606 
UICT-> Reading comprehension -1.448 .745 .052 -.374 .543 .491 
AICT -> Reading comprehension -.170 .713 .812 -.055 .533 .917 
AEL -> Reading comprehension .077 .625 .902 .145 .531 .785 

 

Note: ILE = Interest and like of English; CCS = Classroom climate reported by student ; STR = Student-teacher 

relationship; UICT =Usage of new technologies; AICT = Anxiety of new technologies; AEL = Attitudes of 

English learning 

 
Researchers (Jia et al., 2009; P ianta et al., 2008; Ryan & Patrick, 2001) confirm that 

students and teachers interaction and the classroom climate influence the learning 
outcomes of the children. However, if the interaction of the students with the teacher 
is low, or the classroom climate is negative then the outcomes of the students will be 
very low (Reyes et al., 2012). 

The probability of low results could show the problem in the classroom 
climate between teachers and student‘s interaction in the process of teaching and 
learning, which further influenced reading skills in EFL. Figure 11 showed very small 
impact of affective factors on English reading tests of both grades. Thus, based on our 

results we could conclude that poor achievements in reading comprehension tests in 
EFL did not relate significantly to the latent factors. This indicates to the problem in 
the classroom climate, student‘s interaction in the school climate and engagement, 
which seemed to be interesting for further detailed investigation.  
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Figure 11 
Regression analysis on the English Reading of the 6

th
 & 8

th
 grades 

 
 
 
 

5.1.4 Discussion 

 
The results indicate that both grades exhibited the same number of latent factors from 
the background questionnaire. Although learners from grades 6 and 8 produced poor 

results in English reading skills, the number of factors did not significantly influence 
the outcomes of the learners‘ reading skills in EFL. This might indicate that weak 
teacher–student interaction in the classroom, low support from peers or parents, little 
intervention from literacy leaders, and an insufficient environment may produce low 
EFL reading skills. These findings are in accordance with Alsowat (2016), confirming 

the challenge of teaching using the EFL flipped classroom teaching model in relation 
to classroom climate and engagement. In addition, several latent factors related to 
classroom climate and engagement indicated challenges in teaching and learning EFL 
reading skills, which may provide directions on how to manage as well as motivate 

young adolescents to read more in the middle school in Kazakhstan. Parents‘ level of 
education was not found to directly correlate to the outcomes of reading skills in 
English, as has also been established by Myrberg and Rosén (2009), who identified no 
direct effect of parents‘ education on reading skills and reading achievement. Thus, 

young learners should be clearly instructed on the importance and necessity of 
reading. If children are informed that reading is the path to literacy and knowledge, 
they can properly evaluate the significance of pursuing it. Moreover, school libraries, 
librarians, teachers, and policymakers should investigate what books students are 

interested in and prefer to read. Books in school libraries should be updated frequently 
because this could underpin students to visit school libraries regularly. 

Dotterer and Lowe (2011) indicated that school engagement may be mediated 
between classroom context and the academic achievements of students who did not 

have previous achievement difficulties. In particular, Dotterer and Lowe (2011) 
conducted their research among fifth-grade students and concluded that in students 
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with previous achievements problems, the school engagement might not be a mediator 
between classroom climate and academic achieve ment. In such a case, these authors 
suggested applying several additional strategies for low achievers. However, Baker 

(2006) showed that students with learning and behavioral problems performed poorly 
and that the classroom adjustment did not benefit them relative to those with high 
achievement or to peers who had a close relationship to the teacher. Although the 
impact of these factors is considerably low on English achievement, the issue of 

teaching and instruction in the classroom context may be the reason. Furthermore, 
Downer, Rimm-Kaufman, and Pianta (2007) reported that teachers‘ high quality of 
instruction in the classroom context facilitates children‘s engagement with high-risk 
problems and difficulties in school. Downer et al. (2007) also confirmed that 

classroom quality provides and supports engagement, which further stimulates 
motivation and being a mediator between students‘ outcomes.  

Another indication that bilingual and monolingual young learners‘ reading and 
learning English as a foreign language may face problems with phonological 

awareness, sentence construction and reading comprehension, as they experience 
limited communication in English and relatively little time for instruction (Cline & 
Shamsi, 2000; Singleton &Vincent, 2004). Researchers assume (Singleton &Vincent, 
2004, p. 114) that students who do not have a good ―standard of English‖ and/or 

experience difficulties at the word level may be dyslexic and may encounter serious 
problems with literacy. In order to solve the problem and assess reading literacy 
among bilingual and monolingual children in English, tests should be ―culture-free‖. 
Moreover, translating English-language tests into the students‘ native language (Cline 

& Shamsi, 2000; Stanovich, 2000) should be out of the question, as these tests will 
not be appropriate to the students‘ context. Consequently, the tests should be carefully 
prepared for a certain age group, and consider context and level of language 
preparation, which require time and effort from teachers, students and other 

stakeholders.  
The development of English reading literacy in Kazakhstan has had poor 

results along with other English reading skills. The issue of teaching and learning 
English must be given serious attention and considered an urgent topic. Frequent 

assessments should take place in the classroom, which will guide teachers in assisting 
their students in terms of their reading comprehension. Moreover, school 
administration should support teachers in developing teaching reading skills in 
English. Doing so well should include managing student motivation and enabling 

young learners to read more for pleasure both in and out of school to actively 
encourage reading habits in them.  

Young learners should be taught to read for pleasure in and out of school. 
Reading habits should be actively invested to young learners. Parents, teachers, and 

other stakeholders should look at the reading problem from the other side as the key 
of the students‘ further development and prosperity for the successful future of the 
younger generation. If the children will learn that reading is the ―path‖ to the literacy 
and the knowledge increase then libraries in Kazakhstan will be full of students. 

Moreover, the libraries will know the requirements of the students‘ interests and the 
preferences in reading. The books of the school libraries should be refreshed and 
foreseen every time, as this could be a reason or a ―hook‖ makes students visit the 
school or public libraries. This first pilot study performed in secondary schools of 

Kazakhstan firstly should be alarming aspect for the principals, teachers, and policy 
makers for further improvements of teaching reading skills and literacy. 
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5.2 Relationship between reading and writing skills of 6
th

 graders in English 

language and socio-economic background 

 

 

5.2.1 Introduction 
 
No doubts that reading improves writing and the more people read the more 

sophisticated and rich their vocabulary becomes which influences the writing skills as 
well (Çavdar & Doe, 2012; Gao, 2013). Researchers confirm that reading–writing 
relationships are ‗two sides of the same coin‘ (Ehri, 2000, 2005; Perfetti & Stafura, 
2014). They claim that while reading and writing processes a map from speech to 

script is required and/or vice verse. Reading and writing are cognitive mechanisms  
(Hayes, 2000, 2012; Moore & MacArthur, 2012) and the weakness in reading can 
cause a serious problem further in writing (Elbow, 2004). Both receptive and 
productive skills need comprehension while decoding the text and producing the 

writing assignment. The strong correlation and interaction of reading and writing in 
L1 and L2 have been examined and confirmed in the number of the studies and 
research works (Cumming, 2013; Hirvela & Du, 2013; Koda, 2007; Nikolov & 
Csapó, 2010) where the process of language learning and the transparency of 

proficiency in L1 to L2 as the second language acquisition are among hallmarks. This 
fact was determined noticed in the bilingual educational context as well where the 
researchers (e.g., Bialystok, 2002; Verhoeven, 2007) claim that ‗learn new skills by 
drawing on previously acquired resources‘ and such cross-lingual change of one 

language to another by bilingual person is working in both ways in L1 and L2. 

 

 

5.2.2 Methods 

 
5.2.2.1 Participants  

 
The participants were 12-year-old learners (year 6) from randomly chosen public 

seven middle schools of Pavlodar. The students came from Kazakh and Russian 
families. The number of samples, performing the reading tests in L2 (English), and 
the background variables such as gender, age, and mother tongue are presented in 
Table 21 below. Some students who performed the questionnaire session did not 

attend the language test session therefore, the numbers in English sub-scale tests were 
different (22 students were absent). 

 

Table 21 

Number of participants in the Grade 6 (2018) 

Variables  English  
N (sub-samples)  282  

Gender (male; %) 48  
Age (mean, years)  12.00  
Age (SD)  .21  
Mother tongue (%) Kazakh  43.6  

Mother tongue (%) Russian  56.4  
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5.2.2.2 Instruments 
 
The original English reading tests booklet (c.f. Nikolov & Csapó, 2010, 2018) 

included 5 reading tasks, 2 writing tasks, and 2 listening tasks. This pilot project was 
applied only two reading tests (20 items) and two writing tests (9 items) (see Table 
22). Listening part in L2 was excluded due to the lack opportunity of listening 
technical devices in the schools. The applied tests were modified and adapted. 

Students‘ socio-economic background was measured by the set of variables used in 
PISA-2015 background questionnaire for Kazakhstani 15-year-old students where 
parents‘ level of schooling, education level, and number of books at home were 
adapted and applied in the project. The questionnaire was in L1 (Kazakh and Russian) 

and had several items regarding students‘ mother tongue, age, grade and gender as 
well.  

 

Table 22 

Tests booklet in L2 in Grade 6 (2018) 

Skill Task  Input content  
No. of 

items 

Reading 1 Find the title of each book Descriptions of books 10 
Reading 2 Find the missing parts in the 

list 
Text ‗First Day of School‘  10 

Writing 1 Write an e-mail to invite your 

English friend 

Answer the following 

questions 

4 

Writing 2 Write a blog post about your 
favorite season 

Answer the following 
questions 

5 

 
Parents‘ level of education in Table 23 demonstrated that most 6

th
 graders‘ parents‘ 

had a graduate degree of education mother‘s level of education is 25.3% 
(19.2+4.2+1.9), and father‘s  is 13.9% (10.8+1.9+1.2). However, the vast majority of 
the students did not know what degree their parents have. The students had to choose 
the highest level of education of their parents. The scale of the variable was the same 

for father and mother, where 1) did not go to school; 2) finished grades 1-9, middle 
school; 3) completed grades 1-11 main secondary school; 4) finished vocational and 
technical school; 5) has Bachelor degree; 6) has Master degree; 7) has PhD degree; 8) 
I do not know. The results in the following table present the percentage in the group, 

not the number of the samples. 

 

Table 23 
Parents‟ level of education (%) in the 6

th
 grade (2018) 

 
Parents‘ level of schooling 

All Students 

Mother‘s 
schooling 

Father‘s schooling 

Did not go to school .4 1.2 
Grades 1-9, middle school 9.6 10.8 

Grades 1-11, secondary school 18.1 18.8 
Vocational and technical schools  9.2 14.6 
Bachelor degree 19.2 10.8 
Master degree 4.2 1.9 

PhD degree 1.9 1.2 
I do not know 37.3 40.8 
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The percentage in the group of Kazakh and Russian native speakers were 
almost the same thus, as we would like to determine the whole picture of the students‘ 
socio-economic background. This finding indicated that parents‘ education is 

significantly important for further academic development of the child a s if the 
parents‘ less educated this could negatively influence on further career goals of the 
person which could reflected on motivation, individual habits, priorities, and on 
personal characteristics while learning e.g. reading or foreign languages. 

Another socio-economic variable was the number of books at home. The 
outcomes demonstrated all students who participated in the survey. Students‘ number 
of books was measured by 6-scale: 1) 0-10 books; 2) 20-50 books; 3) 100 books; 4) 
200 books; 5) 500 books; 6) more than 500 books. Interesting to know that only 30 

per cent in the 6
th

 grade reported that they had more than 100 books and the rest of 
others mentioned they had around 20-50 books (see Table 24). 

 

Table 24 

No. of books (%) in the 6
th

 grade 

No. of books at home All Students 
0-10 books 22.7 

20-50 books 28.8 
100 books 32.7 
200 books 9.6 
500 books 4.2 

More than 500 books 1.9 

 
5.2.2.3 Procedure  

 
Before performance, a ll students were instructed and were provided with the personal 

password to enter the online platform. Students took 30-50 minutes to do the tests in 
L2 in winter, 2018. Test materials in English, reading and writing skills were 
administered to the 6

th
 graders via the eDia system (Csapó & Molnár, 2019). Reading 

comprehension tests have several tasks including reading and writing skills (Reading 

test 1, 2, and Writing test 1, 2) and were distributed into several cognitive operational 
types as Information Retrieval (IR), Inference (Inf.), and Reflection (Ref.). All items 
were coded into 0-1 scale, where ―0‖ – wrong answer, and ―1‖ – right answer. 

Information Retrieval (IR) tasks reveal to the process of selecting the required 

information from the number of paragraphs and texts. These categories were 
established in PISA-2018 (PISA, 2018, p. 31). The tasks ―Match the title of the book” 
were referred to IR. 

Inference (Inf.) tasks involve putting the missing information to a given text, 

as in puzzle to infer a missing part to make meaning and require an acquisition of a 
new meaning ―from context is the distance between the target word and its cue‖ (Cain 
et al., 2004, pp. 672-673). The tasks ―Match the missing part of the text” were 
regarded to Inf. tasks, as the performer needs to make a conclusion from the various 

recourses or key words around the context in order to understand the meaning of the 
word.  

Writing tasks were deemed appropriate to the Reflection (Ref.) part of the 
tests, as the students had to answer the guided questions. The scoring system for the 

writing tasks had 0-1 scale. The scoring criteria were determined on relevant 
information regarding the writing tasks. For example, if the student did not write 
anything and/or if the answer was not related to the meaning of the question – a ―0‖ 
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score was earned, a ―1‖ score was earned if the answer was appropriate and right. 
Thus, students could earn 4 scores for writing task 1, and 5 scores for writing task 2. 
The maximum score for the writing was 9 points. Finally, after qualitative assessment 

of the writing part the points were set up to IBM SPSS Statistics 23 computer 
software for further analysis and revealing the results quantitatively. 

 

 

5.2.3 Study Results 
 

5.2.3.1 Grade performances 
 

The reliability of the whole instruments in English was very good (Cronbach's alpha = 

.897). The reliability values for the writing component seemed better than in reading 
sub-scales (.878≤alpha≤.926). On one of the English writing tests, Kazakh native 
speakers outperformed Russian native speakers, while maternal education did not 

influence students‘ performance in either group. The reliability of the tests, number of 
items, Mean (%), SD are represented in Table 25. 

 

Table 25 

Reliability of the tests 

Sub-scales Test in English N of items M (SD) 

Information Retrieval α=.893 10 50.0 (28.7) 

Inference α=.878 10 50.0 (28.7) 

Reflection α=.926 9 50.0 (27.5) 

 
Researchers in the last decades have determined that proficiency of students‘ 

skills in L1 could have success in L2. The aim was to examine the effect of mother 

tongue in English language learning. Our hypothesis was that students, with strong L1 
language self-confidence were more successful in L2 outcomes. Reading tests were 
divided and analysed separately in Information Retrieval (IR), Inference (Inf.) and 
Reflection (Ref.) in EFL or L2 (see Table 26). The Mean of Kazakh native speakers 

in English Reading tests were M=50.46% (SD=28.33), and Russian performers 
M=49.63% (SD=29.41).  

 

Table 26 

Results in English Test sub-scales 

Scale Mother Tongue N M (%) SD (%) 
Cronbach's 

alpha 

Information 
Retrieval 

Kazakh 115 48.42 28.94 .897 

Russian 145 51.25 28.55 .889 

Inference 
Kazakh 115 49.35 29.31 .885 

Russian 145 50.52 28.31 .873 

Reflection 
Kazakh 115 53.02 27.98 .937 

Russian 145 47.60 26.87 .916 
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The effect of mother tongue was not significantly influencing the results of 
Kazakh and Russian native speakers in English test. Cohen‘s d (1988) was very small 
in all variables IR (d=-0.11); Inf. (d=-0.03); Ref. (d=0.17) which seemed that mother 

tongue of learners‘ had little effect while learning English. We supposed that this 
could relate to the age of the students and/or the duration of learning the languages, 
which should increase in the upper grades. This seemed interesting as the information 
retained that mother tongue in learning English by Kazakhstani young learners did not 

reliably affect English as L2. We assumed that this might be due to the age of the 
students, and/or the short duration of language learning, which is supposed to increase 
in the upper grades. 
 

5.2.3.2 Reading and writing skills relationships 
 

To determine the relationships between the reading and writing skills in L2 the 
correlation of the sub-scales in L2 were analyzed. The correlation between reading 

and writing components in English was non-significant: .053 (n.s.). In English sub-
scale tasks Information Retrieval (IR) and Inference (Inf.) had strong significant 
correlation and relatively low with Reflection. It should be taken into account that the 
students were studying English language (L2) for their second year. The reason for 

this was that new standard was announced only in April, 2013 (MES, 2013), and for 
most secondary schools in Pavlodar to find qualified teachers of English for 
elementary school children was a big issue thus, in these schools, where the 
assessment was conducted most students started to learn English from the age 11 

(grade 5). Although for those who went to school in 2014, English was taught in 
primary school (age 7). The assessment samples were six graders when we conducted 
the survey in 2018 (the students went to school in 2013). This survey was the first 
pilot assessment study in those schools and the eDia online platform was implemented 

for the first time in Pavlodar. 

 

Table 27 
Correlations of Sub-scales in English: Kazakh native speakers 

**p<0.01  

*p<0.05 

 

Low correlation of Reflection and Inference and Information Retrieval in 
English could depend on several external factors the ways and conditions of 
performing the tests on computer, as well as students‘ level of English (grammar, 
vocabulary knowledge, sentence structure). Tables 27 and 28 showed the strongest 

 Informat

ion 
Retrieval 

Inference Reflection No. of 

books at 
home 

Mother‘s 

education 

Father‘s 

education 

EFL .838
**

 .856
**

 .026 .223
*
 -.075 -.082 

Information 
Retrieval 

 .613
**

 -.067 .131 -.049 -.101 

Inference   -.053 .198
*
 .044 -.020 

Reflection    -.002 -.055 -.054 
No. of books at 
home 

    -.122 -.047 

Mother‘s 

education 

     .477
**
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significant correlations (.856 and .867 respectively) between IR and Inf. in Kazakh 
and Russian native speakers. In order to see the whole impact of the tests on SES 
(mother and father‘s levels of education and number of books at home) we compose 

all operational skills (information retrieval, inference, and reflection) in one as 
English reading comprehension tests as the foreign (EFL). It seemed interesting that 
number of books and inference tasks were correlated (.198) positively in Kazakh 
performers but significantly negatively (-.265) among Russian ones. However, the 

correlations between mother‘s and father‘s level of education and EFL (.243; .172) 
were found significant in Russian native speakers but not among Kazakh students. In 
the case of inference tasks, the relationship was significant between mother‘s 
education level in the group of Russian performers but not in Kazakh group.  

 

Table 28 
Correlations of Sub-scales in English: Russian native speakers 

**p<0.01  

*p<0.05 

 

Table 29 represented all students in the pilot study assessment. The reason of why 
there were not any correlations between reading and writing in L2 (English) could be 
the age of the students, their individual differences, teaching and learning style or the 
classroom climate. Another reason could be that writing scripts in Kazakh and 

Russian languages are highly transparent so the phonological awareness of the words 
plays an essential role while learning Kazakh or Russian languages, albeit for English, 
the non-transparent orthography language, spelling process is highly required. Insofar, 
the correlations of IR and Inf. were strong in L2 language tests, but not with 

Reflection part. Students‘ low achievements in L2 and no correlation between reading 
and writing could be because at 12

th
 age students who is studying EFL or as L2 could 

only achieve a certain level. The frequency of teaching and learning English, way and 
quality of teaching and instruction emerge in level of proficiency.  

 

Table 29 
Correlations of Sub-scales in English: all students 

 
Inference  Reflection  

Information Retrieval  .662**  -.052  

Inference  
 

.053  

**p<0.01  

 Informat
ion 

Retrieval 

Inferenc
e 

Reflectio
n 

No. of 
books at 

home 

Mother‘s 
educatio

n 

Father‘s 
educatio

n 

EFL  .881
**

 .867
**

 .069 -.149 .243
**

 .172
*
 

Information 
Retrieval 

 .689
**

 -.037 -.121 .158 .112 

Inference   136 -.265
**

 .240
**

 .144 

Reflection    -.016 .052 .000 
No. of books at 
home 

    .103 .042 

Mother‘s 

education 

     .667
**
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The level of ―can do statements‖ and types of the tasks (Nikolov, 2016) in L2 
or FL are framed and limited as their potential in L2 could not be appropriate for the 
strong correlation as the level of proficiency is not enough in L2 in reading and 

writing skills thus, the relationship was not found. It should be taken into an account 
that learners‘ attitude, and motivation school be positive and could affect students‘ 
assessment process and achievements in L2.  

 

5.2.3.3 Relationships of SES variables, reading, and writing 
 
Multiple regression analyses stepwise method was used in each language group 
separated regarding to students‘ SES variables (Kazakh and Russian). The model in 

regression analysis pointed that mother‘s education has the strongest influence on the  
achievements of reading comprehension tests in English in Russian students and not 
in Kazakh. In Kazakh and Russian groups, the level of father‘s education did not 
predict achievements in L2.  

Students whose L1 was Kazakh, achieved better results in writing than those, 
whose L1 was Russian which seemed interesting. Number of books at home seemed 
to contribute the outcomes in English tests for Kazakh learners better than Russian 
performers the differences in path coefficients (beta: .223; -.176) (Table 30) was 

higher in Kazakh students, albeit negative among Russian ones. It seemed that 
Kazakh native speakers are more satisfied to use books, textbooks materials at home 
for learning English as a foreign language than Russian native speakers. The 
probability value is statistically significant. However, it should be taken into account 

that these findings examined only sixth graders of urban seven secondary schools in 
Pavlodar city and the results may not be referred to the whole region. Although the 
fact that abilities level in EFL is low should be considered as alarming for the schools, 
teachers, parents and other stakeholders to modify the process of teaching and 

learning of English language programme. In order to indicate the efficiency of 
educational programme, the level of literacy in L1 and L2, the relationship of L1 with 
L2 or EFL where individual differences of the learners are followed and accepted, the 
assessments from other regions and cities of Kazakhstan are necessary to explore in 

several other age groups.  

 

Table 30 
Regression analyses in English test outcomes as the dependent with parents‟ level of 

education, number of books and reading and writing in L2 by Kazakh and Russian 
native speakers  

Independent 
variables 

Dependent variable: Reading comprehension tests in English 

Kazakh native speakers  
R square =.050 

Russian native speakers 
R square =.090 

Beta t Sig  Beta t Sig  
Mother‘s 
education 

-048 -.519 0.605  .261 3.239 0.001  

Father‘s 
education 

-.072 -.778 0.438  .011 .100 0.921  

No. of books 
at home 

.223 2.432 0.017  -.176 -2.187 0.030  
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5.2.4 Discussion 
 
Literacy and proficiency in English as a foreign language the reading process of the 

learners should be in mother tongue and in English as this could predict language 
development, and promote literacy from L1 to L2. Although a certain kind of 
―scaffolding‖ in reading and writing, instruction and intervention are necessary in 
early language stages. Further perspectives of reading and writing interrelationship 

will be the ways of how to improve literacy level among learners in Kazakhstan in the 
middle school. These assessment results lead us to the track of the problems in and 
out of school classroom management, literacy issues in reading, writing, foreign 
language teaching, individual differences of the students learning L2 in the middle 

school. Although students‘ literacy level can be improved in Pavlodar, (Kazakhstan) 
if the assessment being frequently applied and students‘ achievements are discussed 
regularly with teachers, students, parents, and other stakeholders (Akhmetova et al., 
2020). School administration should provide a space for parents to participate in the 

learning process and help teachers to define the children‘s problems in reading 
comprehension in L1 and L2 while reading. There are number of limitations of the 
current study as we did not assess students‘ L1 reading and writing skills, teachers‘ 
viewpoints and the ways of their regular assessment, we did not have any information 

of how teachers define whether students have any difficulties and understand the 
reading content while reading. We did not analyse factors that may influence reading 
and writing literacy among students, the questionnaire for teachers and parents of how 
they could reform the content of teaching and learning in order to attract kids‘ 

motivation and make them read more books were not provided. These questions 
require a lot of work in the way of improving teaching and learning process, and 
reading literacy among learners, teachers, and parents. All participants should work 
and inspire each other in the teaching and learning process as reading literacy is 

significantly essential for students‘ critical thinking, and problem solving.  
Future research agendas will be under the scope of reforming program in the 

middle secondary education in terms of implementing diversify methods in L1 and 
L2, flexibility, and feasibility for all members of schooling process. Digitalizing the 

list of the literature books that student should have to read in the middle stage in L1 
(Kazakh and Russian), and in L2 (English) languages would be our next step to 
increase motivation and literacy (Zickuhr et al. , 2012). Concerning the list for reading 
books in L2 (English) they should be carefully chosen, adaptive, available in paper 

and electronic version, as well as appropriate to the students‘ level in the foreign 
language. Accountability of the books and reading materials in the library, computer 
software, and ICT devices will grow students and teachers‘ motivation. In conclusion, 
12-year-old learners should read and write more while learning EFL and school 

should assist students and teachers in the teaching and learning process. SES is 
essential for the future of the students‘ career goals and job findings. Students should 
be motivated to read more books they would like to read in L1 and L2 and the school 
administration should provide this opportunity for all students in the school library. 

