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READING AND MEDIA COACH
The reading and media coach, employed by Gouda public library, was responsible for the 

functioning of the school library. This person holds a bachelor’s degree in education and had 

experience as a school teacher. She had also finished a course for reading consultants as well as 

a reading coordinator course and she was knowledgeable about children’s literature. The reading 

and media coach contributed at both the content level and the executive level to plans, services, 

and products of the library with respect to reading promotion, language development, and media 

literacy/information skills. Every year, the reading and media coach devised a general plan in 

which the programs and activities of the children’s library and the librarian were documented, 

taking budgetary resources into account. The school was, by and large, aware of this plan and 

teachers were entitled to ask for certain changes in the plan. On average, the reading and media 

coach spent 24 hours per week working for the school library, of which about 10 to 12 hours were 

reserved for the school in which the library has been established. Her main tasks for this school 

included:

Central in the empirical part of the research project is the children’s library in Oosterwei, 

established in a primary school (i.e., the experimental school) by the public library of Gouda in 

September 2011. The implementation of the school library Oosterwei is part of the nationwide 

program the Library at School (“de Bibliotheek op School”), which comprises a structural 

cooperation between public libraries and schools directed at promoting reading enjoyment, 

stimulating reading and language development, and improving information and media skills  

of primary school students in the Netherlands.1 Although it is a national policy program, it is  

not a standard formula. How the program is given shape depends on the local situation, wishes, 

and needs (Bron & Langendonk, 2015; Huysmans, Kleijnen, Broekhof, & van Dalen, 2013). 

Therefore, in the remaining part of this Appendix, the children’s library Oosterwei will be  

described in more detail, based on information derived from interviews with the school librarian 

(i.e., the so-called reading and media coach), the monitor questionnaire completed by her, 

available documents provided by the reading and media coach, and observations in the school 

library by the researcher.

COLLECTION
The children’s library Oosterwei is directed at youth (0 to 14 years of age), their parents, and 

teachers. The library, which covers 130m2, provides a wide variety of Dutch reading materials 

such as storybooks, comic books, picture books, and non-fiction books, with a total collection 

of approximately 5,400 materials. The collection, which is quite large for a Dutch school library, 

mainly consists of paper-based materials, but there is also a small number of audio books and 

DVDs available. Books for all age groups and reading levels are present: There is a corner for 

babies and toddlers, a corner for emergent readers, and a corner for more advanced readers. For 

children experiencing more difficultly reading than their peers, there is a so-called easy reading 

square (“Makkelijk Lezen Plein” [MLP]), clearly separated from the other materials, that consists of 

shelves with both storybooks and non-fictions books. The sentences in these books are shorter and 

easier compared to regular books. The font also differs sometimes (i.e., it is adjusted to children 

with dyslexia) and the “easy reading books” are often accompanied by a CD, making it possible 

for children to listen to the text and read the book at the same time. The themes covered by the 

library’s collection are very diverse and include topics such as animals, school, history, sports, 

holidays, humor, love, and friendship. Every year, some books are deselected and other books 

are purchased. In the library, the books are sorted on reading level, type of reading material, and 

topic. Table 1 presents an overview of the library’s collection.

APPENDIX A
CHILDREN’S LIBRARY OOSTERWEI

a All books are in Dutch.

TABLE 1  OVERVIEW OF THE SCHOOL LIBRARY COLLECTION (ROUNDED NUMBER OF MATERIALS)a

Type of book Number of materials

Books for toddlers 330

Picture books 600

Storybooks

     Books for emergent readers 450

     A-level books for children aged 7-8 years 490

     A-level books for reading aloud 140

     B-level books for children aged 9-12 years 930

     C-level books for children aged 13-15 years 260

Informative books (non-fiction)

     AJ labeled books for children aged 4-8 years 250

     J labeled books for children > 8 years 1120

Easy reading books (MLP)

     Storybooks 190

     Non-fiction books 90

Books about Christmas and Sinterklaas 200

Comics 210

Audio books (incl. MLP)   90

DVDs (incl. MLP and non-fiction books) 110
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which often happened when children had read a book that was part of a series. With their personal 

card, which was kept in the library by the reading and media coach, the students could borrow 

the books they had chosen, making use of the self-service counters. The books were taken to the 

classrooms where they were read during free reading time.

Children were allowed to borrow all kinds of materials during the library visits, but this mostly 

depended on the wishes of the teachers. Often, children borrowed two books: one storybook and 

one informative book. Depending on the teacher, the books were kept by the children themselves 

in class or (partly) handed in to the teacher. Although it was certainly not an obligation imposed 

by the library, the school had chosen to keep the borrowed books in the classroom; the reading 

materials borrowed during school hours were read in class and were rarely taken home. Students 

who had finished all their books – which did not happen very often – could swap borrowed 

materials with classmates. As of the school year 2013/14, it was possible for all classes to visit the 

library on their own – without the guidance and advices of the reading and media coach – to return 

and borrow books, in addition to the scheduled class library visits. During the regular class library 

visits, children alternately participated in a reading promotion lesson and filled out a reading log.

READING LOGS

With a personal account and password, the students had access to their own reading logs on the 

library’s computer, in which they gave their opinion about the books they had read. The children 

were asked to rate the books and to answer a couple of questions, such as what they liked most 

about the books and which illustration they liked best. The reading logs, which were linked to the 

students’ personal cards, were initially only available to the children themselves; their teachers 

had access to the reading logs as of the school year 2013/14.

READING PROMOTION LESSONS

Every six weeks, the library visits were preceded or followed by a one-hour reading promotion 

lesson given by the reading and media coach at the school library. The coach was responsible for the 

development of these lessons and she ascertained that the lessons were appropriate for the age and 

ability level of the students and also fitted in with the theme that was covered in the classrooms during 

that period. These themes were usually set by the school right before or after the summer break and 

covered varied topics, such as sports, super heroes, and the royal family. Where possible, attention was 

paid to (themes of) national reading promotional projects. Depending on the theme, the reading and 

media coach would use a purchased ready-made program (designed by Dutch regional library service 

providers such as ProBiblio and Cubiss), or think of a lesson herself, drawing upon her own expertise, 

the Internet, and materials stored in the library’s storage. The ready-made programs were not as 

widely available for the older children as they were for the younger students, and, according to the 

reading and media coach, these programs often asked for certain changes to make them more suitable 

•  Guiding/mentoring the students during library visits and helping them find appropriate 

books.

• Regularly providing the kindergarten classes with theme collections.

• Developing, preparing, and implementing reading promotion programs for the students.

•  Interacting with the school teachers (e.g., she advised teachers during the library visits 

about books they could use in class and she sometimes attended teacher team meetings).

The remaining hours per week were devoted to other activities: 

• Taking care of the coordination, set-up, and collection of the library Oosterwei.

• Working at the children’s library’s front office after school hours. 

•  Organizing and implementing reading projects for children attending the play group and 

child care center that were also established in the multifunctional accommodation.

• Attending meetings with colleagues.

•  Talking with employees of the infant welfare center about a reading project aimed at 

babies/young children and their parents (called BookStart), and providing materials for this 

project. 

•  Developing and executing after-school programs and activities related to reading and 

language development in which children could participate, regardless of the school they 

attended.

•  Performing other tasks as a librarian that did not necessarily involve children, including 

guiding library visits at other library locations in Gouda, and following and giving training 

courses. 