Negligible results in English and low correlation with SES seemed that students, 
parents and teachers discuss less or not enough on students‘ outcomes during studying 
period. Teachers in L1 and L2 should apply diagnostic tests more frequently. 
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5.3 Links between reading attitude and reading achievement in three languages: 

Assessments in two age groups of young Kazakhstani learners 
 

 

5.3.1 Introduction 
 
There is considerable agreement that a positive reading attitude positively influences 

reading outcomes, although the literature claims that when students grow older and 
move on to middle or high school, reading attitude decreases (McKenna et al., 2012) 
and could affect reading achievement (Petscher, 2010; Woolley, 2011), thus 
furthering a negative trend.  Reading habits and love of reading promote reading 

literacy. Moreover, regular reading activity has a great impact on people‘s general 
language ability, such as vocabulary, speaking and communicative skills (Cain & 
Oakhill, 2011; Schatz & Krashen, 2006). 

Several studies (e.g., Bialystok, 2002; Koda, 2007; Verhoeven, 2007) have 

shown that reading skills in one‘s native language and in English as a foreign 
language in young learners can operate in both directions as learners‘ previously 
acquired resources are accelerated to master new skills. These interaction processes in 
language learning positively influence reading attitude and affect reading 

achievement. However, additional options for recreation and knowledge acquisition 
are among the factors behind children no longer reading regularly for pleasure and in 
their attitude towards reading dropping significantly. In a bilingual and monolingual 
context, this issue could pose a challenge in teaching children languages other than 

their heritage language and/or language of instruction, which could be an impediment 
for further literacy development.  
 
 

5.3.2 Methods 
 

5.3.2.1 Participants 
 

The sample (n=1,505) included students from Grade 6 (n6th=810) and Grade 8 
(n8th=695). The sixth graders comprised 531Kazakhs, 257 Russians and 22 students 
from other ethnic groups. The eighth-grade sample included 407 Kazakhs, 258 
Russians and 30 students from other nations.  

Information on ethnicity was obtained from the background questionnaire 
(with the question: What is your native language? 1–Kazakh, 2– Russian, 3– Other); 
22 in sixth grade and 30 in eighth grade who completed the questionnaire chose 
―Other‖. However, all the students whose native language is Russian and/or ―Other‖ 

speak Russian. The sample size of the students whose native language is Kazakh 
includes both students who are fluent in Kazakh and Russian and those who are fluent 
in Russian, but cannot speak Kazakh fluently, although they can read and write in 
Kazakh and understand the spoken form. However, 44% of the students in Grade 6  

completed the questionnaire in Kazakh and 56% did so in Russian. While in the 
eighth grade, 37% did the questionnaire in Kazakh and 63% in Russian. This suggests 
that number of Russian speaking students is still higher in northern Kazakhstan  
comparing to Kazakhs. Table 31 summarizes detailed information on the 

demographic variables of the sample size.  
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Table 31 
Samples of the study (2019) 

  Age Gender % Native language (%) 

Grade N Mean  SD Boys Girls  Kazakh  Russian Other  

6 810 11.99 0.22 49.9 50.1 64.6 31.8 2.7 
8 695 14.00 0.21 51.2 48.8 58.6 37.1 4.3 

 
The assessed schools have both Kazakh and Russian as media of instruction. The sole 
medium of instruction in Schools A, B and C is Kazakh, whereas the four other 

schools (Schools D, E, F and G) have both Kazakh- and Russian-medium classes. The 
teaching and learning in the mixed schools are designed for both bilingual and 
monolingual students, although the majority of the students there use Russian on a 
regular basis, as Russian-medium schools are dominant in northern Kazakhstan. 

 
5.3.2.2 Instruments 

 
Reading attitude questionnaire 

 
The survey used the questionnaire for reading attitude based on the National Literacy 
Trust (NLT) of Children‘s and Young People‘s Reading Habits and Preferences (cf. 
Clark & Foster, 2005).The reading attitude questionnaire was adapted from the NLT 

with some modifications, including a five-point Likert scale. The sixth-and eighth-
grade students were asked to choose how much they agree or disagree with certain 
statements on a scale: 1 (strongly disagree), 2 (disagree), 3(neither agree nor 
disagree), 4 (agree) and 5 (strongly agree). The questionnaire consisted of twelve 

items and was in the students‘ native language (Kazakh or Russian);before 
completing the main part of the questionnaire, the students also responded to 
background questions on gender, native language and age (see Table 31). 

The questionnaire was the first part of the assessment. It took 15–20 minutes 

and was composed of the following items: (1) I read because it is fun; (2) I read 
because it relaxes me; (3) Reading broadens my knowledge; (4) I only read when I 
have to; (5) Reading is more for girls than boys; (6) Reading is boring; (7) I like going 
to the library; (8) I prefer reading in my native language to reading in English; (9) I 

prefer reading e-books; (10) Reading is necessary to work on the Internet and the 
computer; (11) I mostly read at home; and (12) My groupmates motivate me to read 
more. After some breaks, students did the tests in the three languages, so there were 
two sessions in all.  

 
Reading tests 
 
The reading tests were prepared in three languages, Kazakh, Russian, and English, in 

a similar way. Both the bilingual and monolingual students did the tests in the three 
languages, as these languages are compulsory in Kazakhstan. All children know them 
but still Russian speaking students have the immune to learning Kazakh. The reading 
tests were based on the present program of the core curriculum for secondary 

education (MES, 2013) for Kazakh, Russian, and English; as well, the PISA 
framework requirements were taken into consideration. Both the sixth and eighth 
grades had different reading tests in the targeted languages; thus, in the sixth grade the 
number of items in English, Kazakh, and Russian alike consisted of twelve items. In 

the eighth grade, the tests differed somewhat: they involved 17 items in English, 17 
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items in Kazakh and 14 items in Russian. The content of each language test was 
different although with a similar format (i.e., multiple-choice tasks and closed 
questions). The reading tests consisted of continuous and non-continuous texts with 

graphics and images similar to those on the PISA tests. The graphic tasks included 
posters and invitation cards in which to find the answer. Tables 32 and 33 present a 
detailed description of the tests. The online test items are illustrated in more details in 
Appendices. 

 

Table 32  
The reading tests in English, Kazakh and Russian in Grade 6 (2019) 

Skill Task Input content No. of 
items 

Reading 1 in 
English 

Match the right answer to the 
questions 

Invitation card 4 

Reading 2 in 
English 

Match words with the definition Describing 
professions 

8 

Reading 1 in 
Kazakh 

Match the right answer to the 
questions 

Invitation card 4 

Reading 2 in 
Kazakh 

Match words with the definition Defining words 8 

Reading 1 in 
Russian 

Match the right answer to the 
questions 

Poster information 4 

Reading 2 in 
Russian 

Match notices to the meaning Describing notices 8 

 
 

Table 33  

The reading tests in English, Kazakh and Russian in Grade 8 (2019) 
Skill Task  Input content  No. of 

items 

Reading 1 in 
English 

Match statements true or false  Advertisement 
information 

7 

Reading 2 in 
English 

Match words to the definition Defining words 10 

Reading 1 in 
Kazakh 

Match statements true or false  Advertisement 
information 

7 

Reading 2 in 
Kazakh 

Match the right answer to the 
questions  

Quiz texts 10 

Reading 1 in 
Russian 

Match the right answer to the 
questions  

Dialogue interview 7 

Reading 2 in 
Russian 

Match the statement true or false Advertisement 
information 

7 

 
The reliability of the questionnaire for Grade 6 (α=.745) and Grade 8 (α=.749) 

pointed to a good level of acceptance. Both grades completed the same questionnaire 
for reading attitude. The results showed that the questionnaire and the tests were 
appropriate for young learners in Kazakhstan (see Table 34). 
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Table 34  
Reliability (Cronbach‟s alpha) of the reading tests 

 Grade 6 Grade 8 

English .88 .90 
Kazakh .89 .89 
Russian .84 .84 

 

5.3.2.3 Procedure 
 
The tests and questionnaires were delivered online by the Electronic Diagnostic 
Assessment System, the eDia platform (Csapó & Molnár, 2019).The instruments were 

administered in the computer rooms at the participating schools with the Internet 
connection available there and using the operating system and browsers, the 
participants normally use and are familiar with. Before the assessment, each school 
was visited and a number of technical issues were discussed regarding the availability 

of the computer labs and schedule preparation for the sixth and eighth grades in the 
selected schools. As this measurement project commenced in 2018, an agreement 
with the Departments of Education in the region and the city as well as with 
principals, administrators, and teachers in the randomized schools was reached the 

year before. 
Before each assessment session, schools were informed about the period and 

the time almost three to four months ahead. Participating students were also informed 
in advance that they were taking part in the survey to measure adolescents‘ reading 

literacy skills in Kazakh, Russian and English and their attitudes towards the reading 
process for further research to facilitate improvement in reading skills. As the 
participants were from different grades, the assessment timetable was organized 
separately for the sixth-and eighth-grade students. On the assessment day, each 

participant was given an eDia link and a personal password to enter, so he or she 
could first complete the questionnaire and then do the tests in Kazakh, Russian, and 
English. As the young adolescents were not proficient in English, the questionnaire 
was in Kazakh or Russian. The duration for the tests and the questionnaire in both 

grades was approximately 30 to 50 minutes. The Internet connection was good, so the 
students did not have any difficulties during their assessment process. The data were 
analyzed with SPSS, Mplus and ConQuest.  

 

 

5.3.3 Study Results 
 

5.3.3.1 Differences in reading achievement in the three languages, age group 

and gender  
 

The sub-scales for the questionnaire and test performance were compared separately 
for each grade. The level of test difficulty and its appropriateness to the level of the 

sixth- and eighth-grade students‘ ability on each reading achievement test (English, 
Kazakh and Russian) was confirmed with Rasch (IRT) analyses. The item-person 
maps for the reading achievement tests indicated a convincing overlap between test 
item difficulty and students‘ ability distribution in both age groups. As regards the test 

achievement of the students, both grades did better on the Russian test than on the 
Kazakh and English ones. However, it was observed that performance was slightly 
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higher in English as a foreign language in the eighth grade than in the sixth, but the 
results were lower in Kazakh and Russian. 
 

Table 35 
The performances in the reading tests (2019) 

Language 
Grade 6 Grade 8 

Mean SD Mean SD 
English 49.26 30.92 52.85 30.18 
Kazakh 65.16 30.61 58.74 28.79 
Russian 73.20 24.62 66.56 26.13 

 

Item-person map in the Rasch analysis showed better outcomes for the sixth graders 
on the text tasks than on the graphic ones. The graphic tasks seemed difficult for the 
twelve-year-olds in all three languages. However, the graphic tasks were better in 
English than in Kazakh and Russian for the eighth graders, whereas the text tasks did 

not cause any problems for the Grade 8 students.  
Although Table 36 illustrates that the girls performed somewhat better in the 

three languages than the boys in both grades, the differences were statistically non-
significant (p>.05). Interestingly, the PISA 2018 report for Kazakhstan (OECD, 

2019), published on 3 December 2019, underlined that the gender aspect in the 
performance of 15-year-old boys and girls was not significant. Our finding is in line 
with the PISA results, indicating that unlike most participating countries, there is no 
large gender difference in reading achievement.  

 

Table 36 
Gender differences in the English, Kazakh and Russian reading test performances 
 

Grade 6 (n=810) Grade 8 (n=695) 

English Mean (%) SD (%) English Mean (%) SD (%) 
Boys 47.33 31.52 Boys 51.72 30.43 

Girls 51.25 30.20 Girls 54.04 29.91 
tEng (810) = -1.78, p >.05 tEng (695) = -1.00, p>.05 

Kazakh Mean (%) SD (%) Kazakh Mean (%) SD (%) 

Boys 64.75 30.88 Boys 57.74 29.17 
Girls 65.59 30.35 Girls 59.80 28.37 

tKaz (810) = -.39, p >.05 tKaz (695) = -.94, p>.05 

Russian Mean (%) SD (%) Russian Mean (%) SD (%) 
Boys 73.02 24.90 Boys 65.71 26.38 
Girls 73.39 24.34 Girls 67.46 25.87 

tRus (810) = -.21, p >.05 tRus (695) = -.88, p >.05 

 
The Rasch analysis showed that students‘ ability level and test difficulty were 

appropriate. The Rasch analyses showed that test difficulty and student ability in 

English, Kazakh, and Russian did not show big differences, although test achievement 
in both grades was lower in English than in Kazakh and Russian. However, two items 
on the English test and one item on the Kazakh in sixth grade were difficult to do, 
whereas in the eighth grade the items in the three languages were in the middle 

distribution.  
Item response modelling was conducted for defining the fit of the item 

difficulty and the level of latent traits in reading literacy of young learners in each 
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language test. Item response theory (IRT) model examined item statistic properties 
conducting Rasch analysis using ConQuest-2.0 package program. Regarding item 
analysis, the following values should be investigated such as description index (DI), 

Weighted MNSQ mean square, point-biserial correlation (Pt Bis), average measure 
(Avg). The fit of items‘ difficulties, and the students‘ abilities were ranged under the 
next distribution, where the DI should be higher 0.2 and close to 0.4 or above, which 
means, that item score meets the whole score of the test where 0.4 is the good item; 

(Hopkins, 1998). The measures of ―category disordering‖ as Weighted MNSQ should 
be from 0.7 to 1.3 (Griffin, 2010) but not higher than one. PtBis point-biserial 
correlation and average measure should ―not be in increasing order with increasing 
category scores‖, which means ―for a lower score category, the average autonomy 

level is higher than that for a higher score category‖ (Wu & Adams, 2007, pp. 64-65). 
Rasch analysis in item-person map showed that the sixth graders did better in 

the tasks with texts rather than the graphs, where the answers must be searched from 
the posters and the invitation cards. These graphs tasks seemed very difficult for the 

12-year-olds in all three languages. However, for eighth graders these types of the 
tasks with graphs caused more problems in Kazakh and Russian languages than in 
English. We suppose that this is because the students from the eighth grades do not 
often apply tasks with graphs or interactive pictures and advertisements in Kazakh 

and Russian than in learning English. Therefore, we would probably suggest using 
more tasks with the diagrams, tables, graphics or advertisements further rather than 
difficult texts in Kazakh and Russian languages (see Appendix A, B) the item-person 
map (IPM) of sixth and eighth graders in English, Kazakh and Russian languages. 

The tests‘ difficulties and the students‘ abilities of Rasch analyses in English, 
Kazakh, and Russian languages did not show big differences, although tests‘ 
achievements of both grades in English were lower than in Kazakh and Russian. 
Interestingly to denote that as our survey, conducted during January-February 2019 in 

seven schools of Pavlodar, Kazakhstan in grades 6
th

 and 8
th

 showed no differences 
between boys and girls (p>.05). Although this could be noticed that girls performed 
better in three languages than the boys in the both grades. In PISA-2018, published in 
December 3, 2019 report for Kazakhstan (OECD, 2019) the gender aspect in the 

performances of 15-year-olds boys and girls were not significantly different. This 
feature has also been proved and confirmed in the results of our analysis that the 
gender differences in our research among six and eighth grades was not statistically 
significant (p>.05) (see Table 36). 

The reliability of all tests in the both grades was very good is .8 and above. 
Although it was very interesting to denote that, we noticed that for the sixth graders, 
the graph tasks where the answers have to find out from the poster and the invitation 
cards were very difficult in all three languages than from the texts. However, for the 

eighth graders the graph tasks were much more difficult to perform in Kazakh and 
Russian languages than in English.  

We suppose that this is because the students from the 8
th

 grades used very few 
graphic tasks in Kazakh and Russian languages than in English. As for the 6

th
 grades 

text information used more frequently than the graph tasks in all Kazakh, Russian and 
English languages. However, while our data collection the usage of interactive board, 
pictures, and advertisements are implementing and actively apply in the learning 
English language as a foreign. We conducted Rasch model analysis in order to 

observe the whole picture of the tests in three languages. The analysis in general 
showed that there were no items of lower or higher ability level in 6

th
 and 8

th
 grades. 

Students‘ ability level and the tests‘ difficulties were appropriate and reliable to them. 
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However, two items in English and one item in Kazakh tests for the grade sixth were 
difficult to perform, whereas in the eighth grade the items in three languages were in 
the middle distribution. Although more items should be included in the tests in the 

future for both grades in order to investigate the level of students‘ ability in three 
languages in detail.  

 
5.3.3.2 The relations between the tests in Kazakh, Russian and English 

 
Concerning the reliability of the test is of the important concepts in testing as it shows 
whether the tests is well-constructed and shows the same outcomes in the various 
moments and time (Johnson, 2008, p. 313). Discrimination in the tests means that the 

tests should be able to differentiate students‘ abilities and skills in a certain domain 
therefore each item is crucial in the test (Johnson, 2008, pp. 314-315). Feasibility 
means the way of administration of the tests and the tests procedures how it is 
organized to the students (Johnson, 2008, pp. 314-315). In order to know the relation 

between students‘ abilities of retrieval and inferring items, we conducted a correlation 
analysis of the four tasks. The relation between students‘ abilities of retrieval and 
inferring items was ascertained with four tasks. Table 37 highlights that Pearson 
correlations for the tests were significantly strong (r=.51, p<.01) between the 

languages in both grades. 
 

Table 37  
Correlations for reading tests in Grades 6 and 8 

Grade Test Test in Russian Test in English 

Grade 6 
Test in Kazakh .520** .547** 

Test in Russian  .576** 

Grade 8 
Test in Kazakh .509** .582** 
Test in Russian  .551** 

** p<.01 

 
The way of constructing the tests in three languages, the results of the test express 

whether the learner has mastered ―the content specification‖ (p. 310).  In constructing 
a test, one should take into account that a test needs to meet validity, reliability, 
discrimination, and feasibility. Johnson (2008) represents that validity has five types 
that a good test has to pass through in order to achieve ―true reflection of individual‘s 

skills‖ (p. 311). He defines that content validity ―must clearly be represented in the 
test itself‖ (p. 311) the content of the test. Content validity should include the question 
sampling as a good test have to be required ―grasped the entire material‖, ―…to draw 
up a detailed content specification‖. Face validity is the second type of the validity, 

which means, ―what the world thinks of the test‖ (p. 311) as the author mentioned that 
expert and professionals should look and examine the tests. Construct validity means 
that the test and the structure of the language and the learning process have the 
relationships (Johnson, 2008, p. 312). Empirical validity is the way of verification of 

the test together with the other for example standardized or placement tests to see how 
the new-made tests are comparable and predicts the same results as standardized 
(Johnson, 2008, p. 312). Consequential validity deals with the effect of the test (social 
or pedagogical) it has on the students it could be intentional or non-intentional, 

positive or negative, etc (Johnson, 2008, p. 313). 
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5.3.3.2.1 The influence of the native language on the results of the young 
learners‟ reading performance 
 

The results in the sixth grade for the ANOVA (Analysis of Variance between Groups) 
showed the main effect of the students‘ native language on their performance on the 
tests in Kazakh: F(2, 801)=20.29, p<.001, η

2
p=.049; in Russian: F(2, 794)=7.29, 

p<.001, η
2
p=.018; and in English: F(2, 779)=7.75, p<.001, η

2
p=.019. 

In the eighth grade, statistical analysis showed a significant difference 
between Kazakhs, Russians and other ethnic groups taking the test in Kazakh: F(2, 
692)=14.87, p<.001, η

2
p=.041; in Russian: F(2, 689)=3.35, p<.036, η

2
p=.009; and in 

English: F(2, 682)=6.61, p<.001, η
2
p=.019. However, the actual effect of the mean 

scores between groups was quite small; the students‘ native language did influence 
their outcomes in Kazakh, Russian or English. 

In both grades, post hoc testing demonstrated significant differences between 
pairs of nations on the Kazakh test whose native language is Kazakh (M=63.59, 

SD=28.96), Russian (M=52.35 SD=27.02) and Other (M=47.84 SD=28.26). Although 
non-significant differences between the nations were found on the Russian tests, the 
Kazakhs performed significantly better than the Russians and others on the English 
test. Therefore, the effect size of the native language was small in both grades but 

close to intermediate on the Kazakh-language test (η
2
=.018–.049). The probability of 

the Kazakh native speakers achieving well on the tests in Kazakh, Russian, and 
English is significantly higher statistically in all three languages than that of the 
Russian native speakers and others. This could suggest that the bilingual students 

performed better than the monolingual ones in the respective languages, despite a 
small effect size on reading achievement in the native language. 

 
5.3.3.3 The influence of reading attitude on reading achievement in Kazakh, 

Russian, and English 
 
The results showed low influence of reading attitude on the reading tests in the three 
languages. Interestingly, young learners have a positive attitude towards reading, but 

this did not have any impact on their performance. Factor analysis showed a three-
factor model in the sixth grade and a four-factor model in the eighth. Factor loadings 
in both grades correlated well, and reliability coefficients for these factors ranged 
from .71 to .86; the models fitted well to the data in both grades: the sixth (χ

2
=154.33, 

CFI=.95, TLI=.93, df=51, RMSEA=.05, SRMR=.04) and eighth (χ
2
=148.33, CFI=.97, 

TLI=.95, df=48, RMSEA=.06, SRMR=.04).The factor loading for the items in Grade 
6 produced three factors: positive reading attitude, non-positive reading attitude and 
reading preferences(see Table 38). 

The regression analysis showed a good fit to the model in all three languages: 
Grade 6 (χ

2
=196.75, CFI=.96, TLI=.94, df=78, RMSEA=.05, SRMR=.04) and Grade 

8 (χ
2
=192.51, CFI=.97, TLI=.95, df=72, RMSEA=.05, SRMR=.04), respectively. 

However, based on the results, reading attitude (RA) and reading achievement in both 

grades indicated that reading attitude did not influence students‘ reading achievement 
in all three languages in Grade 6 (r en=.004, rkaz=.004, r rus=.040, p>.05) and Grade 8 
(ren=.013,rkaz=.006, rrus=.005, p>.05).  

Table 38 demonstrates factor loading of the affective items in grade six 

resulted in three factors labeled as ―Positive Reading Attitude‖, ―Non-positive 
Reading Attitude‖, and ―Reading Preferences‖. In Table 39, eight graders performed 
the same affective questions, albeit the number of the factors increased to four factors 
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as ―Positive Reading Attitude‖, ―Non-positive Reading Attitude‖ ―Reading 
Preferences‖, and ―Reading Habit and Activity‖. Interestingly, that in grade eight the 
correlation of the items in factor loadings is much stronger than in grade six. This 

could also prove that as children pass to the upper graders positive attitude towards 
reading is fostering negative feeling (McKenna et al., 1995; Sainsbury & Schagen, 
2004). 

 

Table 38  
Factor loadings for reading attitude in Grade 6 (2019) 

Item number Positive 

reading 
attitude 
(PRA) 

Non-positive 

reading 
attitude 
(NRA) 

Reading 

preferences 
(RP) 

1. I read because it is fun.  0.672 0.247 0.295 

2. I read because it relaxes me. 0.729 0.077 0.296 

3. Reading broadens my 

knowledge. 
0.604 0.228 0.112 

4. I only read when I have to.  0.126 0.680 0.112 

5. Reading is more for girls than 
boys. 

0.094 0.610 0.157 

6. Reading is boring. 0.058 0.733 0.050 

7. I like going to the library.  0.460 -0.021 0.312 

8. I prefer reading in my native 
language to reading in English.  

0.176 0.105 0.428 

9. I prefer reading e-books. 0.289 0.148 0.651 

10. Reading is necessary to work 
on the Internet and the computer. 

0.270 0.201 0.634 

11. I mostly read at home. 0.282 0.031 0.546 

12. My groupmates motivate me 
to read more.  

0.201 0.063 0.597 

 

Table 39 illustrates four factors that emerged from the reading attitude 
questionnaire among the eighth-grade learners: positive reading attitude, non-positive 
reading attitude, reading preferences, and reading habits and activity. Interestingly, 
the correlation of the items in the factor loadings in Grade 8 was much stronger than 

in Grade 6. This could suggest that a positive attitude towards reading fosters a 
negative feeling as children move on to the upper grades (McKenna, 2001; McKenna 
et al., 1995; McKenna et al. , 2012; Sainsbury & Schagen, 2004; Walpole & 
McKenna, 2012) and the external motivation to study for good grades starts to be a 

pivotal factor in the upper grades. Significant correlations were found between factors 
in Grades 6 (r=.21, p<.01) and 8 (r=.33, p<.01). Despite a positive attitude towards 
reading, the regression analysis, in both grades, found weak relations between reading 
attitude and reading achievement in the targeted languages.  
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Table 39  
Factor loadings for reading attitude in Grade 8 (2019) 

Item number Positive 
reading 
attitude 
(PRA) 

Non-
positive 
reading 
attitude 

(NRA) 

Reading 
preference

s (RP) 

Reading 
habits and 
activity 
(RHA) 

1. I read because it is fun.  0.841 0.089 0.239 0.224 

2. I read because it relaxes 
me. 

0.880 0.048 0.206 0.255 

3. Reading broadens my 
knowledge. 

0.751 0.240 0.228 0.154 

4. I only read when I have 
to. 

0.145 0.856 0.133 -0.001 

5. Reading is more for girls 
than boys.  

0.051 0.766 0.168 0.142 

6. Reading is boring. 0.100 0.841 0.168 -0.014 

7. I like going to the library. 0.176 -0.062 0.124 0.651 

8. I prefer reading in my 
native language to reading 

in English.  

0.163 0.078 0.675 0.137 

9. I prefer reading e-books. 0.203 0.176 0.642 0.217 

10. Reading is necessary to 
work on the Internet and the 

computer.  

0.177 0.122 0.682 0.232 

11. I mostly read at home. 0.247 0.052 0.18 0.572 

12. My groupmates 
motivate me to read more.  

0.184 0.041 0.310 0.786 

 
These outcomes proved the effect size was very slow and this fact was 

underpinned in the most literatures (McKenna, 1995; McKenna et al. , 2012) that as 

children become older the attitude changed but this could not influence achievement. 
However, in the background questionnaire half of the students mentioned that the 
problem is in lack of the free time and the absence of the books at home and in the 
school library.  

These results are supposed to have the following explanation. Children in 
Kazakhstan in general, have positive attitude towards reading but as they pass to the 
upper grades, the number of subjects and homework increase and thus, they have less 
free time for reading. The Ministry of Education and Science of the Republic of 

Kazakhstan finance almost all school libraries in the country. Even though, the list of 
the books, necessary for the students to read in Kazakh and Russian languages in the 
middle and upper grades are determined in the main standard of core curriculum for 
the secondary school. Most teachers demand students to read those books in during 
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the holidays and/or in summer vacation. Only few of the students could read the 
books from the list, just because those books for most students‘ opinions are not 
interesting and language is hard to read, most found those books boring and simple do 

not read them at all. Even if someone reads, he or she reads them just because this is 
the part of school programme and it will be useful for future marks, but not for 
pleasure. This also raises a negative attitude towards reading in the middle and upper 
grades. Most classes in the school in Kazakhstan are overloaded (i.e., 30-35 students 

in one class) especially in the urban areas. This could also be the reason for the 
students‘ low results in reading achievement in three languages where English is a 
foreign. 
 

 

5.3.4 Discussion 
 
The low impact of reading attitude on reading outcomes is underpinned by the 

literature (McKenna, 1994, 2001; McKenna et al., 2012), confirming that reading 
attitude declines significantly as children grow older. However, on the background 
questionnaire, half of the students mentioned that the problem was a lack of free time 
and the absence of interesting books at home and in the school library. The low effect 

size of the reading-to-reading ratio has been shown to change attitudes towards 
reading as children grow older, which is also confirmed in the literature (McKenna, 
1994, 2001; McKenna et al., 2012).  

The study shows significant problems in the development of the students‘ 

reading literacy through the relation of reading attitude and reading achievement in 
three languages. However, such factors as the geographical location of the randomly 
chosen schools (only in Pavlodar –in northern Kazakhstan), teaching style, home life 
and cultural diversity of the students, as well as students‘ educational background 

could have affected the findings of this study. 
Based on the results, we assume that young learners in Kazakhstan in general 

have a positive attitude towards reading, but they read less as they move onto the 
upper grades. We consider that this may be because the quantity of subjects and 

homework grows significantly and they have less free time for pleasure reading. Since 
2009, Kazakhstan has participated in the PISA surveys. In 2018, Kazakhstan showed 
declining results in reading literacy (M=387) compared to 2009 (M=390) and 2012 
(M=393) (OECD, 2019). The decrease in reading literacy could be worrisome for  the 

education system, economic progress and the welfare of Kazakhstan in general. 
Another issue is the core curriculum for secondary education (MES, 2013) for 

Kazakh literature and Russian literature, where one of the requirements in secondary 
education is a reading list for students in the middle and upper grades to facilitate 

reading literacy development. Only a few students manage to read the books from the 
list because most of them find them boring and difficult. We suppose that this could 
also cause a negative attitude among the students towards reading in the middle and 
upper grades in Kazakhstan. The study aims to investigate the impact of a cross-

sectional survey of reading attitude and achievement in three languages in two 
cohorts. The relationship of young learners‘ reading attitude and test performance in 
their first and second languages (L1 and L2), Kazakh or Russian, and English as a 
foreign language (L3) in bilingual and monolingual contexts was examined. To 

investigate young learners‘ reading attitudes and habits as well as the languages 
preferences, which will further provide us the clues for more sophisticated and 
complex research is crucial for reading area in the future. 
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Overall, for Kazakhstani young learners this survey was based on the eDia 
online platform that has been implemented for the secondary schools of Pavlodar 
since 2018, and the students‘ ability level to use computers while performing the tasks 

was taken into account. However, the study should be continued and implemented 
further in order to research the field of reading development and the level of literacy 
in the mother tongue and English as a foreign more deeply. Obtaining results will give 
us an opportunity and evidences for further intervention and recommendations in 

instruction for the development of interactions of reading and writing in practice. 
Therefore, the intervention and instruction are required for the young learners‘ 
literacy development in the case of Kazakhstan. 
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5.4 Mediation effect of engagement between classroom climate and reading 

achievement in three languages among sixth- and eighth-grade students in 

Kazakhstan 

 

 

5.4.1 Introduction 
 

Classroom climate is defined as a certain environment in the learning process where 
students and teacher respect and support each other, and ―are ready to exchange ideas 
and explore new learning content‖ (Djigic, & Stojiljkovic, 2011, p. 821). Literature 
notifies (P ianta, Hamre, & Allen, 2012; Ryan & Patrick, 2001) that classroom climate 

is mainly depended on teacher‘s appropriate management in the classroom, which 
further facilitates students‘ academic achievements. Researchers (Djigic, &  
Stojiljkovic, 2011; Perliger, Canetti-Nisim, & Pedahzur, 2006) also define that 
democratic style of management in the classroom contributes motivation, supports 

learning process, encourages positive attitude and behaviour of students and teacher. 
First National Report of Canada (2009) states that classroom climate plays a pivotal 
role on the students‘ learning process and achievements, where learning environment 
should be positive, provides support among teacher-student interaction, creates solid 

belief of student success, and ―appropriate instructional challenge‖ (Willms, Friesen, 
& Milton, 2009, p. 24). Djigic and Stojiljkovic (2011) consider an ―interactionist‖  
approach in the ―classroom management style is the best way to build stimulating 
learning environment‖ (p. 822) because this approach develops success of students‘ 

outcomes, and the control in the classroom is divided between teacher and the 
students. The ―interactionist‖ management in the classroom focuses on learner‘s 
individuality and the influence of this learning process to the learner.  

 In Kazakhstan, the relationship between teacher and students in the classroom 

is highly disciplined where students follow and subordinate teacher‘s requirements  
and rules (OECD/The World, Bank, 2015). This authoritarian model of education in 
Kazakhstan has still left since Soviet Union time (OECD/The World, Bank, 2015, p. 
70), where centralised system of education has hardly provided any autonomy policy 

for effective and appropriate management in the school and with school resources 
(OECD/The World, Bank, 2015, pp. 54-57). Hence, the importance of assessing 
classroom climate in engaging students‘ reading skills in Kazakh, Russian and 
English may define the gaps of learning environment in the schools of Kazakhstan, 

provides tools for appropriate literacy development in the respected languages, and 
further improvements in the current core curriculum.  
 
 

5.4.2 Methods 
 

5.4.2.1 Participants 
 

The participants were (N=1,563) students in Grades 6 (N=888) and 8 (N=675) from 
randomly enrolled middle schools in Pavlodar city (northern east part of Kazakhstan). 
The students‘ age was ranged from 11 to 14 years of age (M=12.81; SD=1.13). 
Number of females was (52.6%) and males (47.4%), including Kazakh (N=986, 

63%), Russian (N=547, 35%), and Other (N=30, 2%) ethnic groups. The ethnicity 
was obtained from the background questionnaire with the question: What is your 
native language? 1–Kazakh, 2– Russian, 3– Other. The participants, whose native 
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language is Russian and/or ―Other‖ speak Russian, whereas the students, whose 
native language is Kazakh includes students, who are fluent in Kazakh and Russian 
and those, who are fluent in Russian. Those ethnic Kazakhs who are proficient in 

Russian cannot speak Kazakh fluently, but they can read, write and understand the 
spoken form in Kazakh. However, being culturally diversified the assessed schools 
have both Kazakh- and Russian-medium classes. The questionnaire was performed by 
bilingual and monolingual students in Kazakh (N=609, 39%) and Russian (N=954, 

61%). Table 40 represented the properties of two cohort grades with detailed 
information on the demographic variables of the sample size. 

 

Table 40 

Samples of the study (2020) 

  Age Gender % Mother tongue (%) 
Grade N Mean  SD Boys Girls  Kazakh  Russian Other  

6 888 11.93 0.47 48.1 51.9 64.2 34.1 1.7 

8 675 13.97 0.51 46.5 53.5 61.6 36.1 2.2 
 

The level of tests difficulties and the level of students‘ abilities in each reading 
comprehension test (English, Kazakh, and Russian) were analyzed with the help of 
Rasch analysis. The reading tests indicated the appropriateness of the tests and the 
ability levels of the sixth and eighth graders were achievable. 

 
5.4.2.2 Instruments 

 
Background Questionnaire 

 
The background questionnaire was adapted from Programme for International 
Students Assessment (PISA) and included twelve items regarding socio-economic 
status (SES) of the students (i.e. e.g., age, gender, grade, home language, native 

language, mother‘s and father‘s highest level of education, internet access at home, 
having your own room, desk, number of books, computer or lap-top at home), and 
thirty-four items related to classroom climate and engagement variables. 

Classroom emotional climate consisted of several sub-constructs as climate at 

school (3 items), sense of belonging to school (3 items), classroom climate reported 
by students (5 items), student-teacher relationship (5 items). Engagement variables 
consisted of interest and like of English (5 items), attitude in English learning (5 
items), usage of ICT (5 items), anxiety of ICT (3 items). These items were measured 

by 5-point Likert scale from strongly disagree to strongly agree. 
 
Reading comprehension tests 
 

For the reading comprehension tests in English, Kazakh and Russian in Grades 6 and 
8 we adapted the format of the tests battery developed by Hungarian language experts 
and researchers (for more details see cf. Csapó & Nikolov 2009; Nikolov & Csapó, 
2010, 2018). The modified tests involved similar topics and tasks in all target 

languages all rubrics in the tests were familiar to the students. The format and level of 
the tests were corresponded to A1-A2 Levels of the Common European Framework of 
Reference for Languages (Council of Europe, 2001).  

The reading tests were applied separately for grades sixth and eighth, the 

reliability in both grades ranged from .94 to .96 respectively. Both bilingual and 
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monolingual students performed the tests in three languages- Kazakh, Russian and 
English, as in Kazakhstan Kazakh and Russian languages are used as the native 
language and/or the language of every day communication, and English as a foreign 

language. The number of items in both grades of the tests is represented in Tables 41 
and 42. Appendix Q illustrated the online tests in more details.  

 

 

Table 41  
The reading tests in English, Kazakh and Russian in Grade 6 (2020) 

Skill Task Input content No. of 
items 

Reading 1 in English Match the right answer 
to the questions 

Invitation card 4 

Reading 2 in English Match words to the 

definition 

Describing 

professions 

8 

Reading 3 in English Choose the right word to 
the text  

School website 8 

Reading 1 in Kazakh Match the right answer 

to the questions 

Invitation card 4 

Reading 2 in Kazakh Match words to the 
definition 

Defining words 8 

Reading 3 in Kazakh  Match the right answer 

to the question  

Weather forecast 

table 

8 

Reading 1 in Russian Match the right answer 
to the questions 

Poster information 4 

Reading 2 in Russian Match notices to the 

meaning 

Describing notices 8 

Reading 3 in Russian Match the right answer 
to the question 

Weather forecast map 8 

 
 

Reading attitude questionnaire was applied for the second time in 2020, the 
number of items (12 items), and the content were the same as used in 2019 (see study 
3 in this chapter). In our second round, we would like to verify whether the same 
factors in reading attitudes be revealed in year 2020. The total number of background 

questionnaire involved 58 items. All items were more appropriate for the context of 
secondary schools in Kazakhstan as those questions were underlined in PISA-2009, 
2012 in background questionnaire section (see OECD, 2009, 2014c). Students‘ 
achievements were measured by reading comprehension tests in English, Kazakh, and 

Russian languages separately for 6
th

 and 8
th

 graders. 
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Table 42  
The reading tests in English, Kazakh and Russian in Grade 8 (2020) 

Skill Task Input content No. of 
items 

Reading 1 in English Match statements true or 
false  

Advertisement 
information 

7 

Reading 2 in English Match words to the 
definition 

Defining words 10 

Reading 3 in English Match advertisements to 
missing words 

Advertisements 9 

Reading 1 in Kazakh Match statements true or 
false  

Advertisement 
information 

7 

Reading 2 in Kazakh Match the right answer 
to the question 

Quiz texts  10 

Reading 3 in Kazakh Match the right answer 
to the question  

Library information 9 

Reading 1 in Russian Match the right answer 
to the questions 

Dialogue interview 7 

Reading 2 in Russian Match statements true or 
false  

Advertisement 
information 

7 

Reading 3 in Russian Match the right answer 
to the question 

Museum information 12 

 

5.4.2.3 Procedure  
 
Computer based assessment was administered online by the Electronic Diagnostic 
Assessment System, the eDia platform (Csapó & Molnár, 2019).The instruments were 

administered in the computer rooms at the participating schools with the Internet 
connection available there and using the operating system and browsers the 
participants normally use and are familiar with. Before the assessment survey, all 
seven schools were informed about the period and the time almost three to four 

months ahead. Participating students were also informed in advance that they were 
taking part in the survey to measure adolescents‘ reading literacy skills in Kazakh, 
Russian and English, and if necessary, for those, who had questions regarding 
entering and performing the tasks certain assistance was provided during the process.  

The assessment procedure consisted of two sessions. In the first session, the 
students responded to the questionnaire regarding SES and variables of classroom 
climate, engagement, interest of learning English language, usage, and anxiety in ICT 
technologies. As the young adolescents were not proficient in English, the 

questionnaire was in Kazakh or Russian. In the second session, the students 
performed the reading tests in English, Kazakh, and Russian languages. On the 
assessment day, each participant was given a personal password to enter the eDia link 
platform to complete first the questionnaire, and then perform the tests in English, 

Kazakh, and Russian. The duration for the questionnaire and the tests in both grades 
took approximately 40 to 60 minutes. The Internet connection was good, so the 
students did not have any difficulties during their assessment process. The data were 
analyzed with the help of Statistical Package for the Soc ial Sciences (SPSS), Mplus, 

ACER ConQuest, and RStudio.  
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5.4.3 Study Results 
 

5.4.3.1 Validity and reliability of the instruments 

 
Reliability of the background questionnaire in both grades ranged from (α=.80) to 
(α=.85). The questionnaire with background and attitude items had similar 58 items to 
both grades. Cronbach‘s alpha in the revised reading tests in three languages indicated 

an increased value in the upper grade (see Table 43). Interestingly, in both grades, the 
reliability in three reading tests was higher in 2020 than in 2019 (see study 5.3 in this 
chapter). 
 

Table 43  
Reliability (Cronbach‟s alpha) of the reading tests (2020) 

 Grade 6 Grade 8 

English .84 .90 

Kazakh .93 .92 

Russian .92 .94 

 
Exploratory factor analysis (EFA) in sixth and eighth grades showed eight-

factor model from the questionnaire fitted well to the data. Furthermore, in both 

grades we conducted confirmatory factor analysis (CFA) to determine whether 
classroom climate and engagement scales validated the study. The results in both 
grades revealed good factor loadings, correlation coefficients for these factors ranged 
from .61 to .86 in sixth grade, and from .69 to .87 in eighth grade (see Tables 44, 45). 

Fit indices of the models fitted well to the data in Grade 6 (χ2=840.51, CFI=.95, 
TLI=.94, df=499, RMSEA=.02, & SRMR=.03) and Grade 8 (χ2=1038.51, CFI=.93, 
TLI=.92, df=499, RMSEA=.04, & SRMR=.04). Furthermore, we employed Rasch 
model measurement to scales the tests. 
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Table 44  
Factor loading Grade 6 

Factor 1: Climate of feeling at school (3 items)  
1. I feel like an outsider (or out of things) at school 

2. I make friends easily at school 

6.  I feel like an outsider (or out of things) at school 

α=.670 

Factor 2: Sense of belonging to school (3 items)  
3. I feel happy at school 

4. Things are ideal in my school 

5. I am satisfied with my school 

α=.605 

Factor 3: Classroom climate by student (5 items) 
25. Students don‘t listen to what the teacher says 

26. There is noise and disorder  

27. The teacher has to wait a long time for students to settle down 

28. Students cannot work well  

29. Students don‘t start  working for a long time after the lesson begins 

α=.729 

Factor 4: Student-teacher relationship (5 items) 
30. My teacher is interested in the progress of each student 

31. My teacher  provides extra-help to student  if necessary 

32. My teacher helps students in school 

33. My teacher continues to explain the lesson until all students fully understand 

34. My teacher gives students the opportunity to express their opinions 

α=.619 

Factor 5: Interest and enjoyment of English learning (5 items)  
7. I like learning English 

8. I like reading in English 

9. I like doing English language tasks 

10. I like to get new knowledge in English language  

11. I am interested in English 

α=.856 

Factor 6: Attitudes of English learning (5 items)  
12. English is important for society 

13. I think English is a language of international communication 

14. When I finish school I will have many opportunities to use English  

15. I will use English language in many ways when I become an adult  

16. English is important for society 

α=.767 

Factor 7: Interest of using new technologies ( 5 items)  
17. I am interested in new technologies  

20. I am always interested in using the latest technical devices 

22. It  depends on me whether I succeed in using new technologies or not 

23. I feel happy to use new technologies. 

24. The result of my use of new technologies depends only on me 

α=.636 

Factor 8: Anxiety of new technologies (3 items) 
18. Using new technologies creates problems for me 

19. I find it  difficult to use new technologies – I do not know how to work with 

them 

21. When I use new technologies I feel the fear of failure 

α=.663 
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Table 45  
Factor loading Grade 8 

Factor 1: Climate of feeling at school (3 items) 
1. I feel like an outsider (or out of things) at school 

2. I make friends easily at school 

6.  I feel like an outsider (or out of things) at school 

α=.782 

Factor 2: Sense of belonging to school (3 items)  
3. I feel happy at school 

4. Things are ideal in my school 

5. I am satisfied with my school 

α=.709 

Factor 3: Classroom climate by student (5 items) 
25. Students don‘t listen to what the teacher says 

26. There is noise and disorder  

27. The teacher has to wait a long time for students to settle down 

28. Students cannot work well  

29. Students don‘t start  working for a long time after the lesson begins 

α=.837 

Factor 4: Student-teacher relationship (5 items) 
30. My teacher is interested in the progress of each student 

31. My teacher  provides extra-help to student  if necessary 

32. My teacher helps students in school 

33. My teacher continues to explain the lesson until all students fully  

understand 
34. My teacher gives students the opportunity to express their opinions 

α=.731 

Factor 5: Interest and enjoyment of English learning (5 items)  
7. I like learning English 

8. I like reading in English 

9. I like doing English language tasks 
10. I like to get new knowledge in English language  

11. I am interested in English 

α=.872 

Factor 6: Attitudes of English learning (5 items)  
12. English is important for society 

13. I think English is a language of international communication 
14. When I finish school I will have many opportunities to use English  

15. I will use English language in many ways when I become an adult  

16. English is important for society 

α=.828 

Factor 7: Interest of using new technologies ( 5 items)  
17. I am interested in new technologies  
20. I am always interested in using the latest technical devices 

22. It  depends on me whether I succeed in using new technologies or not 

23. I feel happy to use new technologies. 

24. The result of my use of new technologies depends only on me 

α=.697 

Factor 8: Anxiety of new technologies (3 items) 
18. Using new technologies creates problems for me 

19. I find it  difficult to use new technologies – I do not know how to work with 

them 

21. When I use new technologies I feel the fear of failure 

α=.724 
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Table 46 
Correlation of the Factors in Grade 6 
Factors 1 2 3 4 5 6 7 8 

1. Climate of feeling at 
school 

- -.121** .169** .059 .008 .118** .036 .236** 

2. Sense of belonging 
to school 

 - -.070* .158** .235** .226** .288** .131** 

3. Classroom climate 
by student 

  - .107** -.147** -.073* -.058 .155** 

4. Student-teacher 

relationship 

   - .109** .118** .115** .049 

5. Interest & enjoyment 
of English learning 

    - .543** .300** .115** 

6. Attitudes of English 
learning 

     - .420** .200** 

7. Interest of using ICT       - .333** 
8. Anxiety of ICT        - 

** p<.01 
* p<.05 

 
For the eighth-grade students the correlations between most factors were 

significant although relatively weak. However, factor (3) Classroom climate by 
student and (5) Interest & enjoyment of English learning showed no relationship. 

Even the number of negative relationships in Grade 8 found less than in Grade 6 
where the problem between teacher-student interactions in the classroom for 
successful achievement seems to be existed.  
 