LIBRARY VISITS: BOOK LENDING, READING LOGS, AND READING PROMOTION LESSONS
BOOK LENDING

Every three weeks, children attending the school in which the library is located visited the library 

with their classmates and teacher at a predetermined time to return and borrow books during 

school hours. In general, the students started these library visits with returning the books they 

borrowed last time. After that, the reading and media coach shortly informed the students in an 

interactive way about the procedure of the library visits and, if applicable, she gave them some 

tips on new materials. Next, the students themselves went searching for materials they wanted to 

read under the guidance of the reading and media coach who helped the children find a book that 

matched their interests and reading ability level. She also helped the students locate the books 

they were looking for. The children could use a catalogue computer to search for books themselves, 

which gave them information about the current availability of books, where they could find a 

particular book in the shelves, and which books were related to the ones they had read before. It 

was also possible to request books on the computer, although materials that were not part of the 

collection of the children’s library had to be directly requested at the reading and media coach, 
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primary education in the Netherlands. These consecutively numbered 58 objectives broadly 

indicate what primary schools should at least offer to their students in seven learning areas (Dutch 

language, English language, Frisian language [in the province of Fryslân only], arithmetic/

mathematics, exploratory social studies, art education, and physical education). The objectives 

describe the desired results of a learning process, not the way in which these should be achieved, 

giving schools the opportunity to give shape to their curriculum themselves. However, to support 

the operationalization and implementation of the core objectives, all of them have been described 

in more detail with regard to contents and activities (Ministerie van Onderwijs, Cultuur en 

Wetenschap, 2006).2

The school library could mainly be associated with the core objectives related to the learning 

area Dutch language (see Table 2). For instance, to achieve objective 9, the library provided the 

children with a broad collection, with the reading and media coach guiding the children during 

to the students of this particular school. Additionally, these programs were often based on a library 

visit that is followed by a number of weeks working on processing assignments in the classrooms. As 

this approach was not possible in the experimental school in terms of time, the reading and media 

coach gave the programs her own twist by adjusting them in such a manner that the program could be 

covered in a one-hour lesson, while making sure the content stayed more or less the same. She tried to 

ascertain that the reading promotion lessons were both fun and educational.

The reading promotion lessons had several recurring components. Usually, the reading and 

media coach started with an introduction to the theme, making the students familiar with the 

subject and introducing theme-related words that might be unfamiliar to children. During this 

part, the children often sat around in a circle and were actively involved in making a so-called 

word web or word spider (a mind map) around the theme. The librarian and the students created 

this word web together: The reading and media coach wrote the words that they came up with on 

a flip-over or digital blackboard, i.e., “digiboard”, and she elaborated on these words together 

with the students. The coach had often spread out various objects that were related to the theme 

and served in support of the word web (i.e., visualization of discussed words). These materials 

were also sometimes used for a small “act” of some students (e.g., two children wearing a crown 

and a cape pretending to be a king and queen during a lesson about the royal family). Another 

central part of the lessons was that the reading and media coach read a book aloud to the students 

which fitted the theme and was age-appropriate. This also happened in an interactive manner. 

Furthermore, the digiboard was used during certain lessons to show educational videos on the 

topic being covered. The final part of the lessons was allocated for working individually or in small 

groups on so-called processing assignments. Students actively performed tasks that were related 

to the theme, such as drawing a picture, participating in a quiz, creating a poster, playing with 

books, playing a word game, searching for information in books and on the Internet, and writing 

a short article. Although the children’s library did not devote separate lessons to media literacy/

information skills, the reading and media coach did pay attention to these skills during the regular 

reading promotion lessons when applicable. This means, for example, that she advised children 

about consulting reliable websites and using appropriate search engines and search terms. 

THE SCHOOL LIBRARY OVER THE YEARS
According to the reading and media coach, the collection and activities of the school library 

remained unchanged over the school years 2011/12 - 2013/14. In 2013/14, though, the number 

of library visits increased due to the possibility of borrowing books without the guidance of the 

coach, and teachers more often used the collection and other facilities of the school library. 

CORE OBJECTIVES FOR PRIMARY EDUCATION
The services provided by the school library under analysis fitted in with the core objectives for 

 Core 
 objectives Description
 1  The students learn to acquire information from spoken language. At the same time, they learn to reproduce this information – orally 

or in writing – in a structured way.

 2  The students learn to express themselves in a meaningful and engaging manner when giving or requesting information, reporting, 
giving explanations, instructing, and participating in discussions.

 3  The students learn to assess information in discussions and in conversations that are informative or opinion forming in nature and 
learn to respond with arguments.

 4  The students learn to retrieve information from informative and instructive texts, including diagrams, tables, and digital sources.

 5  The students learn to write meaningful and attractive texts with different functions, including: informative, instructive, convincing, or 
enjoyable.

 6  The students learn to structure information and opinions when reading educational, study-oriented, and other instructive texts, as 
well as systematically structured sources, including digital ones.

 7  The students learn to compare and assess information and opinions in different textual forms.

 8  The students learn to structure information and opinions when writing a letter, a report, a form, or a paper. While doing so, they pay 
attention to syntax, correct spelling, writing legibly, type page, as well as, in some cases, images and colour.

 9  The students derive pleasure from reading and writing of stories, poems, and informative texts intended for them.

 10  The students learn to recognise, express, use, and assess strategies in the objectives for ‘oral language education’ and ‘written 
language education’.

 11  The students learn a number of linguistic principles and rules. Within a sentence, they are able to distinguish between subject, 
verbal predicate, and parts of a predicate. The pupils know the rules for spelling of verbs, the rules for spelling of other words 
besides verbs, and the rules for the use of punctuation marks.

 12  The students acquire an adequate vocabulary and strategies for the understanding of words as yet unknown to them. ‘Vocabulary’ 
includes terms that allow pupils to think and talk about language.

TABLE 2  CORE OBJECTIVES PR IMARY EDUCATION FOR DUTCH LANGUAGE

Source: http://www.slo.nl/primair/kerndoelen/Kerndoelen_English_version.doc 



148 149

APPENDIX A

CHILDREN’S LIBRARY OOSTERWEI ROUTE TO READING

a mind map about the subject of their assignment and to search for books that contained the kind 

of information they needed. After that, they could search for complementary information and 

pictures on the Internet. 

 

their book selection process. Reading aloud to the children, introducing books, and paying 

attention to national reading promotional projects were also activities that were in line with 

objective 9. By reading aloud to the children in an interactive manner, the reading and media 

coach also worked on core objective 1 and 2, and providing reading materials and engaging in 

activities, such as reading aloud to the children, creating a word web together, and showing 

videos could contribute to objective 12. Core objective 4 emerged, for example, when students 

systematically searched for information (in paper books and online) under the guidance of the 

reading and media coach, as well as during the process of book borrowing when students had to 

search for materials in the digital catalogue and had to apply or develop their knowledge about 

alphabetical order, differences between reading materials (e.g., fiction versus non-fiction), and 

book genre icons. All in all, in implementing the school library program, the reading and media 

coach made sure that the services and activities provided by the library covered one or more core 

objectives.

LIBRARY AFTER SCHOOL HOURS
After school hours, the library Oosterwei served as a public children’s library for all young citizens 

of Gouda. A couple of afternoons a week, any child (accompanied by a parent or not) was welcome 

to visit the library and borrow books with a free youth library card. The children’s library was 

also aimed at parents living in Gouda, especially at those of young children. The library had, for 

instance, a broad collection of books that parents could read to their child. Moreover, with a 

voucher from the infant welfare center, parents could obtain a little suitcase filled with reading 

materials suitable for babies and young children for free, called “BoekStartkoffertje”. Apart from 

lending books, the library organized fun activities related to reading and language after school 

hours in which children living in Gouda could participate in exchange for a small contribution, 

such as drawing comics. 

Furthermore, two afternoons a week, children attending 4th, 5th, and 6th grade and who were in 

the possession of a library membership card, could work on computers in the so-called Skoolzone 

on their school assignments/projects, regardless of the school they attended. The computers were 

connected to the Internet and a printer, and the students had access to certain programs that were 

related to the subjects taught in class (e.g., exercises with regard to vocabulary expansion). With 

the Skoolzone, the library intended to create a space for children who did not have any or only few 

possibilities to work on their school assignments at home. In the Skoolzone, guidance from library 

staff was available; the reading and media coach herself or another librarian assisted the children 

with, for instance, homework, presentations, the planning of their tasks, and the use of certain 

computer programs (e.g., text processing and presentation software). During the Skoolzone hours, 

the children were stimulated by the staff to consult the collection of the library, especially the 

non-fiction books. Before the children started using the computer, they were stimulated to create 

Notes
1. See www.debibliotheekopschool.nl

2. See for a detailed overview: www.tule.slo.nl
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parents were informed about the research. A description of the two schools and the school library 

concept at the experimental school can be found in Appendices C and A, respectively. 

The students attending grades 2 to 6 of both schools were central in our research project, 

but their teachers, parents, and the reading media and coach employed by the public library 

participated in the study as well. In the social sciences, children are increasingly surveyed, 

as researchers are convinced that information about behaviors, attitudes, and perspectives of 

children should be collected from the children themselves. For these topics, they are considered 

the best informants (Borgers, Hox, & Sikkel 2004; de Leeuw 2011), and according to de Leeuw 

(2011) children can complete a self-report from 7 years onwards. Therefore, questionnaires for 

students were deliberately used in this research to gain insight into the students’ reading attitude 

and reading behavior. Furthermore, it is common to use standardized tests to assess the language 

and reading skills of students. The results of the student questionnaires and tests were used to 

examine the effects of the school library on the students’ reading attitude, behavior, and language 

and reading skills, as well as to examine the relationships between these factors. Parents were also 

approached to complete a questionnaire as we expected them to have more accurate knowledge 

about certain background characteristics than their children, such as the ethnic background of 

the children and the educational level of the parents. The information provided by the parents 

was taken into account in our analyses and it was used to gain insight into the sample studied. 

Furthermore, the teachers and principals were involved in the study to give more insight into 

differences and similarities between the experimental school and the control school with regard 

to reading promotion and language and reading education (see Appendix C). Finally, the reading 

and media coach has provided us with information about the school library concept studied in our 

research project (see Appendix A). In the next sections, we will discuss the different groups of 

participants involved and the procedures in more depth. After that, the measurement instruments 

and variables will be described.

STUDENTS

During all three school years, a student questionnaire was administered to the students 

attending grades 2 to 6 of the experimental or control school, consisting of a national survey 

on school libraries called the Monitor the Library at School, complemented by an additional 

questionnaire in the last two school years. The surveys included questions about the students’ 

reading attitude, reading behavior, and reading climate at home. In 2012/13 and 2013/14, the 

student questionnaires were filled out in November and December, given that these months 

were perceived as convenient by the schools and fell in the period in which the online national 

monitor questionnaire could be accessed (October – January). In 2011/12, the questionnaire 

was administered in April due to difficulties with initiating the study (the researcher who could 

coordinate the data collection was not yet employed). In total, across all three school years, a sum 

DESIGN
A quasi-experimental longitudinal study was performed, involving non-Western migrant students 

(grades 2 to 6) of two Dutch primary schools: one school with an integrated library facility (i.e., 

the experimental school) and one school without such a school library (i.e., the control school). 

Random assig nment of respondents was not possible because of the “real life” nature of the 

design. Data were gathered through questionnaires, administered once a year, and standardized 

tests, administered once or twice a year. The data were collected over three successive school 

years: 2011/2012, 2012/2013, and 2013/2014. The students who attended grades 2 to 6 in the 

first school year were also followed during the second and third school year (excluding those who 

moved to secondary education or left school for other reasons), as well as students entering second 

grade and new students (grades 2 to 6) who entered school. For instance, of the 33 experimental 

school students who completed the survey in the first school year (2011/12), 23 completed the 

questionnaire again in the second year (2012/13), and 13 of these students were surveyed for the 

third year (2013/14) as well, whereas 11 experimental school students completed a questionnaire 

for the first time in 2013/14 (see Table 1).

PARTICIPANTS AND PROCEDURE
As the children’s library Oosterwei in Gouda is central in the present research, the school in which 

this library is established was asked to participate in the project as the experimental school. To 

reinforce the design of the research, a control school without a school library, also attended 

by a considerable number of migrant students, was searched for and found in an adjacent 

neighborhood in Gouda. The principals of both schools agreed to cooperate and the teachers and 

Experimental school Control school 
2011/2012 2012/2013 2013/2014 2011/2012 2012/2013 2013/2014

Surveyed for the: 
   first year 33 28 11 42 14 12
   second year - 23 20 - 30 13
   third year - - 13 - - 22

Tested for the:
   first year 25 26 10 40 13 15
   second year - 22 18 - 30 12
   third year - - 12 - - 19

TABLE 1   NUMBER OF STUDENTS SURVEYED AND TESTED FOR THE F IRST, SECOND, AND THIRD 
YEAR, BY SCHOOL AND SCHOOL YEAR

APPENDIX B
METHOD
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the end of the school year (end-term test). The paper-and-pencil tests were administered in class 

after an instruction provided by the teacher, following the manual of the tests. For the purpose of 

the present study, the test scores were provided by the schools and, using a coding system that 

guaranteed anonymity, connected to the questionnaire data. In total, 129 students (experimental 

school n = 61; control school n = 68) completed one to six Cito-tests on one or more aspects of 

language and reading ability. Across the three school years, 1064 student observations were 

available: 368 for vocabulary, 284 for reading comprehension, and 412 for spelling (see Table 2). 

Students of the experimental and control school qualified for inclusion in our analyses if 

they had a non-Western background and attended grade 2, 3, 4, 5 or 6 during one or more of 

the following school years: 2011/12, 2012/13, and 2013/14. It was not possible to also include 

students with a native Dutch and Western migrant background in the study, given the limited 

number of students from these groups in the schools.1 One student was excluded from the analyses 

because she first visited the experimental school and then attended the control school during 

the time span of the study. Four other students whose parents did not give their consent for 

participation were excluded as well. The final sample consisted of 143 students (experimental 

school n = 72; control school n = 71), with one to three observations for reading attitude and 

reading behavior, and/or one to six observations on one or more aspects of language ability and 

reading proficiency.