Table 47 
Correlation of the Factors in Grade 8 
Factors 1 2 3 4 5 6 7 8 

1. Climate of feeling at 
school 

- -.114** .298** .086* .085* .179** .110** .350** 

2. Sense of belonging to 
school 

 - -.148* .198** .206** .222** .334** .132** 

3. Classroom climate 

by student 

  - .141** .004 .113* .129** .157** 

4. Student-teacher 
relationship 

   - .145** .173** .256** .086* 

5. Interest & enjoyment 
of English learning 

    - .565** .325** .090* 

6. Attitudes of English 
learning 

     - .419** .224** 

7. Interest of using ICT       - .303** 

8. Anxiety of ICT        - 

** p<.01  
* p<.05 

 

5.4.3.2 Rasch analyses 
 
The level of reading literacy among young learners and the fit of item difficulty was 
conducted by Item Response theory (IRT) model examined item statistic properties 

conducting Rasch analysis using ConQuest-2.0 package program. Item analysis 
showed the following values of the items, where description index (DI), Weighted 
MNSQ mean square, point-biserial correlation (Pt Bis), average measure (Avg) were 
checked. The fit of the items difficulties and the students‘ abilities were ranged under 

the next distribution, where the DI should be higher 0.2 and close to 0.4 or above, 
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which means that the item score meets the whole score of the test where 0.4 is the 
good item; (Hopkins, 1998). In Grade 6, DI of the item score met the entire test score 
(in English - 0.16 (item 4); 0.15 (item 15); in Kazakh - 0.19 (item 23); in Russian - all 

above 0.2 and close to 0.4). Tests‘ reliabilities in Rasch analysis showed the range 
from .84 to .92 (Figure 12).  

 

 

Figure 12 
Grade 6: Wright map of persons and items in Reading comprehension test (English, 
Kazakh, Russian) for the unidimensional model (each „X‟ represents 1.3 cases) 
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In Grade 8, the results of DI in Kazakh and Russian showed (in Kazakh 0.11 
(item 2); 0.03 (item 4); in Russian 0.16 (item 13)), whereas in English all items were 
above 0.23. The reliability of the tests was from .90 to .94 (Figure 13).  

 

 

Figure 13 
Grade 8: Wright map of persons and items in Reading comprehension test (English, 

Kazakh, Russian) for the unidimensional model (each „X‟ represents 1.0 cases) 
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The measures of ―category disordering‖ as Weighted MNSQ should be not 

higher than one but from 0.7 to 1.3 (Griffin, 2010). In Grade sixth Weighted MNSQ 
of the items in all languages were appropriate, particularly, in English the ranging was 

from 0.75 (item 9) to 1.35 (item 4); in Kazakh, from 0.74 (item 28) to 1.61(item 23); 
in Russian - from 0.60 (item 51), 0.65 (item 49), 0.62 (item 45) to 1.48 (items 42, 43).  

In Grade eighth, Weighted MNSQ in English is ranging from 0.71(item 10) to 
1.49 (items 1); in Kazakh – 0.65 (item 42) to 1.79 (item 30); in Russian is from 0.66 
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(item 70) to 1.86 (item 66), which means that items fitted the model even though 
some items in Kazakh and Russian languages should be modified regarding the 
measures of ―category disordering‖.  

Pt Bis and Avg should ―not be in increasing order with increasing category 
scores‖, which means that ―for a lower score category, the average autonomy level is 
higher than that for a higher score category‖ (Wu & Adams, 2007, pp. 64-65). Pt Bis 
and Avg were appropriate and fitted the range. Both grades demonstrated that items‘ 

difficulties in Kazakh and Russian tests were easier comparing to English, but still 
some more items should be included. Item Person Map (IPM) defined that level of 
items‘ difficulties and abilities of the students‘ level were appropriate and aligned the 
model. In general, for both grades the items in English language tests were difficult to 

perform comparing to Kazakh and Russian. Both grades demonstrated that items‘ 
difficulties in Kazakh and Russian tests were easier comparing to English, but still 
some more items should be included, albeit good item distribution. Detailed maps of 
the items of the tests could be presented further in the appendices (see Appendix C, 

D) right after the references. 

 
5.4.3.3 Performance difference in difference grade levels 

 

The performances of students in Grades sixth and eighth were poor in all three 
languages. Comparing to the results collected in 2019 reading literacy in 2020 has 
declined significantly (see Table 48, Figure 14), which could be a worrisome issue for 
the development of literacy among young learners. Despite the engagement and 

classroom climate in grade 8 (Figure 15) were increasing their impacts on reading 
achievement in the target languages in 2020 were declining in the eighth grade. 
 
 

Table 48  
Comparing performances in the reading tests in 2019 and 2020 

Language 

Grade 6 (2019) Grade 6 

(2020) 

 Grade 8 (2019) Grade 8 

(2020) 

Mean 
(%) 

SD 
(%) 

Mean 
(%) 

SD 
(%) 

 
Mean 
(%) 

SD 
(%) 

Mean 
(%) 

SD 
(%) 

English 49.26 30.92 32.90 21.70  52.85 30.18 40.92 24.53 
Kazakh 65.16 30.61 51.85 31.14  58.74 28.79 49.76 27.93 

Russian 73.20 24.62 53.50 29.52  66.56 26.13 56.50 30.57 
 

 
The problem for this issue may relate to the Reviews of School Resources 
(OECD/The World Bank, 2015) in Kazakhstan indicating the gaps in the system of 
secondary education. These reviews suggesting teachers, parents, principles, and other 

stakeholders to be more careful and put a significant attention on the process of 
choosing textbooks for reading, which should meet students‘ interests in middle 
school. In addition to this, among sixth-grade students the correlation of factor (1) 
Climate of feeling at school with the factors (4) Student-teacher relationship, (5) 

Interest & enjoyment of English learning, and (7) Interest of using ICT found non-
significant and showed no relationships. While factor (7) Interest of using ICT 
revealed negative poor correlation with factor (3) Classroom climate by student, as 
well as no relation between factor (8) Anxiety of ICT and (4) Student-teacher 

relationship.  
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Figure 14 
Development of young learners‟ reading skills in 2019 and 2020 

 
 

 

Figure 15 
Performance difference in difference grade levels 

 
 
The role of teachers and school administration should be motivated and let young 
learners root ideas, contribute, and develop views in the process of teaching and 

learning. Students should able to decode and comprehends the information in the 
languages they are learning. Although comparing the findings of sixth and eighth 
grades in 2019 and 2020 years the decrease in three languages was obvious. 
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5.4.3.4 Language differences 
 
Kazakh and Russian languages showed higher correlation (r=.65, p<.01) than between 

English, Pearson correlation was stronger in eighth grade than in sixth albeit 
significant in both grades. 

In sixth grade ANOVA test indicated that mother tongue affected tests‘ 
performances in English, Kazakh, and Russian, significant differences were revealed 

between students‘ mother tongue and the tests (English - F (2, 885) =25.53, p<.001, 
η

2
p

 
= .053; Kazakh - F (2, 885) =42.16, p<.001, η

2
p
 
= .086; Russian - F (2, 885) 

=141.55, p<.001, η
2
p
 
= .230). Although actual effect of mean score between groups in 

English and Kazakh tests was quite small (Cohen, Manion, & Morrison, 2007) 

comparing to Russian, where the effect of mother tongue was 23%. Furthermore, post 
hoc test defined significant difference between students‘ performances regarding their 
mother tongue the mean difference was statistically significant in English, w here 
Russian students (M = 58.98, SD = 27.75) performed better than Kazakh (M =45.06, 

SD = 28.13). However, in Kazak test the mean score of Russian native speakers was 
higher (M = 61.48, SD=25.58) than Kazakh (M = 43.71, SD = 28.66) and Other (M = 
57.17, SD = 26.12). In Russian test, Russian (M = 68.29, SD = 18.59) and Other (M = 
72.04, SD = 24.12) did statistically better than Kazakh native speakers (M = 39.70, 

SD = 28.29).  
 

Table 49  
Correlations of Tests in Grade 6 and 8 (2020) 

Grade Test Test in Russian Test in English 

Grade 6 
Test in Kazakh .578** .461** 

Test in Russian  .450** 

Grade 8 
Test in Kazakh .645**  .484**  
Test in Russian  .503**  

** p<.01 
 

Table 50  
Gender differences in the English, Kazakh and Russian reading test performances 

(2020) 

Grade 6 (n=888) Grade 8 (n=675) 
English Mean (%) SD (%) English Mean (%) SD (%) 

Boys 49.70 28.53 Boys 50.04 29.49 
Girls 50.28 29.08 Girls 49.97 28.30 

tEng (888) = -.30, p >.05 tEng (675) = .03, p>.05 

Kazakh Mean (%) SD (%) Kazakh Mean (%) SD (%) 
Boys 50.83 28.88 Boys 51.65 29.21 
Girls 49.23 28.81 Girls 48.57 28.50 

tKaz (888) = .82, p >.05 tKaz (675) = 1.38, p>.05 

Russian Mean (%) SD (%) Russian Mean (%) SD (%) 
Boys 51.54 28.79 Boys 54.00 28.17 
Girls 48.58 28.82 Girls 46.52 29.03 

tRus (888) = 1.53, p >.05 tRus (675) = 3.39, p <.05 

 
In eighth grade, significant differences were found among Kazakh, Russian 

and other ethnic groups performing the test in English - F(2, 672) = 26.71, p < .001, 
η

2
p

 
= .071; Kazakh - F(2, 672) =35,34, p <.001, η

2
p
 
= .095; and Russian – F(2, 672) = 
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156,79, p < .001, η
2
p
 
= .318 languages. Post hoc analysis in eighth grade revealed 

significant differences between pairs of the nations in English test where students, 
whose mother tongue was Russian (M = 60.33, SD = 28.25) performed significantly 

higher than Kazakh (M = 43.95, SD = 27.18) and Other (M = 49.81, SD = 36.59) 
ones. The mean score in Kazakh test showed better results of Russian (M = 61.19, SD 
= 25.72) and Other (M = 62.63, SD = 23.27) native speakers than Kazakh (M = 42.98, 
SD = 28.59). In Russian test, the scores of Russian (M=70.75, SD = 17.11) and Other 

(M = 68.23, SD = 22.31) students were statistically different than Kazakh students 
(M= 37.17, SD = 27.09). 

Non-significant difference in Russian test and the students‘ ethnic groups was 
found, albeit in English test, significant difference was revealed among Kazakh and 

Russian students. Students, whose mother tongue was Russian, did significantly better 
than those, whose native language was Kazakh and Other. Hence, the effect size of 
mother tongue had small, even close to intermediate effect in both grades in three 
language tests (η

2 
= is from .053 to .318). Although the probability of performing the 

tests in Kazakh, Russian, and English by Kazakh native speakers was significantly 
lower than Russian and other nations in all respected languages. Interestingly, 
comparing to the results, collected in 2019 - Kazakh students performed better in all 
language tests than Russian and Other. 

However, the findings of 2020 showed the opposite tendency, although the 
mother tongue and/or the language students speak at home emerge intermediate effect 
size in reading achievement, albeit strong significant correlations between the 
languages. Gender differences regarding tests in English, Kazakh, and Russian 

represented in Table 47 determined that boys fulfilled better in the tests than the girls, 
albeit it was revealed that in sixth grade no significant differences were defined 
because the probability value was greater than .05 (p >.05). The difference was only 
significant (p<.05) in Russian test among students in eighth grade almost .001 the 

results of the boys were higher than the girls. However, comparing to data collected in 
2019 the girls did better in all tests in both grades although not significantly different. 
 

5.4.3.5 Interaction of Classroom climate and engagement in explaining 

children‟s reading achievement 
 
Path analyses in structural equation mode ling (SEM) approach to explore the 
relationships between classroom climate and engagement in both grades as the 

predictors of reading comprehension tests. The analysis tested whether engagement 
mediated the link between classroom climate and academic achievements among 
adolescents in two cohort grades. SEM tests showed that factor loadings of classroom 
climate‘s latent variables in sixth grade ranged from .01 to .59; and from .05 to .33 in 

eighth. Factor loadings of engagement‘s latent variables ranged between .00 to .84 in 
sixth grade, and from .01 to .82 in eighth grade. 

SEM analysis model in both grades indicated acceptable fit model to the data 
with 8-factor model in Grade 6 (χ2=1235.03, CFI=.92, TLI=.91, df=607, 

RMSEA=.03,SRMR=.05); and in Grade 8 (χ2=1456.03, CFI=.90, TLI=.89, df=607, 
RMSEA=.05,SRMR=.06). The low TLI or non-normed fit index may determine low 
correlation between some variables in Grade 8 in the model if the TLI is below .90 
(Barrett, 2007; Kenny & McCoach, 2003).  

Reading achievements had non-significant low effect in both grades - sixth 
grade in English (R

2
=.01), Kazakh (R

2
=.02) and Russian (R

2
=.04); eighth grade in 

English (R
2
=.01), Kazakh (R

2
=.07), in Russian (R

2
=.06). R-square in regression 
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analysis examined how obtained factors influenced significantly on tests in sixth 
grade although not strong in English and Kazakh languages (almost 1% in each), but 
slightly better in Russian test (15%). Comparing to grade eighth, the impact was 

better in Kazakh and Russian (10% and 15%) tests, but weak in English (1%) (Table 
51). 
 

Table 51 

Regression analysis 

 R
2 

(%) In English, p-
value 

R
2 

(%) In Kazakh, p-
value 

R
2   

(%) In Russian, 
p-value 

Grade 6 1%, p=.02 1%, p=.01 15%, p<.001 

Grade 8 1%, p=.05 10%, p<.001 15%, p<.001 

 
5.4.3.6 Mediation effect 

 

Mediation is the relationship between X independent variable (IV) and Y 
dependant variable (DV) through a mediator (M) variable. There are complete 
mediation – IV causes its full influence on DV via M, and partial mediation – IV 
causes some part of its full influence on DV via M and without M. ―The possibility 

that mediation can exist even if there is not a significant relationship between the 
independent and dependent variables‖ (Judd and Kenny, 1981, p. 207). Mediation 
suggests a causal effect between independent and dependent variables, although in 
order to test our conceptual model we conducted regression analysis. The findings 

revealed the following effects showing that direct effects of X (IV) on Y (DV) in 
grade sixth was insignificantly negative in all target languages (Figure 16), whereas in 
grade eighth positively significant in Kazakh and Russian reading tests and non-
significant in English (Figure 17). 

The indirect effect of classroom climate on tests‘ outcomes via the mediation 
effect of engagement the achievements of the sixth graders in English language was 
non-significant, albeit significant in Kazakh (p<.01) and Russian (p<.001) languages. 
Hence, we may assume that full mediation could take place among sixth graders only 

in Kazakh and Russian languages and not in English (Figure 16). 
 

Figure 16 
Mediation in Grade 6 
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The direct effects of classroom climate X (IV) on engagement M (DV) was 
significantly positive in both grades [Grade 6 (β=.34, p<.001); Grade 8 (β=.54, 
p<.001)], however, the mediation was non-significant only in the reading test of 

English in grade sixth (p=.048), albeit significant in the eighth grade in all reading 
language tests.. However, the direct effects of engagement on reading achievement 
tests were significantly negative in both grades in all respected languages. The 
mediation effect of classroom climate on achievement through engagement among 

eighth graders found significantly partial in Kazakh (p<.000) and Russian (p<.000), 
and significantly full in English. The indirect effect of classroom climate in engaging 
eighth graders‘ reading skills in three target languages revealed negative (Figure 17). 

 

 

Figure 17 
Mediation in Grade 8 
 

 
 

 
The results of the analysis could be worrisome as the negative classroom 

climate in the schools in Kazakhstan will be reason to suggest that learning process is 
not safe and does not encourage for further engagement. Classroom climate and 
engagement played a significant role as children move to the upper grades e.g. from 
grade six to grade eight. The differences in ages and grades were obvious from 

negative to positive in classroom climate as predictor of reading comprehension.  
Furthermore, the literature underpins that negative area in the classroom climate could 
be vulnerable for low results in achievement. 

However, low influence on achievements in reading comprehension language 

tests would be because of the inefficient quality of instruction, limited time provided 
for teaching, and technical resources necessary for student teaching and learning 
process. Randomly chosen schools were all public and there could be several students 
from low socio-economic background, which also could be one of the reasons 

endorsed with the issue. Although in our current study, we did not provide any 
information about family income of the students as this issue was not under our focus 
of our research. However, the descriptive properties showed that more than half of the 
students were satisfied with their school, the results of students‘ achievements 

predicted to require sensitive attention to the quality of instruction in the classroom 
climate. 
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5.4.3.7 Reading attitudes and reading achievements 
 
For reading attitude tests, EFA was performed to reveal the factors for grades 6

th
 and 

8
th

 and in the grade 6 and 8
th

 3-factor loadings had a good model fit to the data and 
then in order to assess the influence of the reading attitude factors on reading 
achievement confirmatory factor ana lysis (CFA) was conducted. However, the model 
fit did not fit well to the data and even both grades were combined the analysis of 

total (N=1,563) sample was not fitted well. The analysis of regression analysis 
revealed that even the students had positive attitude towards reading it did not impact 
reading comprehension tests in English, Kazakh, and Russian (i.e. χ2=561.00, 
CFI=.85, TLI=.80, df=78, RMSEA=.06, & SRMR=.05 both 6

th
 and 8

th
  grades). 

The influence of factors in reading attitudes was only significant in Kazakh 
and Russian tests but not in English, albeit the strength of the relationships between 
factors between reading attitudes and the reading tests were not high 
(R

2
en=.021,p>.05; R

2
kaz=.030,p =.04; R

2
rus=.064, p<.05). This could relate to the 

aspect that some of the variables did not correlate significantly to reading 
achievement tests in the respected languages, and as a result, caused the problem to 
the model. However, Pearson correlation between revealed reading attitudes factors 
were moderate but statistically significant and ranged from (r=.154 to .380, p< .001) 

for the following factors as Factor 1- ―Positive Reading Attitude‖, Factor 2- ―Non-
positive Reading Attitude‖ and Factor 3 - ―Reading Preferences‖.  Based on the 
results, girls preferred to read more books at home and like to go to the library than 
boys,  independent sample t-test showed that in factor 3 there were significant 

differences between the girls and the boys (t=4.636, p< .001). These results could 
demonstrate that reading attitudes of the children did not interact well on students‘ 
reading achievements in various languages. 

Researchers prove (Cunningham & Stanovich, 2001; Partin & Gillespie, 2002) 

that reading achievements are mostly depended on systematic reading literacy 
process, which then positively influence reading attitudes. Although, if the systematic 
reading experiences were not provided in or out of the school then this could affect 
reading achievements and form negative belief towards reading attitudes later in the 

upper grades. Poor results in reading tests and low relationships with reading attitude 
could be determined that children in Kazakhstan in the middle grades read less and 
this could be a serious problem for further in the upper grades. These results would 
probably be the basis that children have difficulties with reading and do not have 

regular reading habits in the classroom and at home.  
 
 

5.4.4 Discussion 

 
Even the impacts of classroom climate in engaging children‘s reading competency in 
English, Kazakh, and Russian languages in both grades were low the validity of the 
adapted instruments showed good fit to the model. To overall, the validity of adapted 

instruments showed that mediation was taken place in the middle school among 
Kazakhstani young learners (Akhmetova et al. , 2021c). The interaction between 
students and teachers, classroom emotional climate in school and level of engagement 
impact the learning process (Ryan & Patrick, 2001; Pianta et al., 2008; Jia et al., 

2009). For example, Jennings & Greenberg (2009) state that teacher‘s social and 
emotional competence may improve classroom climate and promote students‘ 
outcomes in the school, as students ―learn better when they are happy‖ (p. 515). 
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Literature underpins that negative climate area in the classroom could be vulnerable 
for low results in achievement. Students with high level of engagement in reading 
have high achievements in learning than those who are disengaged (Fredricks, 

Blumenfeld, & Paris, 2004). Gao, Chen, Zhou & Jiang (2020) claim that engagement 
and students‘ achievements pivot on school environment and classroom climate, 
defining that the more safety classroom climate, the more reliable behavioral 
perception of the students‘ outcomes.  

Poor results in reading language tests may relate to the limited of time required 
for classes in the school, low engagement of students to learn the languages in 
overloaded classes (20-25 students). Weak performances of young adolescents must 
be because of the inefficient quality in teaching and learning, limited technical 

resources necessary for student teaching and learning process. In addition, a 
diagnostic report determined that socio-economic status (SES) had a weak point in 
education system of Kazakhstan. This report has also highlighted that teachers, 
principals, and other stakeholders have not correctly understood what the statement 

like developing the workforce with high level of ―innovative, technical skills and 
leadership‖ (Sagintayeva et al. , 2014, p. 22) interprets and how it is underpinned in 
international survey assessment like PISA, TIMMS, or PIRLS, where the ability to 
think critically is necessary. Another reasonable problem may be school textbooks for 

teaching reading skills, recommended by the ministry of education and listed in the 
standards of Core curriculum. For example, the content of most textbooks for middle 
school students has been found difficult and/or boring, which may not follow the 
interests of the young learners. Thus, in order to encourage and motivate young 

learners to read more for fun, parents, policy makers, principles, and other 
stakeholders in Kazakhstan should be familiar with the books that interest children 
and/or they would like to read and select textbooks and additional reading materials 
regarding their interests. Teachers should put serious attention on assessment process 

and appropriate management of climate in the classroom, when teaching reading skills 
in native language (e.g., Kazakh or Russian) and/or English as a foreign that 
facilitates engagement for effective comprehension in reading. 

Conceptual model was based on literature research tested by several educators 

and researchers (Pianta et al. , 2008; Reyes et al. , 2012) in the field of assessment in 
education, classroom climate, and engagement. The model examined mediation effect 
of engagement between school classroom climate and the students‘ reading outcomes 
in English, Kazakh, and Russian languages. In Grade 6 full mediation effect were in 

Kazakh and Russian, and no mediation in English, albeit in eighth grade, partial 
mediation revealed in Kazakh and Russian, and full mediation in English. These 
results may prove the existence of mediation effect in the middle school of 
Kazakhstan, where classroom climate and engagement could play a significant role as 

children move to the upper grades i.e. from grade six to grade eight. Difference in the 
classroom climate in sixth and eighth grades was obvious – from negative to positive. 
These findings could be worrisome as the negative classroom climate in the schools 
may suggest that learning process in Kazakhstan could not be sufficiently safe and/or 

encourage further engagement. Randomly chosen schools were all public and there 
were students with low socio-economic background, which may be endorsed with that 
issue. Although in our current study, we did not provide any information about family 
income of the students as this issue was not under the focus of our research. However, 

descriptive properties showed that more than half of the students were satisfied with 
their school, the results of students‘ achievements predicted sensitive attention to the 
climate in the classroom and the quality of instruction. The effect of mother tongue 
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influenced significantly higher among Russian native speakers. Although the 
percentage of achievement was very low, Russians performed significantly better in 
all three languages than Kazakhs and Others. Interestingly, boys did relatively better 

than the girls, albeit not significantly different.  
Researchers (Djigic, & Stojiljkovic, 2011) determine ―interventionist‖ 

relationship between teacher-student, where the teacher ―tends to achieve complete 
control‖ (p. 822) over students‘ success in outcomes. This als o may be related to 

several drawbacks that have been highlighted in the system of secondary education in 
Kazakhstan. For example, National Strategic Plan of 2020 on development and 
improvement national standards in education has not been sufficiently imple mented 
an appropriate core curriculum for secondary education. Likewise, many textbooks, 

national and standardized tests such as, the Unified National Test (UNT) is full of 
factual quantity information that students have to memorize and produce back to the  
teacher. Hence ―while students performed very well on an international mathematics 
and science test, (TIMMS), their practical skills are not well developed as the 

curriculum center on raw memorisation‖ (ICG, 2011, p. 32, as sited in Sagintayeva et 
al., 2014, p. 25). The reports determines that National standard of education in 
Kazakhstan has fewer tasks measuring such abilities and skills as ―to compare and 
contrast two poems or problems; explain and interpret why a certain issue has 

happened; evaluate, discuss, develop an argument regarding the problem‖ 
(Sagintayeva et al., 2014, pp. 24-25). 

Background variables indicated further relationship between reading 
achievements and classroom climate that had strong prediction of engagement 

although relatively small for reading comprehension. Negative relationship between 
variables in Grade 6 determined difficulties in assisting an appropriate planning 
classroom climate and engagement among students and teachers. In Grade 8, the 
results, showed positive influence of classroom climate on reading tests, but still 

negative engagement of the students remained towards reading comprehension tests in 
English, Kazakh, and Russian languages. Advanced analysis demonstrated good 
model fit indices, the intervention for appropriate guided skills in teaching and 
learning reading abilities occurred essential. 