The characteristics of the total sample are presented in Table 3. The students’ age ranged from 7 

to 13 years, with an average of approximately 10 years. About an equal number of boys (49%) and 

girls (51%) participated in the study. The vast majority of the students (90.2%) were born in the 

Netherlands (i.e., second generation migrants). Most students had a Moroccan background (73.4%); 

children from the other three major migrant groups in the Netherlands (Turkish, Surinamese, and 

Antillean) made up 13.3 % of the sample, and other non-Western minority students accounted for 

the remaining 11.2% of the sample. The parental educational level ranged from no education (score 

0) to higher vocational education/university (score 4). Two thirds of the students’ parents, mostly 

born and raised in a non-Western country, had completed a lower track of secondary education or 

had received less or no formal education. The parents of the control school students had a higher 

educational level (Mean = 2.12, SD = 1.42) than those of the experimental school students (Mean = 

1.45, SD = 1.09), F(1, 141) = 10.05, p = .002. Thus, when comparing the two schools, we had to take 

into account the difference in parental educational level as it is a factor known to be influential for 

language and reading skills of children (Driessen, 2003; Gijsberts & Iedema, 2012). The students’ 

reading climate at home (Mean = 2.29) was not that favorable, considering that a score of 1 indicates 

the least reader-friendly climate and a score of 4 the most reader-friendly climate. So far as we 

could assess on the basis of the completed parental questionnaires – available for almost 60% of the 

students –, most students usually spoke Dutch with their parents (47%). About 13% of the students 

spoke in a non-Dutch language with their parents, and the other students (40%) spoke both Dutch 

total of 261 questionnaires was completed by 72 students from the experimental school and 68 

students from the control school (see Table 2).

 The students completed the questionnaires at school. In the introductory part of the survey, 

they were asked to read each question thoroughly before answering it and they were informed 

that in some cases multiple answers could be checked and that they could ask the teacher (or 

researcher) for help in case they would not understand a question. It was also emphasized that 

the questionnaire was not a test and, thus, that there were no right or wrong answers. Most of the 

experimental school students filled out an online version of the questionnaire in a computer room. 

This happened in groups of up to eight students under the guidance of the researcher and/or the 

reading and media coach (and sometimes a teacher was present as well) who clarified questions 

whenever necessary. On request of one teacher, a few students filled out the questionnaire in the 

classroom, as this teacher preferred that these students did not leave the classroom the day the 

survey was being administered. As the control school did not have a separate room with computers, 

the school decided to administer the student questionnaires in the classrooms under the guidance 

of the teacher who clarified the questions whenever needed. However, there were only a limited 

number of computers in the classrooms and teachers did not have a lot of time to help students. 

On request of these teachers, a paper and pencil version of the survey was made available for the 

control school for reasons of efficiency. In the school years 2011/12 and 2012/13, almost three 

quarters of the control school students filled out the paper version; during the last school year, 

all control school students completed the paper version. At the control school, in total 22 student 

questionnaires were filled in online (16.5%) and 111 on paper (83.5%). At the experimental 

school, in total, 122 digital questionnaires (95.3%) and 6 paper surveys were completed (4.7%). 

As part of the student monitoring system used by the schools, frequently used standardized 

Dutch Cito-tests covering vocabulary, reading comprehension, and spelling were taken by the 

students during all school years. These measurements usually took place once or twice a year at 

both the experimental and control school, often half way the school year (mid-term test) and/or at 

Total 2011/2012 2012/2013 2013/2014

Exp. Cont. Exp. Con. Exp. Cont. Exp. Cont.

Questionnaires (n = 261) 128 133 33 42 51 44 44 47

Tests (n = 1064) 501 563 108 155 214 190 179 218

   Vocabulary (n = 368) 176 192 37 49 70 65 69 79

   Reading comprehension (n = 284) 133 151 24 42 65 53 44 56

   Spelling (n = 412) 192 220 47 64 79 72 66 84

TABLE 2  NUMBER OF STUDENT OBSERVATIONS, BY SCHOOL AND SCHOOL YEAR

Note. Exp. = Experimental school; Cont. = Control school.
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The parental questionnaires were handed out around the same time the student surveys were 

administered: in April and May 2012 and in November and December 2012 and 2013. At first, the 

paper surveys were handed out in class to the students with the request to hand it over to their 

caretaker(s), and sometimes handed out to the parents themselves (e.g., to parents that picked 

up their child in class). On request of the local principal, parents of the control school were also 

offered the possibility of filling out a digital version of the parental questionnaire during the last 

two school years, of which the link was sent to them via e-mail. Parents were asked to hand in or 

complete the survey at a specified date, giving them about one week to complete it. In the second 

and third school year, parents were asked to hand in the survey during the planned parent-teacher 

conferences afternoons and evenings. During these days, parents who wanted to complete the 

survey but were having trouble with the Dutch language could make use of help provided by the 

researcher and librarians, including someone who could translate the survey for parents with a 

Moroccan background. For a smaller group of parents no translation could be provided. However, 

many parents who needed help could understand spoken language, but were not (fully) able to 

read and understand the written survey, and we had the impression that it was sufficient someone 

explaining the questionnaire to them in Dutch. Some parents were assisted by others, such as an 

older child, a brother or sister, or a neighbor. 

As many parents had not handed in the parental questionnaire at the given date, the parental 

questionnaire was handed out again each wave. In the school year 2011/12, the reading and 

media coach called at the houses of students to inform the parents about the study and to ask 

them to complete the questionnaire. During the last two waves, the researcher put a parental 

questionnaire in the letterbox of parents who had not yet filled out a survey. Some questionnaires 

were sent by regular mail. Again, the parents were asked to complete the questionnaire within 

about one week. To enhance the response rate, parents who completed the survey during the last 

wave of data collection received a gift card to the amount of € 5,– to be spent at a large Dutch 

retail and drugstore chain. The total response rate among parents was 52.5% (i.e., percentage 

of students for whom a parental questionnaire was filled out), with a higher response rate at the 

experimental school (57.0%) than at the control school (48.1%). The response rate substantially 

increased over the school years from 21.3% in the first school year to 56.8% in the second school 

year and 73.6% in the third school year.

TEACHERS

Once a year, a teacher questionnaire was administered at both the experimental and control school 

(see Table 4). The digital questionnaire, which was part of the national Monitor the Library at 

School, needed to be filled out for each class separately; in case of a combination class (i.e., two 

grade levels in one class combined), a teacher questionnaire had to be completed for each grade. 

Around the same period the student questionnaires were administered, a link was sent to the 

and another language with their parents. Relatively more experimental school students used only a 

non-Dutch language or both Dutch and another language, whereas a higher percentage of the control 

school students spoke only in Dutch with their parents.

PARENTS

To gain more insight into the characteristics of the students’ families, a parental questionnaire 

was handed out at both the experimental and control school. In an accompanying letter, parents 

were informed about the study, the questionnaire in particular, and how to hand in the survey. In 

the introduction to the questionnaire, it was emphasized that the data would be used for research 

purposes and that their answers would be processed anonymously. The parents were also asked for 

consent for their children to participate in the study. In the school years 2011/12 and 2012/13, 

they were, in first instance, asked to hand in the bottom of the letter with either their explicit 

permission or their objection. Not all parents responded to this request, but of the ones who did 

nearly everyone gave their consent. Moreover, the schools indicated that they expected most 

parents to respond positively. Therefore, later in 2012/13 and in the school year 2013/14, letters 

were sent to the parents which informed them about the study and which indicated that they could 

notify the principal if they would object to their child’s participation.

Table 3

 

TABLE 3   CHARACTERISTICS OF THE TOTAL SAMPLE OF STUDENTS ACROSS THE SCHOOL YEARS 
2011/12 - 2013/14 , BY SCHOOL

Total (n = 143) Experimental (n = 72) Control (n = 71)

Age (mean) 10.17 (1.61) 10.40 (1.65) 9.94 (1.55)

Gender (n)
   Boys 70 37 33

   Girls 73 35 38

Country of birth (n)
   The Netherlands 129 59 70

   Other 14 13 1

Ethnicity (n)
    Moroccan 105 60 45

    Turkish, Surinamese, and Antillean 19 3 16
    Other non-Western 19 9 10

Parental educational level (mean) 1.78 (1.30) 1.45 (1.09) 2.12 (1.42)

Reading climate at homea (mean) 2.29  (.68)    2.26  (.76) 2.33  (.59)

Language spoken with parentsb (n)
   Dutch only 40 16 24

   Non-Dutch only 11 8 3
   Both Dutch and other 34 22 12

a Note that for reading climate only data from the second and third school year were available for the students (n = 112; 78.3%). 
b Note that a value for language spoken with parents was only available for 59.4% of theparticipants (n = 85).
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of the national program the Library at School. This survey was administered at the experimental 

school as part of the Library at School program, irrespective of our research project, and the 

control school also agreed to participate in the monitor. In designing the monitor questionnaire, 

maximizing practicability was deliberately preferred over scientific utility, by aiming at gathering 

as much as information as possible with a limited number of items (Huysmans, Kleijnen, Broekhof, 

& van Dalen, 2013). Moreover, the monitor data were available for three school years and the 

results could be compared to the national figures. On the other hand, we wanted to get a fuller 

understanding of the students’ reading attitude, reading behavior, and reading climate at home 

(an important confounding factor), using reliable variables based on previous research. Therefore, 

an additional survey was constructed for our research project to complement the monitor in 

the second and third school year. The additional questionnaire contained a more extensive set 

of questions, taking into account questionnaire items used in previous studies and following 

literature on survey research among children (e.g., Borgers & Hox, 2002; Borgers, Hox, & Sikkel, 

2004; de Leeuw, 2011). 

Monitor the Library at School. The Monitor the Library at School consists of online 

questionnaires for students, teachers, and reading and media consultants. This instrument gives 

insight into the results of the collaboration between schools and libraries and its main objective 

is providing these institutions with information that can help them improve the outcomes of their 

cooperation. The survey designed for students contained approximately fifteen questions about 

the children’s attitude toward reading, leisure reading behavior, reading preferences, reading 

climate at home, library visits, and possession of books. The monitor is administered nationally on 

a yearly basis. After a pilot phase in 2010, involving only a few schools and libraries, the monitor 

has now been completed several times throughout the country: in school year 2011/12 over 

5,000 students filled out the questionnaire, in 2012/13 approximately 30,000 students did so, 

and in 2013/14 about 60,000 students completed it. The monitor data are recorded in a national 

database, and we were given access to the data of the schools involved in our research project. 

Additional student questionnaire. In designing the additional questionnaire, relevant 

findings from the literature on dealing with primary school students as respondents were taken 

into account as much as possible as well as items and scales used in previous research. For 

example, literature on survey research among children advices to avoid negatively formulated 

questions, as it makes the intended meaning ambiguous for them (de Leeuw, 2011; Borgers & Hox, 

2002). Furthermore, research by Borgers and Hox (2002) among 8- to 18-years old youngsters has 

suggested that the length of the questions be limited. In general, response reliability decreases 

as the length of the question increases, which is due to the higher demand longer questions place 

on verbal memory (Borgers et al., 2004). With respect to answering categories, literature advises 

to avoid unbalanced questions with an unequal number of positive and negative response options 

(Borgers & Hox, 2002; de Leeuw, 2011). It also seems advisable not to offer children a neutral mid-

e-mail addresses of the teachers, which guided them to the online survey. When a class had more 

than one teacher, only one teacher received the link and he or she was encouraged to complete 

the survey together with the other teacher. A few teachers completed a paper version of the survey 

made available on their request. 

The data from the teacher questionnaire were used to gain insight into differences and 

similarities between the two schools with regard to the reading promotion activities in class and 

usage of a book collection in class. In addition, more information about the reading promotion 

efforts at the schools and their language and reading education was gathered through an interview 

with the principal and a so-called “internal counselor” who is concerned with the school’s student 

care (experimental school) or with the principal and a teacher (control school).

READING AND MEDIA COACH

The reading and media coach employed by the library completed a digital questionnaire that was 

part of the Monitor the Library at school, containing questions about the involved school library, 

book lending, and the reading promotion policy at school. Moreover, during interviews, she 

described the school library program in more detail (see Appendix A). 

MEASUREMENT INSTRUMENTS
As indicated in the previous section, questionnaires were administered to students (grades 

2-6), their parents, teachers, and the reading and media coach. In addition, several tests were 

administered to the primary school students. Furthermore, some data about background variables 

and enrollment in school were used from the schools’ student administration. This section 

describes the instruments and variables2 used in the present study.

STUDENT QUESTIONNAIRE

The questionnaires administered in the present study were developed for students attending 

grades 2 to 6 of primary school. In the present study, two self-report questionnaires were used: the 

existing national Monitor the Library at School and an additional questionnaire. On the one hand, 

we wanted to avoid putting an unnecessary heavy burden on the participants. Therefore we used 

the monitor, an instrument especially designed for the purpose of monitoring the effectiveness 

TABLE 4   NUMBER OF TEACHERS PARTIC IPATING IN THE STUDY (GRADES 2 - 6) , BY SCHOOL AND 
SCHOOL YEAR

Note. Exp. = Experimental.

Total 2011/2012 2012/2013 2013/2014

Exp. Control Exp. Control Exp. Control Exp. Control

Teachers 15 17 5 6 5 6 5 5
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the students were asked how they would define the term ‘leisure’ in order to explore whether 

this concept was clear to them. Based on the feedback of the students and an inspection of the 

completed surveys, the initial setup of the additional questionnaire was slightly adjusted to create 

the final version of the survey. 

Variables.
Reading attitude. Reading attitude is conceptualized in the present study as an overall 

evaluation of reading books during leisure time, consisting of a hedonic as well as a utilitarian 

component (i.e., enjoyable and useful, respectively). In the monitor, one question focused on 

the students’ (hedonic) reading attitude: “How do you feel about reading a book?” The children 

were offered four answer categories: ‘annoying’; ‘do not like it so much’; ‘quite like it; and ‘like 

it very much’. To also measure reading attitude in more depth through the additional survey, a 

scale in which both the hedonic and utilitarian component are represented has been constructed 

on the basis of previous research (e.g., Stalpers 2005; Stokmans & Broeder, 2009). The students 

were asked what they think of reading a book in their leisure time, followed by ten items that each 

consisted of four answering categories between which the children had to choose. The response 

options were semantic differentials: a rating scale with bipolar adjectives. Such a response scale 

has the advantage that it avoids ‘yeah-saying’ and that both children who think positively and 

children who think negatively about reading see their opinion explicitly stated in the scale (de 

Leeuw, 2011; Stalpers, 2005). Following the literature (Borgers & Hox, 2002; Borgers et al., 2004; 

de Leeuw, 2011), the response options were fully labeled and the children were not offered a 

neutral mid-point category. Five items addressed the hedonic aspect of reading attitude (e.g., 

‘very boring’, ‘pretty boring’, ‘pretty exciting’, ‘very exciting’) and the other five items referred 

to the utilitarian aspect (e.g., ‘very important’, ‘pretty important’, ‘not that important’, ‘not 

important at all’). Six items started with the answer that represented the most positive attitude 

toward reading, while the other four items started with the most negative reading attitude.  