Moreover, the findings pointed that students‘ reading achievement performed 
in 2020 in reading comprehension has decreased significantly comparing to 2019, 
which can be worrisome. The effect of mother tongue influenced significantly higher 
for Russian native speakers. Russian students performed significantly better than 

Kazakh and Others, although in general the percentage of achievement was very low 
comparing to 2019 respectively in all three languages. It was interestingly to denote 
that boys did relatively better than the girls, albeit significant differences were not 
observable.  

Poor results in reading language tests would relate to the limited of time 
required for classes in the school, low engagement of students to learn English, 
overloaded classes (20-25 students). To increase reading comprehension teachers, 
parents, and other stakeholders should clearly identify, implement and develop certain 

methods, techniques, instruments, and measurement tools to increase and stimulate 
the range of reading comprehension as low and poor reading comprehension define 
negative attitudes towards reading. It is advisable to apply frequently early and 
regular reading experience in teaching process. Students should be motivated and 

supported in and out of school, especially if reading difficulties among young 
adolescents is evident. Likewise, tools for high-quality assessment may provide 
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teachers, researchers, and policy makers with reliable data collection, constant 
assessment, and further improvements for curriculum requirements.  

On contrary, beyond motivation there is another types of assessment are test 

anxiety and exam performance, where a test taker perceives several kinds of 
emotional cognitive, behavioral, and physical feelings. Miller identifies that test 
anxiety can block students‘ performance in the exam and therefore one cannot 
demonstrate his or her best in the test even if he learnt and knew the material well.  

Miller offers several tasks-solutions how to overcome with the stressful situations in 
the test and during performing in order to pass successfully. Performing and fulfilling 
the test is not an easy task as it takes from an examinee to overcome several 
influencing factors such as anxiety, memory, attention, etc. Danili & Reid (2006) refer 

such functions like attention, memory, and reasoning to cognitive factors as they 
affect person‘s characteristics in performance and learning. Affective factors can be 
positive and negative as these factors relate to emotion, feeling, and attitude that a 
person is approaching in learning practice and mastering his competence. Further 

these factors play a basis fundamental for motivation (Dörnyei, 2001). This also 
proves that motivation as a broad issue touches various aspects in human‘s life and 
education, as well as plays one of the important reasons in learning outcomes and 
achievement process. Lazowski & Hulleman (2016) differentiate several aspects 

including in motivation like ―…achievement emotions, achievement goals, 
attribution, expectancy-value, goal setting, implicit theories of intelligence (mindsets), 
interest, need for achievement, possible selves, self-affirmation, self-confrontation, 
self-determination, self-efficacy, socia l belongingness, and transformative experience. 

These theoretical frameworks have produced a variety of different interventions that 
target student motivation as an instigator of enhanced learning outcomes‖ (p. 606). 
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5.5 Reading strategies and reading performances of 6
th

 and 8
th 

graders in 

Kazakh, Russian, and English: cross-sectional study 
 

 

5.5.1 Introduction 
 
During the last several decades, researchers have been actively assessing the essential 

benefits of reading strategies the students use in their mother tongue, L1, L2 or 
English as a foreign while reading. Many research works towards reading domain 
refer reading to the cognitive interaction of the ―reader, the text, and the context‖ 
(Sheorey & Mokhtari, 2001). Sheorey and Mokhtari claim that later on, a useful 

reader has to ―utilize metavognitive knowledge and must invoke conscious and 
deliberate strategies‖ (Mokhtari & Sheorey, 2002, p. 3) in order to understand the 
meaning of the text. They also determine that ―metacognitive knowledge‖ of the 
reader has a number of reading strategies that affect the cognitive process of reading 

(Sheorey & Mokhtari, 2001). 
Reading strategies has one of the significant roles while performing tasks and 

define one the main parts in students‘ better comprehension. Researchers define that 
reading strategies are among the substantial components in text comprehension and 

adequate knowledge recognition necessary for successful ―interpretation of the 
meanings communicated in the text‖ (Van Gelderen et al. , 2004, p. 19). ―Reading 
strategies are associated with different aspects of language learning and cognitive 
processes, and the effects can only be observed if reading becomes a habit‖ (Ríos & 

Valcárcel, 2005).  
The improvement of Kazakhstani young language learners‘ reading level 

requires efforts, and time as well as well-developed framework, scheme, and 
instruction. In addition, it is necessary to know and define what strategies the skilled 

readers use and how they apply them during the reading process (Sheorey & 
Mokhtari, 2001). Thus, the way of exploring of reading strategy of young learners 
while reading in the targeted languages will be useful for better assisting and guiding 
the comprehension and instruction in reading activity. 

 
 

5.5.2 Methods 
 

5.5.2.1 Participants 

 
The participants were (N=1,563) students in grades 6 and 8 from randomly enrolled 
middle schools in Pavlodar city in the north of Kazakhstan. Students age was ranged 

from 11 to 14 the mean age of the students was 12.81 years (SD=1.13). Number of 
females was (52.6%) and males (47.4%), including Kazakh (N=986, 63%), Russian 
(N=547, 35%), and Other (N=30, 2%) group of students. However, being culturally 
diversified Kazakhstan has officially two languages of instruction in the schools. 

Although, Kazakh children are bilingual the proficiency level depends on the way of 
studying in the school and the frequency of using the language at home. Thus, for 
example, the percentage of performing the questionnaire in Kazakh (N=609, 39%) 
and Russian (N=954, 61%) had varied. 
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5.5.2.2 Instruments 
 
Metacognitive Awareness of Reading Strategies Inventory (MARSI) - a 30-item 

questionnaire Version 1.0 by Kouider Mokhtari and Carla Reichard (c.f. Mokhtari & 
Reichard, 2002) was applied for the first time to adolescent students in the middle 
schools. Traditionally the MARSI explores to define the level of metacognitive 
awareness of the students from the middle schools who are able to use reading 

strategies for the academic goals. The instrument reflects the development of reading 
abilities of the students from 11 to 18 ages while reading the texts. The MARSI has 
categorized with three factors, which have already passed several aspects of validity 
mode as content validity, substantive, structural, general, external and consequential 

(see Mokhtari, Dimitrov, & Reichard, 2018, p. 223) of the items. Global, problem 
solving and support reading strategies were the factors involving in the MARSI 
questionnaire (c.f. Mokhtari & Reichard, 2002).  

Researchers (Mokhtari, Dimitrov, & Reichard, 2018, p. 221) defined that the 

MARSI questionnaire has been translated into several languages, albeit in Russian 
and Kazakh languages the questionnaire has not been available. Thus, to adapt the 
MARSI questionnaire, four experts in Kazakhstan translated the original English 
version of the MARSI into Kazakh and Russian languages twice back and forth to 

assess the level of metacognitive awareness of Kazakhstani students in their mother 
tongue. The students from the middle schools verified the validation of the MARSI 
instrument and the Cronbach‘s coefficient alpha demonstrated α= .89- of the total 
groups of people. 

The range of the each category of the sample in each factory sub-scale were:  
Factor 1- Global Reading Strategies (α= .78); Factor 2- Problem-Solving Strategies 
(α= .68); Factor 3- Support Reading Strategies (α= .74). In addition to MARSI 
questionnaire , administered in Kazakh or Russian, the students performed self-

developed reading tests in Kazakh, Russian, and English. The reliability of each 
language was very good from .95 to .96 (see study 4 in this chapter). The tests were 
applied separately for the 6

th
 and 8

th
 grades for the second time to the same seven 

secondary schools in Pavlodar. The reliability of all tests in sixth and eighth grades 

ranged from .94 to .96 respectively. The correlations of the factors of the MARSI 
questionnaire of the whole sample was significantly strong from r=.65 to r=.75, 
p<.001 (Table 52). 
 

Table 52  
Correlations of MARSI factors of the whole sample (6 & 8, grades) 
 

Factor Factor 2 Factor 3  

Factor 1 .684** .747** 
Factor 2  .650** 

** p<.01 
Note. Factor 1= Global Reading Strategies; Factor 2= Problem-Solving Strategies; Factor 3= 

Support Reading Strategies. 
 

5.5.2.3 Procedures 
 
The collection of the data was conducted in January-February, 2020 among young 
adolescents in the middle school. This was the second part of the assessment session 

as the first part was of the session students performed background questions. The 
instruments were administered online via eDia platform; the students were familiar 
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with the purpose of the research because they were instructed before the session, 
although who had questions necessary guide was undertaken. Students were informed 
to read each statement carefully and attentively and choose the response that they 

usually use and apply while reading books related to their studying and school 
programme. The session process had morning and the afternoon session as children of 
6

th
 and 8

th
 grades in various schools had different shifts , thus the instruction was 

administered in the morning and in the afternoon. The students completed the  

instruments in about 25-30 minutes. 
 
 

5.5.3 Study Results 

 
5.5.3.1 Reading strategies and reading comprehension tests of the learners 

 
Cronbach's alpha showed good reliability in all reading tests in three languages 

ranged from (α=.95) in sixth to (α=.96) in eighth grade. In questionnaire alpha pointed 
from (α=.88) to (α=.90) in sixth and eighth grades respectively, although the 
reliability of the questionnaire for  the total sample (N=1,563) was .89. The adapted 
questionnaire of metacognitive awareness of reading strategies inventory (MARSI) 

was applied for the first time in Kazakhstan to the new culture to young adolescents 
aged 12 to 14 (Grades 6

th
 and 8

th
).  

Mainly, MARSI questionnaire was designed “to assess 6th- through 12th-
grade students‟ awareness and perceived use of reading strategies while reading 

academic or school-related materials” (Mokhtari & Reichard, 2002, p. 251). Due to 
the young age of the students , the assessment of MARSI questionnaire was in the 
students‘ mother tongues (Kazakh or Russian) not in English. It should be taken noted 
that students at the age of 12 and 14 in Kazakhstan, have not yet developed fluent 

proficiency skills in English, as they learn English as the foreign language and cannot 
fully and proper understand the meaning of the statements in English MARSI 
questionnaire. 

All in all the analysis of the MARSI questionnaire in Kazakh and Russian and 

the reading tests in all languages analyzed the whole sample of 6
th

 and 8
th

 grades 
(N=1,563). The students demonstrated moderate results in all three language reading 
tests (M=50%, SD=28.8%), three factors were revealed from the reading strategy 
questionnaire the average of the factors pointed a medium score (M=2.61, SD=.462) 

of the strategies when reading academic or school related materials. 

 

Table 53  
Correlations of reading strategies and reading tests in English, Kazakh, and Russian 

(6 & 8, grades) 

 Test in English Test in Kazakh Test in Russian 
Factor 1 -.097** -.135** -.215** 

Factor 2 -.052* -.069** -.114** 
Factor 3 -.071** -.151** -.235** 

** p<.01 
*p<.05 

Note. Factor 1= Global Reading Strategies; Factor 2= Problem-Solving Strategies; Factor 3= 
Support Reading Strategies 

 

Although regarding the score of the whole sample in each language reading 
test in English (M=36%, SD=23.3%); in Kazakh (M=51%, SD=29.8%); in Russian 
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(M=55%, SD=29.9%), the students showed low results. It is interesting that 
researchers claim that mostly the relationships between reading strategies and the 
reading comprehension have found positive and the more skillful the reader is the 

more strategies he or she uses (Lau & Chan, 2003; Alsheikh & Mokhtari, 2011). In 
addition the strategies he or she uses are significantly necessary ―for reading 
comprehension‖ in L1, L2 or EFL (Alsheikh & Mokhtari, 2011, p. 151). 

The correlation of reading strategies and reading comprehension tests in 

Kazakh, Russian, and English was negative but significantly moderate. The weak 
interaction of reading strategies and the reading comprehension test was defined in 
English. This could be proved that the questionnaire was administered in Kazakh and 
Russian not in English. In addition, the investigation of several researchers have 

claimed that while reading or performing the tasks in English as FL, the students 
usually apply the knowledge from their native language or use translation strategy 
from English to their own language to understand and gain comprehension of the 
reading text (Kong, 2006; Alsheikh & Mokhtari, 2011, p. 152). Therefore, we assume 

that Kazakhstani young students supposed to apply reading strategies from Kazakh 
and Russian languages while performing the reading tasks in English.  
 

5.5.3.2 Gender and language performances in reading strategies 

 
Descriptive statistics of grade, gender and the ethnic groups performing the MARSI 
30-item reading strategy questionnaire are the following. Regarding gender 
differences, in general, there are no any differences between boys and girls in the 

reading strategies, although in some strategies referred to problem solving and support 
girls performed significantly better. The overall score of reading strategies revealed 
that students in the middle school in Kazakhstan had medium level of using (M=2.65, 
SD=.474) reading strategies while reading in their mother tongue and probably in 

English, as we assessed the questionnaire only in the students‘ mother tongues. Global 
reading strategies: ―I decide what to read closely and what to ignore. I use tables, 
figures, and pictures in text to increase my understanding.‖, and the only support 
reading strategy: ―I use reference materials such as dictionaries to help me understand 

what I read.‖ had the low average score comparing to the other strategies. By the 
means of these sub-scale strategies, we assumed that the ways of decision-making 
and/or the proper use of figures and tables in comprehension process among young 
adolescents in Kazakhstan have not been constantly formed yet.  

 

Table 54 
Differences by Gender of the whole group (6

th
 and 8

th
 grades, 2020) 

  Male (n=741) Female (n=822)   

 Strategy M SD M SD t p-value 

1.(GLOB)  I have a purpose in mind when I 

read. 

2.78 .932 2.77 .879 .220 .826 

2.(SUP) I take notes while reading to help 

me understand what I read. 

2.56 1.027 2.56 1.017 .084 .933 

3.(GLOB)  I think about what I know to help 

me understand what I read. 

2.81 .956 2.86 .932 -1.048 .295 

4.(GLOB)  I preview the text to see what it‘s 

about before reading it . 

2.65 .996 2.63 .955 .255 .798 

5.(SUP) When text becomes difficult, I 

read aloud to help me understand 

what I read. 

2.55 1.028 2.54 .980 .249 .804 

6.(SUP) I summarize what I read to reflect 

on important information in the 

text. 

2.68 .930 2.73 .957 -1.145 .252 
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7.(GLOB)  I think about whether the content 

of the text fits my reading 
purpose. 

2.64 .961 2.72 .941 -1.706 .088 

8.(PROB) I read slowly but carefully to be 

sure I understand what I‘m 

reading.  

2.73 .988 2.77 .949 -.796 .426 

9.(SUP) I discuss what I read with 

others to check my 

understanding. 

2.53 1.022 2.66 .995 -2.551 .011 

10.(GLOB) I skim the text first by noting 

characteristics like length and 

organization. 

2.55 .987 2.64 .959 -1.730 .084 

11.(PROB) I try to get back on track when I 

lose concentration. 

2.80 .966 2.84 .940 -.915 .360 

12.(SUP) I underline or circle  

information in the text to help 

me remember it. 

2.53 1.041 2.67 .993 -2.625 .009 

13.(PROB) I adjust my reading speed 
according to what I‘m reading. 

2.72 .979 2.75 .915 -.521 .602 

14.(GLOB) I decide what to read closely and 

what to ignore. 

2.22 1.023 2.24 .985 -.310 .756 

15.(SUP) I use reference materials such as 

dictionaries to help me understand 

what I read. 

2.37 1.016 2.42 1.001 -1.052 .293 

16.(PROB) When text becomes difficult, I 

pay closer attention to what I‘m 

reading.  

2.77 .982 2.80 .925 -.673 .501 

17.(GLOB) I use tables, figures, and pictures 

in text to increase my 

understanding.  

2.28 1.048 2.30 1.005 -.362 .717 

18.(PROB) I stop from time to time and 

think about what I’m reading. 

2.71 .954 2.81 .904 -2.025 .043 

19.(GLOB) I use context clues to help me 

better understand what I‘m 
reading.  

2.51 1.014 2.52 .975 -.239 .811 

20.(SUP) I paraphrase (restate ideas in my 

own words) to better understand 

what I read. 

2.60 1.020 2.59 .978 .128 .898 

21.(PROB) I try to picture or visualize 

information to help remember 

what I read. 

2.70 .955 2.71 .918 -.261 .794 

22.(GLOB) I use typographical aids like bold 

face and italics to identify key 

information. 

2.47 1.006 2.45 .978 .389 .698 

23.(GLOB) I critically analyze and evaluate 

the information presented in the 

text. 

2.72 .913 2.64 .891 1.772 .077 

24.(SUP) I go back and forth in the text to 

find relationships among ideas in 

it . 

2.73 .963 2.75 .934 -.318 .751 

25.(GLOB) I check my understanding when I 

come across conflicting 

information. 

2.77 .956 2.80 .884 -.625 .532 

26.(GLOB) I try to guess what the material is 

about when I read. 

2.51 1.065 2.56 .996 -.978 .328 

27.(PROB) When text becomes difficult, I 

re-read to increase my 

understanding. 

2.69 .977 2.79 .923 -2.074 .038 

28.(SUP) I ask myself questions I like to 

have answered in the text. 

2.58 .985 2.66 .942 -1.564 .118 

29.(GLOB) I check to see if my guesses about 

the text are right or wrong. 

2.80 .989 2.73 .936 1.422 .155 

30.(PROB) I try to guess the meaning of 

unknown words or phrases. 

2.63 .992 2.68 .984 -.893 .372 

 

Note. GLOB - Global Reading Strategies, PROB - Problem-Solving Strategies, SUP - Support Reading 

Strategies. 
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Teachers, parents, and other stakeholders should pay attention to the results of 
reading strategies for effective way of instructing students reading skills and 
developing modifying literacy. However, the overall mean score of gender showed no 

significant different effects of boys and girls, t (1561) = -.1.525, p>.05. Although the 
overall score regarding the language performances the students, who fulfilled the 
questionnaire in Kazakh demonstrated statistically significant differences of using 
reading strategies than Russian did, t(1561) = 8.240, p<.001.  

 

Table 55 
Differences by Language performances (6

th
 and 8

th
 grades, 2020) 

 Kazakh (n=609) Russian (n=954)   

 
Overall (MARSI) 

M SD M SD t P, value 

2.77 .436 2.57 .481 8.240 .000 
Factor 1 2.74 .457 2.51 .512 9.276 .000 
Factor 2 2.81 .491 2.71 .545 3.808 .000 

Factor 3 2.75 .497 2.50 .580 8.958 .000 
Note. Factor 1= Global Reading Strategies; Factor 2= Problem-Solving Strategies; Factor 3= 

Support Reading Strategies 

 

Table 56 
Grade differences in reading strategies (6

th
 and 8

th
 grades, 2020) 

 Grade 6 (n=888) Grade 8 (n=675)   
 

Overall (MARSI) 

M SD M SD t P, value 

2.61 .462 2.69 .487 -3.128 .002 

Factor 1 2.56 .489 2.66 .519 -3.892 .000 
Factor 2 2.71 .511 2.80 .544 -3.313 .001 
Factor 3 2.58 .558 2.62 .569 -1.320 .187 
Note. Factor 1= Global Reading Strategies; Factor 2= Problem-Solving Strategies; Factor 3= 
Support Reading Strategies 

 
Analysis revealed that there were significant differences of the students whose 
language was Kazakh used more reading strategies while reading the text than those, 
whose native language was Russian. It seemed to be that bilingual (Kazakh) students 

frequently apply reading strategies than monolingual (Russian) (Akhmetova et al., 
2021b). This may suggest proving by several researchers who investigated that 
bilingual use more reading strategies than monolingual (Sheorey & Mokhtari, 2001; 
Alsheikh & Mokhtari, 2011). This could also define that the usage of reading 

strategies between bilingual and monolingual students depends on the level of reading 
abilities as skillful and unskillful.  

 
5.5.3.3 Confirmatory analysis of reading strategies of learners in Kazakhstan 

 
To test the original factors defined in the MARSI questionnaire of 30-items with three 
factors as - Global Reading Strategies (GLOB), Problem-Solving Strategies (PROB), 
Support Reading Strategies (SUP) from the total sample (N=1,563), a confirmatory 

factor analysis (CFA) was conducted using Mplus computer software. Although 
exploratory factor analysis  showed, a good model fit to the model for the separate 6

th
 

(n=888) and 8
th

 (n=675) samples of the students, although while analyzing the grades 
separately CFA results showed poor statistical fit for the data the goodness did not fit 

well to the model thus, we combined the samples of 6
th

 and 8
th

 grades. The 
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performance of EFA analysis conducted to the whole sample (N=1,563) on the 30-
items to validate the measurement of the instruments on the new culture. The results 
of EFA analysis of the whole sample revealed three-, four-, and five- factor loadings, 

although the goodness of fit indices were better in five-factor loadings. However, we 
would like to confirm the model of the factors performing CFA and test whether 
three, four, and five-factors fit to the model better. 

Confirmatory factor analysis with three-factor and four-factor loadings showed 

poor statistical fit for the data, with the following results of indices: (three–factor 
loadings – χ2=1529.807, CFI=.88, TLI=.87, df=402, RMSEA=.04, & SRMR=.04); 
(four–factor loadings - χ2=1453.601, CFI=.89, TLI=.88, df=399, RMSEA=.04, & 
SRMR=.04). However, four-factor loadings showed better statistical results although 

still below suggested. Thus, five–factor model was tested which were revealed in EFA 
with good model fit. The results of CFA with five-factor model defined that five-
factor fitted well to the model of the whole samples (χ2=1244.243, CFI=.91, TLI=.90, 
df=395, RMSEA=.04, & SRMR=.03). The standardized factor loadings is shown in 

Figure 18. 
 
 

Figure 18 

Confirmatory factor analysis of reading strategies in Grades 6 and 8  with five-factors 
(2020) 

 
 

The correlation of the factors seemed the strongest between factors 2 and 3 

(r=.826), and factors 3 and 4 (r=.801). The items in factors 2, 3 and 4 are mostly 
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belonged to the global and support reading strategies than problem solving. The 
literature has proved that this could be obvious as researchers indentified that ―taking 
notes, consulting a dictionary, and underlying texts‖ (p. 61) are supportive strategies 

and global strategies are mostly used by ―more proficient readers‖ whereas struggling 
readers prefer ―local strategies‖ (Park, 2015, p. 61). Most researchers (Wen, 2003; 
Wang et al. , 2009; Zhang, Chin, & Li, 2017) highlighted that proficient readers use 
more sophisticated reading strategies regarding the difficulty of the tasks and several 

findings indicated the those proficient readers apply more metacognitive reading 
strategies than less proficient readers. 

The results in three-factor loadings of the whole sample in sixth and eighth 
grades were fragile, the model indices did not f it to the data (χ2=1886.750, CFI=.85, 

TLI=.83, df=402, RMSEA=.05, & SRMR=.04). The standardized factor loadings and 
correlation of the factors in both grades is represented in Figure 19.  

 

Figure 19  

Confirmatory factor analysis of reading strategies in Grades 6 and 8 with three-
factors (2020) 
 

 
Note: f1= Global Reading Strategies (factor 1); f2= Problem-Solving Strategies (factor 2);  

f3= Support Reading Strategies (factor 3) 
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5.5.3.4 Reading strategies and reading achievements of the learners  
 
For defining the relations between independent and dependent variables structural 

equation modeling was conducted (Schumacker & Lomax, 2010). The following 
statistical procedure found correlations of the three factors on reading comprehension 
test in the target languages were first analyzed separately - sixth and eighth grades and 
then the whole sample. The results demonstrated the following in Grade 6 (χ2=6.172, 

CFI=1.00, TLI=1.00, df=8, RMSEA=.00, & SRMR=.01) the prediction was of 
reading strategies on the tests was non-significant; in Grade 8 (χ2=45.152, CFI=.98, 
TLI=.96, df=8, RMSEA=.08, & SRMR=.04) the prediction was significantly negative 
(β=-.340, p<.000). For the whole sample (χ2=37.250, CFI=.99, TLI=.99, df=8, 

RMSEA=.04, & SRMR=.02). The R-squared in the whole sample showed the 
prediction of the factors in the Russian reading (64%), in Kazakh reading (57%), and 
in English (36%). However, the prediction of the MARSI factors on the reading 
comprehension tests was significantly negative (β=-.108, p<.000). SEM analysis of 

both grades is illustrated in more detail in Figure 20. 
 