The items that started with the most positive or most negative attitude, addressing either 

the hedonic or utilitarian component, were mixed in the questionnaire. For the analyses, the 

items starting with the most positive attitudes were reverse coded, making sure that a higher 

score represented a more positive attitude. The mean score of all ten items (ranging from 1-4) 

constituted the final reading attitude variable (satisfactory reliability; Cronbach’s α = .88) that  

was used in the analyses. Here, we also distinguished between the hedonic component 

(satisfactory reliability; Cronbach’s α = .82) and utilitarian component (satisfactory reliability; 

Cronbach’s α = .75).

Reading frequency. One item included in the monitor addressed the students’ reading 

frequency: “How often do you read a book for pleasure at home?”, with five response options: (1) 

‘never’; (2) ‘a couple of times a year’; (3) ‘a couple of times a month’; (4) ‘a couple of times a week’; 

(5) ‘every day’. In the additional questionnaire, the students were asked, in separate items, how 

point category and a ‘don’t know’ option (Borgers et al., 2004; de Leeuw, 2011). After taking all 

their results into consideration, Borgers et al. (2004) concluded that offering about four response 

options would appear to be optimal with children as respondents, although a 2-point scale also 

has relatively reliable responses (Borger & Hox, 2002). Offering fully labeled response options is 

advisable as well, as completely labeled scales seem more valid and reliable than partially labeled 

scales (Borgers & Hox, 2002; de Leeuw 2011). However, de Leeuw (2011) remarks that in using 

pictorial response options, an exception to the rules for labeling and the number of answer 

categories can be made. Furthermore, in general, it appears that offering ambiguous questions and 

response scales (e.g., vague quantifiers such as ‘often’ and ‘sometimes’) leads to lower data quality 

(Borgers, de Leeuw, & Hox, 2000; de Leeuw, 2011). On the other hand, studies by Borgers et al. 

(2004) and Borgers and Hox (2002) did not find a negative effect of ambiguity of the answering 

categories. Researchers should also be aware of the fact that children are very sensitive to the 

slightest suggestion and are inclined to agree to statements (‘yeah-saying’). Suggestively phrased 

questions, such as “reading is good (agree/disagree)” should therefore be avoided (de Leeuw, 

2011). Questions asking for a numeric quantity are also hard to answer for children (de Leeuw, 

2011), whereas offering a well-defined reference period in a question has a positive effect on the 

reliability of the answers (Borgers & Hox, 2002). 

The additional questionnaire was tested in a pilot before it was administered to the students 

who participated in the present study. In October 2012, three primary schools in Gouda with a 

multicultural student population were approached for testing the extra items, and one school 

agreed to participate. The principal gave the researcher permission to visit the school to administer 

the questionnaire to a group of students. The teachers of 2nd to 6th grade were each asked 

beforehand to select a couple of children in their class, making sure there would be variation 

with respect to the children’s reading and language level, gender, and ethnic background. The 

number of selected students added up to 24 children (12 boys and 12 girls) from different cultural 

backgrounds (e.g., Moroccan and Turkish). During the test day, the students were invited one by 

one to complete the questionnaire in a quiet room outside the classroom under the guidance of 

the researcher herself. After she explained to the students what they had to do and that it was not 

a personal skills or knowledge test, the children started filling out the paper survey. The researcher 

observed the children and kept track of the time. Once the students completed the survey, the 

researcher asked them what they thought of the questionnaire and whether all the questions 

and answer categories were clear to them. As there were two versions of several questions (e.g., 

in terms of wording and number of answering categories), the children were also presented the 

other version and asked which one they preferred. They were also asked to describe in their own 

words what they thought of reading in their leisure time to detect whether the presented reading 

attitude items covered their opinion, but no other terms than the ones listed in the questionnaire 

were mentioned (e.g., very nice, boring, good), except for the term ‘normal’ once. Furthermore, 
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TEACHER QUESTIONNAIRE

The teacher questionnaire (part of the Monitor the Library at School) was administered to the 

teachers of the experimental and control school. The questionnaire for teachers is very concise in 

order to maximize the response rate (Huysmans et al., 2013). We used the data from the teacher 

questionnaire to gain insight into the reading promotion activities in class and usage of a book 

collection in class (see Appendix C). 

Variables.
Reading promotion activities. The teachers were asked to rate how often they engage in 

eight reading promotion activities on a 5-point scale (‘a couple of times a week’; ‘once a week’; 

‘a couple of times a month’; ‘a couple of times a year’; or ‘never’). The teachers were presented 

the following activities: (a) reading aloud to class, (b) introducing books in the class, (c) having 

students deliver a book presentation, (d) participating in a project around books and reading, (e) 

consulting with the team about reading promotion, (f) and organizing a book circle in class (i.e., 

an informal activity in class of about 15 to 30 minutes during which the teachers and students talk 

about books: Children are introduced to books, genres and authors, and reading experiences are 

exchanged; Broekhof & Broek, 2013). 

Usage of book collections. First, teachers indicated whether they make use of a book collection 

in class when it comes to world orientation subjects (such as history and geography). They could 

choose between: ‘no’; ‘yes, sometimes’; ‘yes, regularly’; and ‘yes, often’. Then, the teachers were 

asked in two separate questions how they use (a) storybooks (fiction) and/or picture books, and 

(b) informative books (non-fiction), respectively, during world orientation subjects. The seven 

answering options for both questions were: ‘I don’t use storybooks or picture books / informative 

books when it comes to world orientation subjects’; ‘I sometimes read a storybook or picture 

book / an informative book aloud when it comes to world orientation subjects’; ‘I regularly read 

a storybook or picture book / an informative book aloud when it comes to world orientation 

subjects’; ‘I often read a storybook or picture book / an informative book aloud when it comes 

to world orientation subjects’; ‘I sometimes make the students aware of storybooks or picture 

books / informative books that fit the subject’; ‘I regularly make the students aware of storybooks 

or picture books / informative books that fit the subject’; ‘I often make the students aware of 

storybooks or picture books / informative books that fit the subject’. It was possible to check 

multiple response options. 

PARENTAL QUESTIONNAIRE

For the purpose of the present study, a parental questionnaire was designed to gather information 

about the home environment of the children. We focused on characteristics which, according to the 

literature, can be related to the children’s language ability and reading proficiency, reading behavior, 

and reading attitude. The questionnaire was meant for the caregivers in the household the child 

often they read (a) storybooks (fiction), (b) non-fiction (informative) books, (c) picture books, (d) 

magazines, (e) comic books, and (f) poems and verses in their spare time, using the same response 

categories. The mean score of the six items was computed to obtain a scale score (reliability just 

satisfactory; Cronbach’s α = .71).

Reading duration. Reading duration was asked about in the additional survey in one question with 

five answer categories. Students were asked how much time they spent reading a book per day during 

spare time: (1) ‘I don’t read’; (2) ‘15 minutes’; (3) ‘half an hour’; (4) ‘45 minutes’; (5) ‘one hour or 

longer’. They were presented pictures of clocks indicating the time to illustrate the response categories.