 

Figure 20  

Structural equation modeling of reading strategies and reading achievements (the 
whole sample, 2020) 
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Regression analysis with the five factors in reading strategies confirmed in 
CFA, predicted reading achievements tests in three languages of the whole sample 
size (6

th
 and 8

th
 grades). The goodness of fit indices showed a good fit to the model in 

both grades (χ2=1358.158, CFI=.92, TLI=.91, df=470, RMSEA=.04, & SRMR=.03). 
However, the regression analysis showed that R-squared did not equal zero, albeit the 
correlation between the model and the dependent variables were statistically 
significant in English (R

2
=.041, p=.033), in Kazakh (R

2
=.045, p=.010), in Russian 

(R
2
=.086, p<.001). The findings indicated that reading strategies of the of the whole 

sample (6
th 

and 8
th

 graders) affected reading outcomes but probability of using several 
other strategies by the students while performing reading tests was obvious. The 
standardized beta coefficient of reading strategies showed that in English, only factor 

1 (β= .333, p<.001) and 2 (β= -.270, p<.05) predicted reading achievements but from 
factors 3(β =.084, p=.439), factor 4 (β =-.091, p=.331), and factor 5 (β =-.083, 
p=.278) the prediction was not statistically significant. Although the prediction for the 
factor 2 was negative will be that probability of using reading strategies in factor 2 

was not efficiently provided in the studying process. 

 

 

Figure 21 
Regression analysis of reading strategies and reading achievements of 6

th
 and 8

th
 

grades (2020) 
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In Kazakh language reading tests the prediction was significant in two 
dimensions factor 1 (β =.249, p<.001) and factor 5 (β = -.185, p=.02) and still factor 5 
had a negative prediction probability of which is significant. However, the prediction 

was not significant for the factor 2 (β = -.111, p=.298), factor 3 (β = -.181, p=.087), 
and factor 4 (β =.083, p=.058) of using reading strategies in performing the tests in 
Kazakh. 

In Russian language test, the factor 1(β =.356, p<.001), factor 2 (β = -.309, 

p=.01), factor 5 (β = -.265, p<.001) were significantly predicting the frequency of 
utilizing reading strategies than in English and Kazakh. However, still factor 2 and 5 
had negative prediction. The prediction of factor 3 (β = -.079, p=.470) and factor 4 (β 
= .165, p=.081) were not statistically significant.  

Researchers suggest that positive relationship between metacognitive reading 
strategies and reading achievement affects and facilitates comprehension although in 
our case the relationship of reading strategies and reading comprehension tests in 
English, Kazakh and Russian were negative but statistically significant (p<.001). This 

could probably suggest that young adolescents in Kazakhstan did not often used 
reading strategies or used them ineffectively. Moreover, there seemed to be the 
feature that young learners were familiar with only less effective reading strategies or 
the lack of knowledge in monitoring the tasks revealed the weaknesses in 

achievements of reading comprehension. This could probably relate to the existence 
of limited practice, lack of instruction in teaching and learning reading skills in the 
respected languages. 
 

 

5.5.4 Discussion 

 
Reading strategies are essential to define the use of cognitive and motivational 

processes and will be significantly important to enhance and improve the reading 
awareness for ―struggling readers‖ (Mokhtari & Reichard, 2002, p. 250). A 
multilingual community and society playing a key role in English proficiency factor 
in Kazakhstan. However, there are several factors playing a great important role in 

learning English language under the basis of young language learners‘ background. 
Parents‘ role in education; gender equality, number of schools, qualitative human 
resources, material, technical base, financial support, resources and condition of the 
schools are significantly for the achievements‘ results. 

The importance of PISA for Kazakhstan is obvious as a world measurement of 
the country‘s educational and socio-economic development. Online assessment of 
reading literacy of 15-year-old students is very important, as the knowledge taken 
from the young age could be valuable and crucial for further development of future 

generation and human beings as well.  In addition, ―fully equipped‖ content of the 
course give an opportunity to teachers to fill the gaps of the course regarding interests 
and preferences through reading as this produce motivation and the students reading 
the information in order to know new, challenging and necessary for their further 

generation. 
The issue of reading strategies among young adolescents needs further 

investigation for the improvement of reading comprehension and the effectiveness of 
the strategies in the cognitive process. Based on the results we could suppose that 

students have several weaknesses in reading unknown texts in English as the foreign 
and their native language as well as they ha and facing difficulties. Although the 
medium level of the students in reading strategies seemed to have limitation in using 
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cognitive parts of reading strategies such as attention, evaluating reading materials, 
managing reading procedures effectively and strategically in Kazakh, Russian (mother 
tongues), and English (Mokhtari & Reichard, 2002, p. 259). There could also be the 

fact that in the background knowledge, that only one strategy can be appropriately 
used by the learners. Thus, the teachers should examine the issue in the classroom 
context and apply more effective and beneficial strategies to facilitate comprehension 
in the reading process. In addition, the teachers should learn material the students read 

and carefully consider the usage of reading strategies while reading. This could 
improve learners‘ reading abilities and facilitate comprehension.  

Metacognitive reading awareness is defined as the strategy, which is beneficial 
and useful for understanding of the reading text , determines and monitors thinking 

and learning processes, facilitates planning, self-evaluation of the reader, and is 
crucial approach for motivation, beliefs, suggestions, desires, etc. (Cook, 2001; 
Sheorey & Mokhtari, 2001). Therefore, the reader should be able to obtain a certain 
―metacognitive knowledge‖ that has a number of reading strategies that affect the 

cognitive process of reading (Sheorey & Mokhtari, 2001). Sheorey & Mokhtari 
(2001) claim ―metacognitive knowledge‖ as the thinking about thinking that comes 
when the reader has a number of reading strategies that affect the cognitive process of 
reading, the researchers (Afflerbach, Pearson, & Paris, 2008; Pressley, 2008) 

determine that the reader should be able to come to a ―constructively responsive‖ 
reading of the text. Therefore, skillful and struggling readers should be differentiated 
with the help of the assessment and instruction while learning. The way of exploring 
reading strategy among young learners in Kazakhstan while reading in Kazakh, 

Russian, and English languages should be useful for better assisting, guiding, and 
instruction reading comprehension process in the future. 
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CHAPTER 6: CONCLUSIONS AND RECOMMENDATIONS 

 

 

 6.1 Introduction 
 
The improvement of reading literacy skills in the respected languages in the middle 
school is the main intension of this research. The issues of our detailed assessment 

provides evidences for defining the problem in teaching and learning reading skills in 
the classroom context, the level of literacy development among young learners, and 
guides information of the instruction process in the class. The results of this current 
study could be useful for further implementation as the tutorial guidebook for 

curriculum modification to enhance reading skills and boosts comprehension in the 
middle school in Kazakhstan. Traditional methods of teaching and learning reading 
skills are not appropriate for present technologically well-informed young generation, 
especially for straggling readers who lose the interests in reading ―boring books‖. The 

teachers should be well prepared to implement applicable tools to maintain and extent 
reading process, which could be possible after deep investigation and assessment to 
design and outline instruction for the programme (Zwiers, 2010). 

Assessing reading literacy skills among young adolescents in Kazakhstan 

highlights several factors and features concerning the teacher‘s and student‘s 
viewpoints. These factors can influence the results and the development of reading 
literacy in general. Reading literacy is a wide concept where clear instruction and 
management in school administration, classroom climate, school context, and teacher-

student and peers relationship should be useful and supportive in the process of 
teaching and learning. Both students and teachers could see the efficacy of their work 
during practice and frequent assessment for future improvements.  

Reading assignments and tasks should be are in need to be evaluated 

frequently by the teachers and students. The educators and the learners should be able 
to know whether they have any progress in their activities and what needs to be 
improved. Therefore, the frequency of the feedback should be provided if possible, 
after every test as this could make students get used to this process and be beneficial 

to perform better in the reading tasks. To understand the significance and value of the 
feedback students have to be instructed what and why is obtained and required from 
them and would have a chance to improve the mistakes and be able to define the 
errors by themselves. Although the ratings scale of evaluating the learner‘s abilities in 

mother tongue or in a foreign language level is a serious and difficult job because in 
order to mark the student the teacher has to know and perform his  or her own system 
of grading criteria. For example, Jurišić & Vodogaz (2014), confirm ―the scoring 
method or the way in which responses are evaluated and points assigned to responses. 

It includes the criteria used to judge the correctness of responses‖  (p. 457). This 
means that measurement should be subjective and objective depending on the format 
of the test (e.g., international or standardized). 

The results of the assessment provides an information of the students‘ abilities 

as this could be a guide for the educator  to consider and make further decisions, and 
diagnosis of the progress. Roca-Valera & Palacios (2013) determine that 
―….examiners should consider a number of predefined assessment criteria to help 
them with this difficult task and allowing them to measure the learners' performances 

objectively‖ (p. 61). Linn & Gronlund (2000) identify that criterion-referenced 
assessments have ―to obtain a description of the specific knowledge and skills each 
student can demonstrate‖ (p. 43). We conclude that assessment in scoring is among 
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tough and demanding parts as it takes from the examiners careful evaluation, 
objective marking, and reliable measurement. However, Baker (2006) showed that 
students with learning and behavioral problems performed poor and the classroom 

adjustment did not benefit them compared to those who achieved well or the peers 
who have a close relationship to the teacher. In addition, Downer et al. (2007) 
consumed that teachers‘ high quality of instruction in the classroom context facilitate 
children‘s engagement with high-risk problems and difficulties in school. They 

confirmed that quality classroom provides and supports engagement, which further 
stimulate motivation and be a mediator between students‘ outcomes and achievements 
in the assessment process. 
 

 

6.2 Study 1 Assessment of reading skills in English and socio-economic 

background among learners in middle schools in Pavlodar, Kazakhstan 
 

The first pilot study revealed that reading comprehension tests in English (cf. Nikolov 
& Csapó, 2010; 2018) could be implemented in the context of Kazakhstan although 
the validation tests had good reliability in both grades the modification of the tests is 
required. The difficulty of the tests showed that the probability of several background 

variables as classroom climate, the relationships between teacher and the students, 
positive attitude towards English languages, interest of English language learning, 
usage, and anxiety of ICT had weak impact on the achievement tests in both grades. 
Furthermore, researchers (Dotterer & Lowe, 2011) claim that school engagement and 

classroom climate promote achievements especially for the students with low 
outcomes who are at the risk of dropping out of school and assuming that school 
engagement could be a mediator between classroom and academic achievements of 
the students. In their research study among 5

th
 graders they concluded that school 

engagement could be mediated between classroom context and results of the 
outcomes for the students who did not have any previous difficulties in achievements, 
although for the students with several problems in achievements in the past, school 
engagement cannot be a mediator between classroom climate and academic 

achievement. They suggested of using additiona l strategies for low achievers. 
Although the effect of the factors is very low on English achievement, we 

consumed that the issue of teaching and instruction in the classroom context could be 
the reason. Even though the prediction of the tests‘ results in English revealed that 

most of the factors were not significant and did not predict the results of the tests. 
Although CFA showed strong relationships between the background factors and the 
good model fit indices to the data in both grades, R-squared in both grades, showed 
weak prediction of the tests results , and regression analysis proved this as well. Based 

on the results we may conclude that students have difficulties in learning English 
language as the foreign and the reading skills in particular. This might probably be the 
issue relating to the problems with reading skills or literacy level of the students‘ 
mother tongue and native language. Therefore, the influence was very weak and non-

significant.  
In study 1, we examined the level of students‘ engagement in learning, their 

achievements, and the influence of classroom climate toward their engagement and 
learning outcomes. For this reason, several latent factors from background variables 

that related to their engagement and the climate in the classroom (i.e., the classroom 
climate, student–teacher relationship, positive attitudes of EFL, attitudes of English 
learning, interest in using new technologies, and anxiety of new technologies) were 
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considered. Although the results herein showed poor relationships between classroom 
climate and engagement toward reading achievement tests, factor loadings indicated a 
good model fit to the data. It is hoped that these results may be considered an initial 

step on the path to improve the process of teaching reading to young EFL learners and 
that the attempts herein may be useful for future policy instruction and beneficial for 
classroom management in middle school, although further research is required. 
 

 

6.3 Study 2 Relationship between reading and writing skills of 6
th

 graders in 

English language and socio-economic background 
 

Strong correlation was found in the indexes, created by the reading test items: IR 
(information retrieval) and Inf. (inference) within English, and weak correlation to 
Ref. (reflection). These indicated that learners in Kazakhstan prefer to learn by heart 
theoretical material and less opportunity in practical tasks. Teacher, researchers, 

parents and other stakeholders in Kazakhstan should shorten the number of ―factual 
information‖ in teaching and learning materials but increase more critical tasks. 
Although, the purpose of this study was to examine the relationships between reading 
and writing skills in English by young learners in the middle school, we wanted to 

understand why students in Kazakhstan failed in English, and why the relationships 
between reading and writing skills was low.  

The analysis indicated that regular assessment in reading and writing skills is  
supposed to assist teachers to improve reading and writing components in English. 

Although parents‘ level of education had limited contribution due to the age of young 
learners, personal traits could affect further on EFL outcomes. However, parents‘ role 
in education in literacy development is a significant factor among young learners, the 
issues in reading and writing comprehension and literacy are obvious. Thus, further 

deep investigation and evaluation of more data and variables are necessary. 
 
 

6.4 Study 3 Links between reading attitude and reading achievement in three 

languages: Assessments in two age groups of young Kazakhstani learners 
 
PISA results in reading literacy claimed that reading attitude of the students decreased 
significantly only 24% of boys and 44% of girls defined that reading was their hobby 

(OECD, 2019a, p. 32). Kazakhstan was under the list of the countries that the 
differences between boys and girls were because of the declining process of reading 
for pleasure (OECD, 2019a, p. 31-32). Another factor deals with the language of 
bilingual students in Kazakhstan. Kazakh and Russian languages are ―shallow‖ 

languages where the writing system is build and depended on morphological rules and 
structure. Researchers assume (Hanley et al., 2004; Seidenberg, 2013, pp. 337-338) 
that children in shallow languages start to read and pronounce the words correctly 
earlier than those who studying English language at the very young of age, although 

comprehension comes later. In English language first comes the meaning, and then 
correct pronunciation. The findings (Everatt et al., 2004) showed that the deficit of 
phonological awareness could be emerged difficulties in literacy skills in non-
transparent orthography languages. 

It is obvious that regular reading activity provides proficiency level of the 
learner in the reading process, increase literacy, gain knowledge, and achievement in 
language and a certain field as not all poor performers have negative attitude in 
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reading. Most of these poor performers are suffering from several factors such as 
essential classroom instruction, book accessibility, free choice of the books in order to 
increase intrinsic motivation from the children, etc (e.g., Day & Bamford, 2002; 

McKenna, 2001; Yamashita, 2004, 2013). The teacher should determine and put 
careful attention on individual differences of the learners as one of the essential 
factors, which could positively influence reading achievements and relate to further 
perspectives and success in reading achievements. Another issue could be the poverty 

of some students living mostly in the rural areas. Most rural areas have poor internet 
connection and most school libraries in those areas have very few books in English. 
 
 

6.5 Study 4 Mediation effect of engagement between classroom climate and 

reading achievement in three languages among sixth- and eighth-grade students 

in Kazakhstan 
 

The results showed that students‘ engagement on could be the mediator between 
classroom climate and the achievements although negative and slightly weak in the 6

th
 

grade, albeit negatively higher in the eighth grade. The impact of classroom climate 
and the engagement as the variables of socio economical factors could affect reading 

achievements of the students and reduce the poor results in case the relationships and 
the probability of engagements and classroom climate are positive. The findings 
indicated mostly negative impact of the variables on the outcomes, which could tell to 
define the problem. 

Strong correlation of the items in reading attitudes to each other in the middle 
level of the students revealed poor and weak influence of reading attitudes seemed to 
provide less motivation students to read in native languages and in English as the 
foreign. Moreover, CFA analysis showed poor model and the fit indices did not fit the 

data. Even though in general students showed, positive attitudes towards reading 
process but their attitudes did not influence reading comprehension in the respected 
languages. This might prove that there could be a challenging problem in teaching and 
learning reading skills in Kazakh, Russian, and English.  

OECD Reviews of School Resources (OECD/The World Bank, 2015) have 
indicated several problems and gaps in the system of secondary education. Teachers, 
parents, principles, and other stakeholders should be more careful and put a 
significant attention on the process of choosing textbooks and the content of the 

subjects. For example, the textbooks and the content for teaching and reading 
development should not be the only source of education forced by the government 
and the ministry of education.  
 

 

6.6 Study 5 Reading strategies and reading performances of 6
th

 and 8
th 

graders in 

Kazakh, Russian, and English: cross-sectional study 

 

The revealed issues in metacognitive reading strategies could be applied as a 
framework for modification the core curriculum and teaching instruction. Since 
reading process is the complex cognitive domain of learning reading strategies are the 
main tools for correct and proper understanding of school and academic reading 

materials. Skillful readers are strategic as they apply more sophisticated tactics in 
reading. Bilingual readers seemed to use more reading strategies than monolingual 
although the tendency of bilingual students were statistically higher as the impact was 
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low which could be defined that young learners were less proficient and experienced 
in applying strategies effectively. Teachers, parents and other stakeholders should 
have to pay a careful attention to the way of teaching and assessing students‘ reading 

skills in order to reveal reading strategies. 
In conclusion, we could suggest constant assistance, frequent application, and 

appropriate instruction of reading strategies to young learners. Even though the 
regression analysis showed that prediction of the factors on the results in R-squared 

did not equal zero, albeit the correlation between the model and the dependent 
variables were statistically significant (in English – Factor 1, in Kazakh & Russian – 
Factor 3) the probability of using unfamiliar strategies is evident. Although strong 
significant correlation of the factors the lack of instruction and limited practice 

underpinned the reason of low prediction the results in reading. Therefore, further 
deep investigation of reading strategies in the upper grades should be examined and 
assessed in the future both qualitatively and quantitatively. 

 

 

6.7 Conclusions and further prospects for analysis 

 
Defining particular issues that prevent young learners in Kazakhstan to increase 

reading literacy in Kazakh as L1/L2, Russian as L1 /L2 at the age of fifteen and 
develop reading skills in English as a foreign need constant assessment, further 
investigation, and deep analysis. The issue of poor reading skills among young 
adolescents could consider to the problems in social-economic background of the 

students themselves, and/or not clear instructions and management in the classroom 
context and the school administration in general. This will define obstacles to 
encourage effective teaching and learning process, assessment of teachers and 
students, appropriate collaboration to research and development of creative skills.  

For instance, Bowey & Underwood (1996), while conducting several 
experiments in Australia among the students of second to fourth grades, and from 
fourth to six grades noticed that ―Reading instruction probably placed less emphasis 
on decoding skills in the later grades, resulting in a diminishing rate of improvement 

in nonword reading‖ (p. 544). This also proves that the same problem is still 
observable in the secondary schools of Kazakhstan and it would probably necessary to 
set up and prepare ―Literacy Couch‖ standard as Walpole & McKenna (2012) suggest 
determining certain activities while teaching and learning literacy in the school like 

learner, grant writer, curriculum expert, school-level planner, researcher, and teacher. 
Each role of these people has a list of the requirements and demands that are 
necessary for being a literacy couch in the school systems. Walpole & McKenna 
(2012) define school systems as ―complex organizations, relying on people with 

different roles to enact these standards in coordinated ways‖ (p. 11). 
The frequency of conducting different tests in reading in three languages for 

the context of 6
th

 and 8
th

 grade students in Pavlodar could be beneficial and facilitate 
development of literacy in reading and languages appropriate and familiar to. 

Although the tests we used previously did not fully demonstrate the reading 
performance of the children in three languages. Moreover, the modified questionnaire 
included tests‘ results in reading and background variables , which should be 
compared and taken into account. Kazakhstani young language learners have a great 

opportunity to develop reading literacy and the proficiency of reading skills by the 
age of fifteen. Students‘ literacy level can be improved in Pavlodar, (Kazakhstan) if 
the assessment being frequently applied and students‘ achievements are discussed 
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regularly with teachers, students, parents, and other stakeholders. School 
administration should provide a space for parents to participate in the learning process 
and help teachers to define children‘s problems in reading comprehension in L1, L2, 

and EFL. 
Further perspectives of reading literacy skills and its interrelationship with 

writing skills will be the ways of how to improve literacy level among learners in 
Kazakhstan in the middle school. These assessment results lead us to the track issues 

of classroom management in and out of school, literacy in reading and writing, skills 
in the native language, teaching a foreign language, and individual differences of the 
students while learning L2 in the middle school.  
 

 

6.8 Recommendations 
 
It is defined that for these who have regular reading activity may facilitate proficiency 

in the reading process, increase literacy, build knowledge, and/or provide fluency in 
the language. While those, who read less can be assumed to have limited knowledge 
in a certain field and may have negative attitude towards reading or perform weak in 
reading. Although researchers (e.g., McKenna, 2001; Yamashita, 2004, 2013) have 

determined that not all poor performers have a negative attitude to reading as most of 
these poor performers are suffering from several factors, such as basic classroom 
instruction, book accessibility, free choice of books to increase intrinsic motivation, 
etc. Another issue can be the poverty of students in the rural areas with a weak 

Internet connection, school resources, or the scarcity of interesting books in the school 
libraries. 

Even though the number of Kazakh classes in the mixed schools has increased 
recently, still the percentage of Russian classes in the mixed schools are more in the 

north and north east of Kazakhstan, while in the south and southwest parts – Kazakh 
classes are prevailed. Likewise, ―Over half (53.1%) of general  day schools offer 
instruction in Kazakh, while 17.5% offer instruction in Russian and 28.9% are schools 
with Kazakh- and Russian-medium instruction‖ (OECD, 2018, p. 8). At present, and 

the language situation towards the status of Kazakh language in Kazakhstan has 
rapidly changed, still more work should be modified in literacy issues, in the area of 
teaching reading skills in the language. 

Based on the results of our studies it is necessary to pay serious and careful 

attention to the development of reading skills in students‘ native tongue, second and 
foreign languages. Frequent assessment of  monitoring students‘ reading attitudes, 
reading strategies, and reading abilities are required to increase literacy level. For 
example, collaborative work should be orchestrated between teachers–student– 

parents. School administration, principals, and other stakeholders should support 
teaching staff in frequent monitoring process of the learners for sufficient instruction. 
Teaching and learning process should have a clear planning of what, how and why 
questions while teaching and applying academic and school related materials to the 

students. Students should be able to use the obtained knowledge in the real life 
practice. The learning material should led learners to clear comprehension track 
before, while and after reading process. 

One of the ways to determine and assess modification process of teaching and 

learning is regular assessment and the way of analyzing the results for further 
feedback. Students should learn how to think critically while performing the tests. For 
this reason, teachers should be able to implement standardized and self –developed 
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tests, albeit these tests should have to meet and follow a certain kind of scheme in 
constructing the content of the test proposed by Bloom‘s taxonomy (Osterlind, 1998; 
Osterlind & Everson, 2009) such as knowledge, comprehension, application, analysis, 

synthesis, and evaluation.  
For example, Johnson (2008) divides test types of English into two big 

categories such as achievement and proficiency tests. Achievement tests are usually 
performed after the completion of the course and involved tasks, which were under 

the studying materials in the classroom context and school programme. Johnson 
(2008) also refers a diagnostic test to the achievement type of the test that provides a 
teacher and the learner a clear image of the gaps in the teaching and learning process. 
Diagnostic test helps both to differentiate the problems that has to be changed and 

progress that has developed. In addition, Keith Johnson (2008) denotes that 
international tests are discriminated by two various types like ―norm-referenced, and 
criterion-referenced‖. Norm-referenced tests are belonged to the internationally ones 
as the scores are understood and interpreted to the extent that they are accepted 

throughout the world. Criterion-referenced tests are the ones that have a certain kind 
of direct statement for each point. Johnson (2008) ―…based on some form of needs 
analysis and a resulting syllabus specification‖ (pp. 310–311).  

Proficiency tests are mostly used for academic purposes and be held when the 

test taker wants to investigate the degree of the language and if he or she is able to 
study academic subjects in a foreign language. Mostly proficiency test is passed at the 
end of learning or studying process whereas the placement test is often at the 
beginning of the learning process as this kind of test helps in making a decision what 

level of the class to choose and go (e.g. pre-intermediate or upper-intermediate). 
Another approach described by Johnson is an ―integrative” testing or 

―holistic‖ this kind of test unites various items into one thus, gives an educator an 
opportunity to examine the language skills of the examinee together. A type of 

integrative tests is ―cloze test‖ where the examinee has to fill the gaps of the context 
with a certain word or used correct grammatical structure. A cloze test can also have 
two methods of approaching the first one is an ―exact‖ where the answers are obtained 
on the right side and the second is ―acceptable‖ where there are no any answers so 

that the test taker has to pay attention to some key words and guess what the ―empty 
word‖ is. Johnson (2008) represents several approaches of the test items for example, 
he refers multiple-choice format of the test to ―psychometric‖ testing. The test that has 
a ―discrete point‖, as the multiple-choice questions are usually easy to do if the items 

are well constructed and have one ―clear-cut‖ answer and several wrong but if the 
format is poorly made then to find the right answer is going to be very difficult.  
Johnson (2008) also denotes that the item types can be performed in the form of 
charts, table, gap filling, graphics, labeling and completing diagrams, and identifying 

appropriate headings and the format of the test types can vary. Thus, on one hand 
teachers should be taught  how to assess reading skills , apply appropriate methods and 
instruments (i.e. tests, questionnaires, interview, observation) for identifying the 
problems and build up strategies regarding this issue. On the other, orchestrate 

improvement processes in collaboration with teachers, parents, school administration, 
principals, and students themselves. This collaboration should be a pivotal aspect in 
developing reading literacy and increasing the quality of education in Kazakhstan.  

In addition, the responses of the parents would also be useful and helpful for 

examining the issue of the reading attitude, reading comprehension, reading 
strategies, and reading outcomes in detail. Any information of how teachers define 
whether students have any difficulties while reading or whether they are able to 
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comprehend the meaning of the content and the main idea of the text they are reading. 
Likewise, the questionnaire for teachers and parents of how they could reform the 
content of teaching and learning reading skills in order to attract kids‘ motivation and 

make them read more books for pleasure and enjoyments would be interesting. 
Although a lot of work should be done regarding improvements teaching and learning 
process of reading literacy among learners, teachers, and parents. Teachers, policy 
makers, parents, and other stakeholders should discuss the requirements of core 

curriculum for Kazakh, Russian and English languages in detail, define the 
appropriateness to reform the document theoretically and practically for better 
assisting and monitoring reading abilities and literacy to young learners in the middle 
school. Moreover, the list of the reading books should be chosen regarding students‘ 

preferences and interests, and be essential for students‘ analytical, critical thinking, 
and problem solving skills. 
 
 

6.9 Limitations  
 
The study has several limitations although we believe that this could be fulfilled 
further in our future research work. For the current study, the assessment of teachers‘ 

viewpoints and the ways of their regular assessment were not undertaken. The 
assessing participants were only sixth and eighth graders and it would be very 
interesting if we examined the reading skills, achievements, attitudes, and strategies of 
the students in the third or the fourth grades in primary school, and tenth and twelfth 

grades in the upper secondary school. Students‘ responses performed on the computer 
and if the assessment of some classes in the grades sixth and eighth were paper-and-
pencil, we would be able to compare the answers to those, who performed the 
questionnaire on the computer. In addition, it would be valuable to assess and observe 

the classroom climate and engagement of the students in the primary and upper grades 
as these results would guide us what to be considered and how to manage appropriate 
programme for improving literacy among young adolescents. Based on the PISA 
surveys, the students from Kazakhstan in the rural areas scored low results and were 

one year behind (OECD/The World Bank, 2015, p. 42) the performers from the urban 
schools, which may concern to school resources and facilities. 

The next limitation is socio-economic background of the students. The current 
study did not provide any information about students from disadvantaged family, and 

of those, who are at the risk of dropping out of school. The study population assessed 
bilingual and monolingual students in the sixth and eighth grades from seven 
randomly chosen public secondary schools in Pavlodar city (northern Kazakhstan). 
Furthermore, our study suffers from the absence of qualitative analysis (i.e., the 

interview with the teachers, parents and other stakeholders about language situation in 
the schools of Pavlodar). Assessing the quality of teaching and learning languages in 
Kazakh and Russian-medium classes we may relate to the linguistic diversity of 
Kazakh- medium classes comparing to Russians in Pavlodar to the entire country. 

 
 

6.10 Summary 

 

This chapter provides a brief overview of each study in the assessment process of the 
reading skills, conclusions, recommendations, and limitations. The main intension of 
this research study was to assess reading skills and define the level of reading literacy 
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among young adolescents in Kazakhstan. The expectations pursued providing the 
clues and appropriate recommendations to modify the instruction and framework 
structure in teaching and learning reading skills, frequent assessment of reading s kills 

in terms of revealing significant strategies in teaching and learning process in heritage 
language (i.e., Kazakh or Russian), and English as a foreign. 

The survey based on the eDia online platform that we have implemented in 
seven secondary schools of Pavlodar, Kazakhstan since 2018. Computer based 

assessment (CBA) provided the opportunity to test a large amount of students and 
collect the information of reading ability level among young adolescents. The 
importance of the study was to reveal difficulties of students‘ reading skills, and 
develop a recommendation framework based on the results and evidences we 

obtained. Due to our revealed evidences and outcomes, we have defined that frequent 
assessment practice in the classroom context can benefit teaching and learning 
process. Regular feedback is a significant intervention between student–teacher 
relationship. Positive engagements of the students could be a mediator for high results 

among young adolescents, enhance motivation, and facilitate positive attitudes 
towards reading in native language and English as FL. This can also support the 
benefits to use ICT technologies in learning a foreign language and decrease the level 
of anxiety in using ICT in the upper grades. Even though the attitude towards reading 

activity decreases significantly in the middle level, researchers, teachers, parents and 
other stakeholders should motivate young learners to read more for pleasure and 
enjoyment in and out of studying process. Students should learn how to implement 
several reading strategies and tactics in the various types of text materials, especially, 

in the upper grades. Reading strategies should be frequently instructed, and utilized in 
the reading process. Performing reading tasks academic and school materials, young 
learners are in need to obtain correct comprehension and clear instruction of the 
strategies. These features are the main components for the development of reading 

skills and are significantly necessary for the quality of education in the Republic of 
Kazakhstan. 

Our research would suppose to be considered as one of the efforts towards 
improvements of core curriculum for middle secondary education and will benefit for 

appropriate standards in developing reading literacy among young learners, teaching 
and learning reading skills, textbook materials, availability of the books in the library. 

In the future, this research study will continue further assessment in reading 
literacy development and the level of literacy in native language and English as a 

foreign in the upper grades. 
Obtaining results will give us an opportunity to build up a solid 

recommendation for further appropriate intervention and provide evidences for better 
instruction, development, and improvements of reading and writing skills among 

young learners in practice. 
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APPENDICES 
 

Appendix A: Item-Person Map of 6th grade students (2019) 

 
 
A.1. in English (each 'X' represents 1.1 cases) 
 

 

 
5                                          |                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

4                                   XXXXXXX|                                       | 

XXXXX|                                       | 

XXXXXX|                                       | 

XXXXXXX|                                       | 

3                           XXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|1                                      | 

XXXXXXXXXXXXXXXXXXXXXX|                                       | 

2     XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|4                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1           XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|12                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|8 10 11                                | 

0           XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|9                                      | 

-1         XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|3 5                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|7                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|2                                      | 

-2                         XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXX|                                       | 

-3                              XXXXXXXXXXXX|                                       | 

XXXXXXXXXX|                                       | 

XXXXXXX|                                       | 

-4                                    XXXXXX|                                       | 

XXXXX|                                       | 

XXXX|                                       | 

XXXX|                                       | 

-5                                        XX|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

-6                                         X|                                       | 

 

 
 
EAP/PV RELIABILITY:                  0.828   
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A.2. in Kazakh (each 'X' represents 1.4 cases) 
 

 
 

X|                                       | 

X|                                       | 

X|                                       | 

7                                         X|                                       | 

X|                                       | 

XXXXXX|                                       | 

6                                     XXXXX|                                       | 

XXXX|                                       | 

XXXXX|                                       | 

5                               XXXXXXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

XXXXXXXXXX|3                                      | 

4                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

3                  XXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

2        XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1              XXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|1 9                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXX|10                                     | 

0              XXXXXXXXXXXXXXXXXXXXXXXXXXXX|7                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|2 12                                   | 

XXXXXXXXXXXXXXXXXXXXXXX|4 6                                    | 

-1                          XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXX|8                                      | 

XXXXXXXXXXXXXX|5 11                                   | 

-2                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

-3                               XXXXXXXXXXX|                                       | 

XXXXXX|                                       | 

XXX|                                       | 

-4                                     XXXXX|                                       | 

XXXX|                                       | 

XXXX|                                       | 

XX|                                       | 

-5                                        XX|                                       | 

|                                       | 

X|                                       | 

-6                                         X|                                       | 

X|                                       | 

|                                       | 

-7                                          |                                       | 

X|                                       | 

 

 

 
 
 
 

 
 
 
 

EAP/PV RELIABILITY:                  0.856   
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A.3. in Russian (each 'X' represents 1.3 cases) 
 

 
X|                                       | 

X|                                       | 

7                                         X|                                       | 

X|                                       | 

XX|                                       | 

6                                        XX|                                       | 

XXXXX|                                       | 

XXXXX|                                       | 

XXXXX|                                       | 

5                                      XXXX|                                       | 

XXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXX|                                       | 

4                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

3            XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|2                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|1                                      | 

2   XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|3                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1          XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|4                                      | 

XXXXXXXXXXXXXXXXXX|                                       | 

0                               XXXXXXXXXXX|                                       | 

XXXXXXXXX|7 12                                   | 

XXXXXXXXX|8 10                                   | 

-1                                    XXXXXX|6                                      | 

XXXXXXX|                                       | 

XXXXXX|9                                      | 

XXXX|5 11                                   | 

-2                                       XXX|                                       | 

XXXX|                                       | 

XXXX|                                       | 

XXXXX|                                       | 

-3                                       XXX|                                       | 

XXX|                                       | 

X|                                       | 

XXX|                                       | 

-4                                       XXX|                                       | 

X|                                       | 

|                                       | 

|                                       | 

-5                                         X|                                       | 

X|                                       | 

 

 

 

 
 

 
 
 
 

 
 
EAP/PV RELIABILITY:                  0.803    
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Appendix B: Item-Person Map of 8th grade students (2019) 

 
B.1. in English (Each 'X' represents  1.3 cases) 

 

 
X|                                       | 

5                                        XX|                                       | 

XX|                                       | 

X|                                       | 

XXX|                                       | 

4                                  XXXXXXXX|                                       | 

XXXXXX|                                       | 

XXXXX|                                       | 

XXXXXXX|                                       | 

3                               XXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXX|                                       | 

2                         XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|11 16                                  | 

1                     XXXXXXXXXXXXXXXXXXXXX|14 17                                  | 

XXXXXXXXXXXXXXXXXX|12 13                                  | 

XXXXXXXXXXXXXXXXXXXXXX|9 10                                   | 

XXXXXXXXXXXXXXXXXXXXXX|15                                     | 

0                   XXXXXXXXXXXXXXXXXXXXXXX|1 3                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|5 8                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

-1    XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|4 6 7                                  | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|2                                      | 

XXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXX|                                       | 

-2                             XXXXXXXXXXXXX|                                       | 

XXXXXXXX|                                       | 

XXXXX|                                       | 

XXXXX|                                       | 

-3                                       XXX|                                       | 

XX|                                       | 

XXX|                                       | 

XX|                                       | 

-4                                        XX|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

-5                                         X|                                       | 

|                                       | 

|                                       | 

|                                       | 

-6                                          |                                       | 

X|                                       | 

 

 

 

 
EAP/PV RELIABILITY:                  0.855 
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B.2. in Kazakh (each 'X' represents   1.3 cases) 
 

 
5                                         X|                                       | 

X|                                       | 

XX|                                       | 

X|                                       | 

X|                                       | 

4                                    XXXXXX|                                       | 

XXXXXXX|                                       | 

XXXXXX|                                       | 

XXXXXXXX|                                       | 

3                               XXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

2                      XXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1                   XXXXXXXXXXXXXXXXXXXXXXX|2 9                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXX|4 17                                   | 

XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|11 12 14 15                            | 

0                       XXXXXXXXXXXXXXXXXXX|13                                     | 

XXXXXXXXXXXXXXXXXXXXX|3 7 10 16                              | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|5                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|8                                      | 

-1                         XXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXXXX|1                                      | 

XXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXX|                                       | 

-2                                   XXXXXXX|                                       | 

XXXXXXX|                                       | 

XXX|                                       | 

XX|                                       | 

XXX|                                       | 

-3                                        XX|                                       | 

XX|                                       | 

X|                                       | 

X|                                       | 

 
 
 

EAP/PV RELIABILITY:                  0.860   
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B.3. in Russian (each 'X' represents   1.0 cases) 
 

 
X|                                       | 

X|                                       | 

X|                                       | 

5                                         X|                                       | 

X|                                       | 

X|                                       | 

XXX|                                       | 

XXXXX|                                       | 

4                                   XXXXXXX|                                       | 

XXXXXX|                                       | 

XXXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|                                       | 

3                         XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

2      XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|10 11                                  | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1                  XXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|8                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|4 5 7 9                                | 

0          XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXXXXXXXX|13                                     | 

XXXXXXXXXXXXXXXXX|3                                      | 

XXXXXXXXXXXXXXXXXXX|2 12 14                                | 

XXXXXXXXXXXXXXXXXXXXXX|1                                      | 

-1                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

XXXXXXXXX|                                       | 

XXXXXXXX|                                       | 

XXX|                                       | 

-2                                      XXXX|                                       | 

XXXXX|                                       | 

XXX|                                       | 

XX|                                       | 

X|                                       | 

-3                                         X|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

 

 

 

 
EAP/PV RELIABILITY:                  0.799   
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Appendix C: Unidimensional model of 6th grade students and items  (2020) 
 
C.1.in English (each „X‟ represents 1.4 cases) 

 
 

|                                       | 

3                                         X|                                       | 

|                                       | 

|                                       | 

|                                       | 

X|                                       | 

2                                        XX|                                       | 

XX|                                       | 

XXXXX|                                       | 

XXXXXX|                                       | 

XXXXX|1 15 18 20                             | 

XXXXXXX|19                                     | 

1                              XXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|17                                     | 

XXXXXXXXXXXXXXXXX|4 12 14 16                             | 

XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|13                                     | 

0                   XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|10                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|8 11                                   | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

-1             XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|5                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXX|2 3 9                                  | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|7                                      | 

-2              XXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

-3                               XXXXXXXXXXX|                                       | 

XXXXXXXXXXX|                                       | 

XXXXXXXXX|                                       | 

XXXXXX|                                       | 

XXX|                                       | 

XXX|                                       | 

-4                                        XX|                                       | 

XX|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

-5                                          |                                       | 

X|                                       | 
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C.2.in Kazakh (each „X‟ represents 1.2 cases) 
 
 

X|                                       | 

5                                        XX|                                       | 

XX|                                       | 

XX|                                       | 

XXXXX|                                       | 

4                                     XXXXX|                                       | 

XXXXXX|                                       | 

XXXXXXXXX|                                       | 

3                           XXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXX|3                                      | 

2          XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1  XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|20                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|1 9 15                                 | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|7 10 12 13                             | 

0             XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|6 18 19                                | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|14 16 17                               | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|8                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|5 11                                   | 

-1      XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|4                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXX|2                                      | 

-2                   XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

-3                               XXXXXXXXXXX|                                       | 

XXXXXXXXX|                                       | 

XXXXXX|                                       | 

XXX|                                       | 

-4                                     XXXXX|                                       | 

XXX|                                       | 

XXX|                                       | 

XX|                                       | 

-5                                        XX|                                       | 

X|                                       | 

|                                       | 

X|                                       | 
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C.3.in Russian (each „X‟ represents 1.8 cases) 
 

 
X|                                       | 

|                                       | 

6                                          |                                       | 

X|                                       | 

XX|                                       | 

5                                          |                                       | 

X|                                       | 

XXXX|                                       | 

XX|                                       | 

4                                       XXX|                                       | 

XXX|                                       | 

XXXXXXXX|                                       | 

XXXXXXX|                                       | 

3                                  XXXXXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|14                                     | 

2                      XXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|2 15                                   | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|1 19                                   | 

1        XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|3 20                                   | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|16                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

0                      XXXXXXXXXXXXXXXXXXXX|13 17 18                               | 

XXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXX|4 7 12                                 | 

-1                        XXXXXXXXXXXXXXXXXX|6 8 10                                 | 

XXXXXXXXXXXXXXXXX|9                                      | 

XXXXXXXXXXXXXX|5 11                                   | 

-2                                  XXXXXXXX|                                       | 

XXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXX|                                       | 

-3                                   XXXXXXX|                                       | 

XXXXXXX|                                       | 

XXXXX|                                       | 

-4                                       XXX|                                       | 

XXXXX|                                       | 

XXXX|                                       | 

XXXX|                                       | 

-5                                        XX|                                       | 

X|                                       | 

X|                                       | 

-6                                          |                                       | 

XX|                                       | 

|                                       | 

|                                       | 

-7                                          |                                       | 

X|                                       | 

X|                                       | 
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Appendix D: Unidimensional model of 8th grade students and items (2020) 

 
D.1 in English (each „X‟ represents 1.3 cases) 

 
|                                       | 

X|                                       | 

3                                         X|                                       | 

X|                                       | 

XX|                                       | 

XXXXX|                                       | 

XXX|                                       | 

2                                      XXXX|                                       | 

XXXXX|                                       | 

XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|19 21                                  | 

XXXXXXXXXXXXXXXX|11 18 20                               | 

1                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXX|16 22 23 26                            | 

XXXXXXXXXXXXXXXXXX|14 25                                  | 

XXXXXXXXXXXXXXXXXXXXXX|24                                     | 

XXXXXXXXXXXXXXXXXXXXXX|13                                     | 

0                     XXXXXXXXXXXXXXXXXXXXX|17                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXX|1 3 9 10 12                            | 

XXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXX|15                                     | 

XXXXXXXXXXXXXXXXXXXXXX|                                       | 

-1               XXXXXXXXXXXXXXXXXXXXXXXXXXX|4                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|5 8                                    | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXXXXX|7                                      | 

-2                             XXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXX|2                                      | 

XXXXXXXXXXXXXXX|                                       | 

XXXXXX|                                       | 

XXXXX|                                       | 

-3                                     XXXXX|                                       | 

XXX|                                       | 

XX|                                       | 

XX|                                       | 

XXX|                                       | 

-4                                        XX|                                       | 

XX|                                       | 

XX|                                       | 

X|                                       | 

X|                                       | 

-5                                         X|                                       | 
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D.2 in Kazakh (each „X‟ represents 1.2 cases) 
 
 

X|                                       | 

|                                       | 

X|                                       | 

4                                         X|                                       | 

|                                       | 

XX|                                       | 

XXX|                                       | 

XXXXXX|                                       | 

3                                    XXXXXX|                                       | 

XXXXXX|                                       | 

XXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXX|                                       | 

2                           XXXXXXXXXXXXXXX|18                                     | 

XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXX|4                                      | 

1               XXXXXXXXXXXXXXXXXXXXXXXXXXX|9                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXX|14 17                                  | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|2 15 19 21                             | 

0                     XXXXXXXXXXXXXXXXXXXXX|11 12 22 24 26                         | 

XXXXXXXXXXXXXXXX|7 10 13 16 25                          | 

XXXXXXXXXXXXXXXXXXXXXXX|3 20                                   | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|23                                     | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|8                                      | 

-1  XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|5                                      | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXX|6                                      | 

XXXXXXXXXXXXXXXXX|                                       | 

-2                           XXXXXXXXXXXXXXX|1                                      | 

XXXXXXXXXX|                                       | 

XXXXXX|                                       | 

XXXXXX|                                       | 

XXXX|                                       | 

-3                                        XX|                                       | 

XX|                                       | 

XX|                                       | 

XXX|                                       | 

X|                                       | 

-4                                        XX|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

X|                                       | 

-5                                          |                                       | 

|                                       | 

X|                                       | 

X|                                       | 
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D.3 in Russian (each „X‟ represents 1.1 cases) 
 

 
X|                                       | 

|                                       | 

5                                         X|                                       | 

X|                                       | 

XXX|                                       | 

XXXXXX|                                       | 

4                                   XXXXXXX|                                       | 

XXXXX|                                       | 

XXXXXXX|                                       | 

XXXXXXXXXXXX|                                       | 

3                            XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

2              XXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

1                XXXXXXXXXXXXXXXXXXXXXXXXXX|10 22                                  | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|18 19                                  | 

XXXXXXXXXXXXXXXXXXXXXXX|8 16                                   | 

XXXXXXXXXXXXXXXX|4 7 11 15 20 21 23                     | 

0                         XXXXXXXXXXXXXXXXX|5                                      | 

XXXXXXXXXXXXXXXXXXXXXXXX|6 17 24 26                             | 

XXXXXXXXXXXXXXXXXXXXXXXX|2 3 9 25                               | 

XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|1 13                                   | 

-1          XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXXXXXXXXXXXXXX|12                                     | 

XXXXXXXXXXXXXXXXXXXX|14                                     | 

XXXXXXXXXXXXXXXXXXXXXX|                                       | 

-2                       XXXXXXXXXXXXXXXXXXX|                                       | 

XXXXXXXXXXXXXX|                                       | 

XXXXXXX|                                       | 

XXXXXXX|                                       | 

XXXXXXX|                                       | 

-3                                       XXX|                                       | 

XX|                                       | 

XX|                                       | 

XXX|                                       | 

-4                                         X|                                       | 

X|                                       | 

X|                                       | 

|                                       | 

-5                                         X|                                       | 
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Appendix E: Background Questionnaire (in Kazakh and Russian 6th and 8th 

grades) (Study 1) 

 

 

In Kazakh 
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In Russian 
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(English version) 

 
1.Which grade are you in? 