Diversity in reading preferences. In the monitor, the students were presented a list of subjects 

and they had to indicate about which of these subjects they liked to read: love, sports, fairy tales, 

technology, history, school, creepy things, humor, nature, animals, other countries, war, and 

friendship. A final score was computed by taking the sum of the number of topics the students 

liked (reliability satisfactory; Cronbach’s α = .73). The higher this score, the broader the students’ 

preferences in reading. 

Reading climate at home. A combination of three items included in the monitor and five items 

included in the additional questionnaire was used to assess the students’ reading climate at home. 

In the monitor, the students were asked how often the following three situations happen: “My 

mother or father reads to me at home”; “My mother or father talks to me about books”; “My mother or 

father accompanies me to the library”. The answering options offered in the first and second waves 

slightly differed from the ones offered in the third wave and were brought on the same 4-point scale 

(1 = never, 2 = sometimes, 3 = regularly, and 4 = often) afterwards. The three items measured with 

the monitor appeared not to build up to a reliable scale on their own and were therefore combined 

with the additional survey items. In the additional questionnaire, parental reading socialization 

was assessed through five items adapted from instruments previously used in reading research 

(Kraaykamp, 2003; Leseman & de Jong, 1998; Notten, 2011; Stalpers, 2005; Stokmans, 2007; van 

Elsäcker-Bok, 2002; Verboord, 2005): “I see my mother or father reading at home”; “My mother or 

father knows in what book I’m reading”; “My mother or father gives me a book as a present”; “My 

mother or father tells me which books are fun”; “When I was a toddler, my mother or father read to 

me at home”. The four response categories were similar to those used for the items included in the 

monitor, ranging from 1 (never) to 4 (often). The mean score of the eight items constituted the final 

reading climate score used in our analyses (with satisfactory reliability; Cronbach’s α = .81). 

Book possession. In the monitor, the children were also asked to indicate how many books 

they themselves own, by choosing between five answer categories: ‘0’, ‘1-20’, ‘21-50’, ‘51-100’, 

and ‘more than 100’. Given that this item refers to the availability of reading materials at home, it 

can also be considered as a measure of reading climate at home. However, as the answer categories 

substantially differed from the other eight items addressing reading climate at home, we did not 

consider including this item in the reading climate scale as well.
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in a non-Dutch language with their siblings, we have chosen to focus on the language spoken with 

the respondent and her/his partner. The final variable language spoken with parents consisted of 

three categories: (a) Dutch only; (b) both languages (i.e., both languages with both parents, or 

Dutch with one parent and another language with the other parent); and (c) non-Dutch language.

READING AND MEDIA COACH QUESTIONNAIRE

The reading and media consultant questionnaire was developed within the context of the Monitor 

the Library at School. The survey is fairly extensive, with about 20 questions addressing topics 

such as the characteristics of the involved school library, book lending, and the reading promotion 

policy at school. Data gathered via this questionnaire were used to gain more insight into the 

school library concept and reading promotion at the schools (see Appendix A and C). As these data 

were not used for the analyses, we will not describe the items concerned in more detail.

TESTS

Pupil monitoring system. In all grades and each wave, the students’ reading ability and 

language proficiency were measured using tests from the pupil monitoring system devised by Cito, 

the National Institute for Educational Measurement in the Netherlands. This system, used by many 

primary schools, consists of a comprehensive set of coherent paper-and-pencil (and computer-

based) nationally standardized tests for longitudinal assessment of a student’s achievement 

throughout primary education (Herweijer, 2009; http://www.cito.nl; Moelands, 2010). The tests 

are usually taken once or twice a school year during the primary school period and the results 

of the assessments are converted into a fixed scale for each learning area separately. Here, the 

raw score on a test (i.e., number of correct answers) is transformed into a value on the ability 

scale (i.e., a so-called scale score or ability score) of a certain subject, which forms the basis for 

determining progress in learning achievement over time. Moreover, the nationally standardized 

tests also enable us to determine the relative position of students among their peers, using data 

collected from various subpopulations in a national survey as a frame of reference. Based on 

percentiles, five ability levels (A to E) are distinguished: A = 25% highest scoring students, B = 

25% students who score just above to substantially above average, C = 25% student who score just 

below to substantially below average, D = 15% students who score substantially below average, and 

E = 10% lowest scoring students (Feenstra, Kamphuis, Kleintjes, & Krom, 2010; Moelands, 2010; 

Visser, 2013). These levels can be further divided into an ability level value between 0 and 5 with 

one decimal (A = 4–5, B = 3–3.9, C = 2–2.9, D = 1–1.9, and E = 0–0.9). For instance, a student who 

achieves the highest in Level A has an ability level value of 5, and a student who scores quite high 

in level C has, for example, a level value of 2.8. Note that these values are relative scores, meaning 

that the underlying scores differ by grade/group, with, in general, older students achieving higher 

underlying scores than younger students (Cijvat & Bloemendaal, 2013; Driestar, n.d.).  

lives all or most of the time, as the child is expected to be mostly influenced by the characteristics 

and behaviors of these persons. These caregivers are not necessarily (both) the biological parents. 

In the remaining part of this section, variables measured through the parental questionnaire will be 

discussed. When we use the term parent, this may also refer to a stepparent or other caregiver. 

Variables.
Ethnic background child. To determine the children’s ethnicity, their parents’ and their 

own country of birth were taken into account, following the definition adopted by Statistics 

Netherlands (Alders, 2003). According to Statistics Netherlands, a person is considered migrant 

– also referred to as allochtonous – if at least one parent was born outside the Netherlands, with a 

distinction being made between migrants originating from Western countries (Europe [excluding 

Turkey], North America, Oceania, Indonesia, and Japan) and migrants coming from non-Western 

countries (Turkey, Africa, Latin America, and the rest of Asia). A migrant child can be born 

abroad (first generation) or in the Netherlands (second generation). One’s ethnic background 

is determined on the basis of the country of birth of the person her/himself (first generation 

migrant) or the mother’s country of birth (second generation migrant), unless the mother was 

born in the Netherlands. In the latter case, the country of origin is taken to be that of the father. In 

the parental survey, parents were asked to indicate on a list their own and their partner’s country 

of birth: ‘the Netherlands’, ‘Surinam’, ‘(former) Netherlands Antilles/Aruba’, ‘Turkey’, ‘Morocco’, 

‘Somalia’, ‘another country, namely’ (open ended question).

Parental educational level. In the parental questionnaire, respondents were asked to report 

their own and their partner’s highest completed educational level, if applicable both in the 

Netherlands and in their country of origin, by choosing between 10 and 9 categories, respectively. 

These options were derived from the Survey Integration Ethnic Minorities, a large-scale survey 

in the Netherlands focusing on the integration of the four largest non-Western migrant groups 

in the Netherlands and from the Survey Integration New Groups that addresses new migrant 

groups (Hilhorst, 2010). For the final parental educational level variable, the highest completed 

educational level of either parent (or single parent) was assigned to the following five categories: 

(a) no education, (b) primary education, (c) lbo/mavo (i.e., junior vocational training/junior 

general secondary education), (d) havo/vwo/mbo (i.e., senior general secondary education/

pre-university education/senior vocational training), and (e) hbo/wo (i.e., vocational colleges/

university). This categorization was based on a classification adopted by Statistics Netherlands 

and used in other studies (e.g., Gijsberts & Iedema, 2012; Kortlever & Lemmens, 2012), with the 

exception of the category no education added in the current study to distinguish parents with little 

or no experience with formal education.