Grade 6  Grade 8  

1 2 

2. What is the date of your birthday? 
(Please, write the day, month, and the year of your birthday) 

Day  
Month  

Year  

3. Are you Female or Male?(Please, select only one response) 

Female Male 

1 2 

4. What is the highest level of education your mother or the woman replaces her completed?(Please, 
select only one response) 

She did not go to school  1 

She completed main secondary school (grades 1-9)  2 
She completed secondary school (grades 1-11) 3 
She completed college (vocational and technical school) 4 

She completed university  (Bachelor degree) 5 
She got Master degree 6 
She got PhD degree 7 

I do not know 8 

5. What is the highest level of education your father or the man replaces him completed? (Please, select 
only one response) 

He did not go to school  1 

He completed main secondary school (grades 1-9)  2 

He completed secondary school (grades 1-11) 3 
He completed college (vocational and technical school) 4 

He completed university  (Bachelor degree) 5 
He got Master degree 6 

He got PhD degree 7 
I do not know 8 

6. How many books are there in your home? 
There are usually about 40 books per metre of shelving. Do not include magazines, newspapers, or 

your school books.(Please select one response) 

0-10 books  1 
20-50 books  2 
100 books  3 

200 books   4 
500 books   5 

More than 500 books   6 

7.Which of the following are in your home?(Please select one response in each row) 

 Yes No 

A desk to study at  1 2 
A room of your own  1 2 
A quiet place to study  1 2 

A computer you can use for school work 1 2 
Educational software  1 2 
A link to the Internet  1 2 

Classic literature  (e.g. A. Kunanbayev, A.S. Pushkin)  1 2 
Books of poetry  1 2 
Works of art (e.g. paintings)  1 2 

Books to help with your school work  1 2 
Technical reference books  1 2 

A dictionary 1 2 
A DVD player 1 2 
Flat screen TV  1 2 
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Satellite or cable TV  1 2 
Books on art, music or design  1 2 
Digital camera  1 2 

Camcorder  1 2 
Satellite antenna  1 2 

8. What language do you speak at home most of the time? 
(Please select one response) 

Kazakh  1 

Russian  2 
Other  language  3 

Please specify which language  5 

9. Did you go to kindergarten? (Please select one response) 

No  1 
Yes, one year or less  2 
Yes, more than one year  3 

10.Thinking about your school. To what extent do you agree with the following statements?(Please 

select one response in each row)  

 Strongly 
disagree 

Disagree Agree Strongly 
agree 

I feel like an outsider (or out of things) at 
school  

1 2 3 4 

I make friends easily at school  1 2 3 4 
I feel like I belong at school  1 2 3 4 

I feel awkward and out of place in my school  1 2 3 4 
Other students seem to like me  1 2 3 4 
I feel lonely at school  1 2 3 4 

I feel happy at school  1 2 3 4 
Things are ideal in my school  1 2 3 4 
I am satisfied with my school  1 2 3 4 

11. How often do these things happen in English lesson?  

(Please select one response in each row) 

 Every 
lesson 

Most 
lessons 

Some 
lessons 

Never or 
hardly 

ever 

Students don‘t listen to what the teacher says  1 2 3 4 
There is noise and disorder  1 2 3 4 
The teacher has to wait a long time for students 

to settle down  

1 2 3 4 

Students cannot work well  1 2 3 4 
Students don‘t start working for a long time 

after the lesson begins  

1 2 3 4 

12. How often do these things happen in English language lessons? 
(Please select one response in each row) 

 Every 

lesson 

Most 

lessons 

Some 

lessons 

Never or 

hardly 
ever 

My teacher is interested in the progress of each 
student  

1 2 3 4 

My teacher  provides extra-help to student  if 
necessary  

1 2 3 4 

My teacher helps students in school  1 2 3 4 

My teacher continues to explain the lesson until 
all students fully understand  

1 2 3 4 

My teacher gives students the opportunity to 
express their opinions    

1 2 3 4 

13. To what extent do you agree or disagree with the following statements about yourself? (Please 
select one response in each row) 

 Strongly 

disagree 

Disagree 

 

Agree Strongly 

agree 
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I like learning English  1 2 3 4 
I like reading in English  1 2 3 4 
I like doing English language tasks   1 2 3 4 

I like to get new knowledge in English 
language   

1 2 3 4 

I am interested in English  1 2 3 4 

14. Thinking about your school. To what extent do you agree with the following statements?(Please 

select one response in each row) 

 Strongly 
disagree 

Disagree Agree Strongly 
agree 

If I make more effort I will succeed in school  1 2 3 4 

Only I decide how to study at school: good or bad   1 2 3 4 
The situation in the family or other problems do not 
allow me to spend a lot of time for studying  

1 2 3 4 

If I had other teachers I would have studied harder  1 2 3 4 
If I wanted I could do well at school  1 2 3 4 

15. To what extent do you agree with the following statements? 
(Please select one response in each row) 

 

 

Strongly 

disagree 

Disagree Agree Strongly 

agree 

English is important for society  1 2 3 4 
English is very important for me  1 2 3 4 

I think English is a language of international 
communication  

1 2 3 4 

When I finish school I will have many opportunities 

to use English  

1 2 3 4 

I will use English language in many ways when I 
become an adult  

1 2 3 4 

16. How much do you disagree or agree with the following statements about the use of new 

technologies (for example, tablet computers, Smartphone, DVD player)?  
(Please select one response in each row) 

 Strongly 

disagree 

Disagree Agree Strongly 

agree 

I am interested in new technologies  1 2 3 4 
Using new technologies creates problems for me  1 2 3 4 
I find it difficult to use new technologies – I do not 

know how to work with them  

1 2 3 4 

I decide whether I can use new technologies or not 
– it has nothing to do with success.  

1 2 3 4 

I am always interested in using the latest technical 
devices  

1 2 3 4 

When I use new technologies I feel the fear of 
failure  

1 2 3 4 

When I problems with technologies I solve them 

myself  

1 2 3 4 

I had the opportunity I would use technical devices 
more often than now  

1 2 3 4 

I am afraid that  I can break new technical devices 
before learning how to use them  

1 2 3 4 

It depends on me whether I succeed in using new 
technologies or not  

1 2 3 4 

I feel happy to use new technologies.  1 2 3 4 

The result of my use of new technologies depends 
only on me  

1 2 3 4 

 
Thank you very much for your cooperation in completing this questionnaire! 
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Appendix F: English Reading comprehension test (6th grade) (Study 1) 
 

 
 

 
 
 

 



188 
 

Appendix G: English Reading comprehension test (8th grade) (Study 1) 
 
Task 1: 
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Task 1: Find the pairs of these definitions from the list (A - K). There is an extra 

word you don’t need. See the example. 

 

A A person you visit if you have a headache or a sore throat. 
B A person who helps you with tickets and information.  
C  This is what you do if you want to cross the ocean or travel a long way fast.  
D A person who takes criminals to prison.  

E  This is a vehicle you take if you want to get from one town to the other. 
F  A place where you visit someone sick or ill.  
G  A person who delivers letters.  
H You do this when you are tired and you want to relax. 

I  You can do this in a park, street or forest. 
J  You can do this if you want to see far and there is a tree near you. 
K A place where you go to buy your ticket if you want to travel somewhere. 

 

 1 doctor 4 watch    7 station        10 travel agent 
 2 hospital 5 policeman    8 sleep        11 walk 
 3 fly              6 postman    9 climb        12 train 

 

Put your answers in here: 

A B C D E F G H I J K 

1           
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Task 2: 
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Task 2: Here are some notices. What do they mean? Choose from the answers 1-

12. There is one extra you don’t need. See the example.  

 

A  DON‘T TOUCH WINDOW 

B    opening hours: 9 am - 5 pm   

C    TWO HOUR PHOTO SERVICE IN HERE   

D    Please keep  it open  

E    No eating or drinking in classroom   

F    Entrance  
G   TODAY: 2 for the price of 1 

H  PLEASE USE OTHER DOOR  

I    special student price! ask at desk 

J     Use before 01.02.2002   

 

1 if you want a cheap ticket ask here 
2 make sure you are not hungry or thirsty in here 
3 this is the place where you can go in 
4 this is the place where you cannot go in 

5 you can visit this place for eight hours  
6 after this date you must not eat this food 
7 don‘t go near this object! 
8 you can buy books here 

9 don‘t shut this 
10 you can get your pictures fast in here 
11 you can get everything for half price for one day only 
12 this is the library desk 

 

Put your answers in here: 

A B C D E F G H I J 

7          
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Task 3: 
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Task 3: Read this short interview from a British youth magazine. Match the questions 
(A – J) with the answers (1 – 11). There is an extra answer you don‘t need. See the 
example.  

What‘s it like to be 12 in another country? We put the question to someone in the 
USA 
 
A  What‘s your name? 

B  What do you do?   
C  Where do you live? 
D  Describe a typical day. 
E    What do you do in your spare time? 

F  What‘s your favourite TV programme?  
G  What‘s your favourite magazine? 
H  Your favourite food? 
I   Any you hate? 

J  Who are your best friends? 
 
 
1  Up by 7am, go to school till 2.30pm. Some days I‘ll go out with friends till 

5.30pm, some days I‘ll go to the movie. Then I‘ll be with my family for dinner, do 
my school work and go to bed by 10pm.  

2  I don‘t read any. I prefer books like Harry Potter and the Philosopher‘s Stone. 
3  Laura Hilius. 

4  Anything sweet, I love cakes, and ice-cream. 
5  Hang out with friends, play computer games, talk on the phone, listen to music…. 
6  I don‘t really like maths and science.  
7  Lake Forest, CA, with my mom, dad, sisters, and Sneeze, our dog. 

8  My sisters: Cathy, 13, and Jane, 15.  
9  Fish, smells awful... 
10  Nature films on animals, and science fiction.  
11  I go to Pinewood School.  

 
 

Put your answers in here: 

A B C D E F G H I J 

3          
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Task 4: 
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Task 4: Read the following quiz questions (A - I) and find the right answer  
(1-10). There is one extra answer you don‘t need. See the example. 

 

A  Why is it hot or cold in some places? 
B   Which is the biggest bird of prey?  
C   Why do some flowers smell sweet? 
D   Which cat runs the fastest? 

E   Which is the biggest snake? 
F   Why are many tundra flowers red or yellow? 
G   Which is the most dangerous snake?  
H   How different are our pet cats from wild cats? 

I    Why are rainforests cut down?  
 
 
1 They are destroyed so the land can be 

used for crops, or for gazing. 
Tropical soils are fertile and cocoa 
and sugar cane can be grown after 
the trees have been felled.  

2 There are relatively few bees this far 
north, and their main pollinators are 

flies. Flies cannot distinguish colours 
like bees can, so the flowers do not 
need to be so colourful.  

3 When the sun is low in the sky, its 

rays hit the earth at an angle. When 
that happens we don‘t feel the sun‘s 

warmth. 

4 It‘s a way of attracting bees, flies, 

butterflies and other insects. 

5 The Andean condor measures up to 

110 cm long and weighs up to 12 kg. 
Its wingspan is over 3 metres. 

6 The reticulated python lives in parts 

of Southeast Asia. It grows to an 
amazing 10 metres. 

7 They dig beneath the snow with 

their hooves and antlers to seek 
out tender lichens, mosses and 
grasses. 

8 The saw-scaled carpet viper is 
extremely aggressive and its 

poison can kill humans. It lives in 
Africa and Asia.  

9 They have exactly the same body 

structure and skeleton. Both rely 
heavily on smell for information 
about the world. All are meat-

eaters and cannot live on a diet of 
plant food. 

10 The cheetah is one of the speediest 

of all animals over short 
distances. It has been timed 
running at 105 kph over 100 

metres. 
(Source: Giant Book of Questions and Answers. 1999. Bath: Parragon.)  
Put your answers in here: 
 

 

A B C D E F G H I 
3         
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Appendix H: English comprehension tests: Reading and Writing skills (6th 

grade) (Study 2) 
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Appendix I: Background Questionnaire (in Kazakh and Russian 6th grade) 

(Study 2) 

 

In Kazakh 

 
1. Қай сыныпта оқисыз? 

6 сынып 8 сынып 

1 2 

 
2.Қашан туылдыңыз?  

(Туған күніңізді, айыңызды және жылыңызды жазыңыз) 
Күні  

Айы  
Жылы  

 
3. Жынысыңыз қандай?  

(Бір торкөзді белгілеңіз) 
Әйел Ер 

1 2 

 
4. Анаңыздың немесе анаңыздың орнын алмастырушы әйелдің алған білімінің 
ең жоғарғы сатысы қандай? (Бір торкөзді белгілеңіз) 

Ол мектепті аяқтамаған 1 
Ол негізгі орта білім мектепті бітірген (1-9 сыныптар) 2 

Ол жалпы орта білім мектепті бітірген (1-11 сыныптар) 3 
Ол колледж бітіріді (кәсіптік және техникалық училище, техникум) 4 
Ол университет бітірді (бакалавр дәрежесі бар) 5 

Оның магистр дәрежесі бар 6 
Оның PhD доктор дәрежесі бар 7 

Мен білмеймін  8 

 
 5. Әкеңіз немесе әкеңіздің орнын алмастырушы ер адамның алған білімінің ең 
жоғарғы сатысы қандай? (Бір торкөзді белгілеңіз) 

Ол мектепті аяқтамаған 1 
Ол негізгі орта білім мектепті бітірген (1-9 сыныптар)  2 

Ол жалпы орта білім мектепті бітірген (1-11 сыныптар) 3 
Ол колледж бітіріді (кәсіптік  және техникалық училище, техникум) 4 
Ол университет бітірді (бакалавр дәрежесі бар) 5 

Оның магистр дәрежесі бар 6 
Оның PhD доктор дәрежесі бар 7 

Мен білмеймін  8 

 
6. Үйіңізде қанша кітап бар?  
Әдетте ұзындығы 1 м сөреге 40-қа жуық кітап сияды. Журналдарды, 
газеттерді және оқулықтарды қоспаңыз. (Бір торкөзді белгілеңіз) 

0-10 кітап  1 

20-50 кітап  2 
100 кітап  3 
200 кітап  4 

500 кітап  5 
500 кітаптан көп  6 
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In Russian 
 
1 .В каком классе Вы учитесь? 

6 класс 8 класс 

1 2 

 

2. Дата Вашего рождения? 
(Пожалуйста, запишите день, месяц и год Вашего рождения) 

День    
Месяц   
Год   

 

3.Ваш пол? 
(Пожалуйста, отметьте только одну клетку) 

Жен Муж 

  

 
4. Какой наивысший уровень образования завершила Ваша мама или женщина, 
которая ее заменяет? (Пожалуйста, отметьте только одну клетку) 

Она не окончила школу  1 

Она окончила основную среднюю школу (1-9 классы)  2 
Она окончила общую среднюю школу (1-11 классы) 3 
Она окончила колледж (профессиональное и техническое училище, техникум)  4 

Она окончила университет (степень бакалавра) 5 
Она имеет степень магистра  6 
Она имеет степень доктора наук PhD  7 

Я не знаю  8 

 
5. Какой наивысший уровень образования завершил Ваш папа или мужчина, 
который его заменяет? (Пожалуйста, отметьте только одну клетку) 

Он не окончил школу  1 

Он окончил основную среднюю школу (1-9 классы)  2 
Он окончил общую среднюю школу (1-11 классы) 3 
Он окончил колледж (профессиональное и техническое училище, техникум)  4 

Он окончил университет (степень бакалавра) 5 
Он имеет степень магистра  6 
Он имеет степень доктора наук PhD  7 

Я не знаю  8 

 
6. Сколько книг в Вашей домашней библиотеке? 
Обычно на один метр книжной полки приходится 40 книг. В их число не входят 

журналы, газеты и учебники. (Пожалуйста, отметьте только одну клетку) 
0-10 книг  1 

20-50 книг  2 
100 книг  3 

200 книг  4 
500 книг  5 
Более 500 книг  6 
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(English version) 
 
1 .Which grade are you in? 

Grade 6  Grade 8  

1 2 

 

2. What is the date of your birthday?  
(Please, write the day, month, and the year of your birthday) 

Day  
Month  
Year  

 

3.Are you Female or Male? 
(Please, select only one response) 

Female Male 

1 2 

 
4.What is the highest level of education your mother or the woman replaces her 
completed? (Please, select only one response) 

She did not go to school  1 

She completed main secondary school (grades 1-9)  2 
She completed secondary school (grades 1-11) 3 
She completed college (vocational and technical school) 4 

She completed university  (Bachelor degree) 5 
She got Master degree 6 
She got PhD degree 7 

I do not know 8 

 
5. What is the highest level of education your father or the man replaces him 
completed? (Please, select only one response) 

He did not go to school  1 

He completed main secondary school (grades 1-9)  2 
He completed secondary school (grades 1-11) 3 
He completed college (vocational and technical school) 4 

He completed university  (Bachelor degree) 5 
He got Master degree 6 
He got PhD degree 7 

I do not know 8 

 
How many books are there in your home? 
There are usually about 40 books per metre of shelving. Do not include magazines, 

newspapers, or your school books.(Please, select only one response) 
0-10 books 1 

20-50 books 2 
100 books 3 

200 books 4 
500 books 5 
More than 500 books 6 
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Appendix J: Background Questionnaire (in Kazakh and Russian 6th and 8th 

grades) (Study 3) 
 

In Kazakh 
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In Russian 
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(English version) 
 
Developing perspectives in Reading literacy in Kazakh, Russian, and English  

 
Dear participant, 
 
We are doing a research regarding the perspectives of reading literacy in three 

languages (Kazakh, Russian, and English) among young language learners in 
Secondary schools of Kazakhstan. We hope to have your contribution to this study by 
giving the answers to the questions below. Your answers will help us to build a 
research framework for the development of reading perspectives. This questionnaire 

is anonymous and any personal information (name, number of your school, place of 
study etc.) will not be shown and used. The information is only for the purpose of the 
research. We really appreciate your help and cooperation!  
 

Please tick the box that best describes you 
 
1. Gender:             Male                     Female 
 

2. What grade are you? 
                                  6

th
 grade                            8

th
 grade  

 
3. What is your mother tongue?   

     Kazakh_________       Russian________          other (please specify) _________ 
 
4. How long have you been learning Kazakh language? 
      1 – 3 years                 4 – 6 years                    7 – 9 years                10 years or more 

 
5. How long have you been learning Russian language?  
      1 – 3 years                 4 – 6 years                    7 – 9 years                10 years or more 
 

6. How long have you been learning English language? 
      1 – 3 years                 4 – 6 years                    7 – 9 years                10 years or more 
 
7. What is the highest level of education your mother or the woman replaces her 

completed? (Please, select only one response) 

She did not go to school  1 
She completed main secondary school (grades 1-9)  2 
She completed secondary school (grades 1-11) 3 
She completed college (vocational and technical school)  4 

She completed university  (Bachelor degree) 5 
She got Master degree 6 
She got PhD degree  7 
I do not know 8 

 
8. What is the highest level of education your father or the man replaces him 

completed? (Please, select only one response) 

He did not go to school  1 
He completed main secondary school (grades 1-9)  2 
He completed secondary school (grades 1-11) 3 
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He completed college (vocational and technical school)  4 
He completed university (Bachelor degree) 5 
He got Master degree 6 
He got PhD degree 7 

I do not know 8 
 

9. Can you speak Kazakh?                                     Yes                      No 
10. Can you speak Russian?                                   Yes                      No 
11. Can you speak English?                                   Yes                      No 
12. Can your mother speak Kazakh?                     Yes                      No 

13. Can your father speak Kazakh?                       Yes                      No 
14. Can your mother speak Russian?                     Yes                      No 
15. Can your father speak Russian?                       Yes                      No 
16. Can your mother speak English?                     Yes                      No 

17. Can your father speak English?                       Yes                      No 
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Appendix K: Reading attitude (in Kazakh and Russian 6th and 8th grades) 

(Study 3) 
 

In Kazakh 
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In Russian 
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 (English version) 
 
In this part, for each of the question below circle the response that best 

characterizes how you feel about the following questions and statements.  
 

1. Do you enjoy reading?  
 

1) Yes         2) No    
 

2. How good do you think you are at reading in your mother tongue (Kazakh or 
Russian)? 

 
1) Very poor reader 
2) Poor reader 
3) Medium level reader 

4) Good reader 
5) Very good reader 

 
3. How good do you think you are at reading in English?  

 
      1) Very poor reader 

2) Poor reader 
3) Medium level reader 

4) Good reader 
5) Very good reader 
 
 

4. Do you agree or disagree with the following statement where:  
 
1) Strongly disagree  
2) Disagree 

3) Neither agree nor disagree 
4) Agree 
5) Strongly agree 
 

 

Strongly 
disagree 

Disagree 

Neither 

agree 
nor 

disagree 

Agree 
Strongly 

agree 

1. I read because it is 
fun. 

1 2 3 4 5 

2. I read because it gives 

me a rest. 
1 2 3 4 5 

3. Reading broadens my 
knowledge.  

1 2 3 4 5 

4. I only read when I 

have to. 
1 2 3 4 5 

5. Reading is more for 
girls than for boys. 

1 2 3 4 5 

6. Reading is boring 1 2 3 4 5 
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7. I like going to the 
library. 

1 2 3 4 5 

8. I prefer to read in my 
mother tongue than in 

English. 

1 2 3 4 5 

9. I prefer to read 
electronic books.  

1 2 3 4 5 

10. Reading is necessary 

for working on the 
Internet and computer.   

1 2 3 4 5 

11. I mostly read at 
home. 

1 2 3 4 5 

12. My group mates 
motivate me to read 
more. 

1 2 3 4 5 

  
5. What language do you prefer to read in?  

1) Kazakh 

2) Russian 
3) English 
 

6. How often do you visit library?  

1) Never or almost never 
2) Once or twice in six months  
3) Once or twice in a month 
4) Once or twice in a week    

5) Every day or almost every day  
 

7. Do you think you read enough?  
1) No, and I don‘t want to read more 

2) No, but I would like to read more  
3) Yes 

 
8. I would read more if …..  

1) I had more free time 
2) My family encouraged me to read more 
3) My school encouraged me to read more 
4) Books had more pictures 

5) I had more books 
6) My friends read more 
7) I found it easier 
8) There were about things I was interested in  

 
9. How often do you read at home or outside of school?  

1) Never or almost never 
2) Once or twice in six months  

3) Once or twice in a month   
4) Once or twice in a week 
5) Every day or almost every day 
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10.  Who and how often do you talk or discuss about your reading with? 
1) Never or almost never 
2) Rarely or seldom  

3) Sometimes 
4) Often 
5) Always or almost every day 
  

 Never or 

almost 
never 

Rarely or 
seldom 

Sometime
s 

Often 

Always 

/or almost 
every day 

1. Mother 1 2 3 4 5 
2. Father 1 2 3 4 5 
3. Grandparents 1 2 3 4 5 
4. Teacher 1 2 3 4 5 

5. Friend/s 1 2 3 4 5 
6. Classmate/s 1 2 3 4 5 
7. Siblings 
(sister or 

brother) 

1 2 3 4 5 
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Appendix L: Self-developed Reading comprehension test –first draft (6th grade 

in English, Kazakh, and Russian) (Study 3) 

 

 

Test in English for Grade 6  
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Қазақ тілінен тест 6-сынып 
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Тест по русскому языку 6 класс  

 

 
 

 
 



226 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 



227 
 

Appendix M: Self-developed Reading comprehension test –first draft (8th grade 

in English, Kazakh, and Russian) (Study 3) 
 

Test in English for Grade 8  
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Қазақ тілінен тест 8-сынып 
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Тест по русскому языку 8 класс 

 

 
 

 



232 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 



233 
 

Appendix N: Background Questionnaire (in Kazakh and Russian 6th and 8th 

grades) (Study 4) 
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In Kazakh 
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In Russian 
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Appendix O: Reading attitude (in Kazakh and Russian 6th and 8th grades) 

(Study 4) 

 

In Kazakh 
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In Russian  
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Appendix P: Adapted Self-developed Reading comprehension test –second draft 

(6th grade in English, Kazakh, and Russian) (Study 4) 
 

Test in English for Grade 6  
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Қазақ тілінен тест 6-сынып 
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Тест по русскому языку 6 класс  

 

 
 

 
 



253 
 

 
 

 
 

 

 



254 
 

 
 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 
 

 
 
 



255 
 

Appendix Q: Adapted Self-developed Reading comprehension test –second draft 

(8th grade in English, Kazakh, and Russian) (Study 4) 
 

Test in English for Grade 8  
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Қазақ тілінен тест 8-сынып 
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Тест по русскому языку 8 класс  
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Appendix R: Reading Strategy (in Kazakh, and Russian 6th and 8th grades)  

(Study 5) 
 

This instrument was adapted from Metacognitive Awareness of Reading Strategies 
Inventory (MARSI) Version 1.0  Kouider Mokhtari and Carla Reichard © 2002  for 
Kazakhstan 

 

In Kazakh 

 

 



265 
 

 
 

 
 



266 
 

 
 

 



267 
 

 
 

 
 
 
 

 
 
 
 

 



268 
 

In Russian  
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Appendix S: Permission letters from the Ministry of Education and Science of 

the Republic of Kazakhstan  
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Appendix T: Permission letters from the Department of Education of Pavlodar 

region  
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Appendix U: Letters of Request and agreement form  
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