Language spoken with parents. Respondents were asked to indicate whether their child 

usually speaks (a) Dutch, (b) both Dutch and another language, or (c) another language with the 

respondent, the respondent’s partner, and siblings. As only a few children appeared to speak (also) 
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into an ability score, which, in turn, was converted into an ability level value (de Wijs, Kamphuis, 

Kleintjes, & Tomesen, 2010; ToetsWijzer, 2015b).

STUDENT ADMINISTRATION

For the purpose of the present study, both schools made their student administration system 

available to the researcher. This database system presents background information on every 

student, such as their gender, date, and country of birth, and educational level of their parents.  

We used these data to complement the data gathered through the questionnaires.

Variables.
Age. The students’ date of birth listed in the student administration was used to determine the 

age of the students at the time the student questionnaires and tests were administered. 

Gender. Whether a child is a boy or a girl was indicated in the student administration.

Ethnic background. Information about the students’ and their parents’ country of birth, was 

used to determine the ethnic background of the students (in case parents had not completed the 

parental questionnaire). 

Parental educational level. The school administration has provided us with information on 

the educational level of the parents (which was used when parents had not completed the parental 

survey).

Time. The students’ date of enrollment in school was used to construct a time variable, 

indicating how many months they had been attending the school at the time the measurements 

took place, starting from September 2011 (i.e., the opening of the school library), excluding the 

summer holiday months (July and August). For the experimental school, this time variable was 

used as a proxy for months of availability of the school library, whereas for the control school it was 

used for comparison, indicating how many months the students had been attending the control 

school starting from the same date. The way this time variable was constructed was guided by the 

fact that the questionnaires and tests were not administered at the same time points during the 

different school years and the fact that a considerable group of students entered the experimental 

school during the second school year.

VARIABLES OVERVIEW
To conclude, Table 5 presents an overview of the variables discussed in the former sections of this 

appendix. It shows which variables were used for which part of the research project, referring to 

the three empirical chapters. The items included in the teacher survey and reading and media 

coach questionnaire were used for Appendices A and C. 

 

For our analyses, we used the students’ ability level values (0.0–5.0) on the tests covering 

vocabulary, reading comprehension, and spelling. These Cito-tests have satisfactory reliability 

(Hollenberg, van der Lubbe, & Sanders, 2011; ToetsWijzer 2015a, 2015b).

Variables.
Vocabulary. The Vocabulary Cito-tests were administered to measure the size of the receptive 

vocabulary of the children. These tests, usually completed at the middle and the end of grades 2 to 

5 and at the start or middle of grade 6, consist of multiple choice items. The students completed 

the tests in class after directions given by the teacher. They were presented reading tasks and the 

test items addressed both the meaning of words (for instance, “What does chatting mean?”) and 

meaning relations (for instance, “What is the opposite of chaos?”). Children attending grade 2 

had to complete 50 tasks, taking ca. 30 to 35 minutes, and the tests for students in grades 3 to 

6 contained 70 questions, taking ca. 45 minutes. The number of correctly answered items was 

converted into an ability score, and, next, transformed into an ability level value (Cito, 2015; 

Hollenberg et al., 2011; van Berkel et al., 2010). 

Reading comprehension. The multiple choice paper-and-pencil reading comprehension 

Cito-tests are meant to be taken at the end of grade 2, at the middle and end of grade 3, and at 

the middle of grades 4, 5 and 6, and cover a broad range of text types (e.g., informative texts and 

fiction texts), genres (e.g., narrative, instruction, poem), and exercises (e.g., question about 

the text and missing parts in the text). All students were first administered the starting module 

and then they completed either an easier module (S1) or a more difficult module (S2), depending 

on their score on the starting module. The scores on S1 and S2 can be transposed on the same 

scale. The modules administered in the second, third, and fourth grade contained 25 questions, 

taking ca. 40 minutes to complete. The modules for children in the fifth and sixth grade contained 

30 tasks each, taking ca. 50 minutes to complete. The number of correctly answered questions 

was converted into an ability score, which, in turn, was transformed into an ability level value 

(Feenstra et al., 2010; ToetsWijzer, 2015a).

Spelling. With the Cito Spelling tests, which are meant to be taken at the middle and the end 

of the school year in grades 2 to 5 and at the start or middle of grade 6, the spelling rules are not 

explicitly tested. Instead, the students indirectly show to what extent they master the spelling 

rules by, for instance, writing down dictated words and trying to recognize an incorrectly spelled 

word in a group of four words. The paper-and-pencil tests were completed in class after a short 

instruction provided by the teacher. Every test consisted of three modules: a general starting 

module, an easier follow-up module (S1), and a more difficult follow-up module (S2). The version 

of the follow-up module to be completed by the students was determined by their scores on the 

starting module. The scores on S1 and S2 can be transposed on the same scale. For grades 2 and 3, 

each module consisted of 25 tasks; the modules taken in the higher grades contained 30 exercises. 

Completing a module took ca. 30 minutes. The number of correctly completed tasks was transposed 
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Chapter 3 Chapter 4 Chapter 5
Reading attitude
Reading attitude (MQ) x x
Reading attitude (AQ) x
   Hedonic component x x
   Utilitarian component x x

Reading behavior
Reading frequency (MQ) x x
Reading frequency (AQ) x
   Storybooks x x
   Non-fiction books x x
   Picture books x x
   Magazines x x
   Comics x x
   Poems and verses x x
Reading duration x x
Diversity in reading preferences x

Reading and language skills
Vocabulary x x
Reading comprehension x x
Spelling x x

Background factors
Ethnic backgrounda x x x
Gender x x x
Age x x x
Parental educational level x x x
Reading climate at homeb x x x
Language spoken with parents x  xa

School x x x
Time x x x

Notes
1.  Although data was collected for all students (grades 2 to 6) attending the schools, only students with a non-Western 

background were included in the sample used for the analyses. This appendix focuses on the latter group, given that 
our findings are based solely on these students.

2.  This section only describes the variables included in our research. For instance, the student questionnaire also 
contained questions about information skills in the third school year. These and several other items, however, were 
not part of our analyses and will therefore not be discussed. The same holds for a couple of items (around the using 
the Internet) included in the teacher questionnaire in the third year. The parental questionnaire also included 
several other items next to the variables discussed in this chapter, such as single parenthood, family income, and 
reading behavior of parents. We have chosen not to include these variables in our analyses in order not to lose 
statistical power (due to the considerable amount of missing data on these factors and the complexity of our models 
that would have been increased). The excluded variables, though, were often related to variables we did include, 
such as parental educational level and reading climate at home as measured through the student questionnaires.

TABLE 5  OVERVIEW OF INCLUDED VARIABLES PER CHAPTER

Note. MQ = Monitor questionnaire; AQ = Additional questionnaire. 
a Not included in the main analyses. 
b Although not included in our main analyses, the separate reading climate variable ‘book possession’ was used in the Discussion section of Chapter 3.
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reading promotion. In January 2014, a teacher of the control school was also assigned as reading 

coordinator, but she focused more on reading and language education than on reading promotion. 

She did not follow a particular course, although she had complemented a master in Remedial 

teaching with special attention paid to reading and language education. 

STUDENT WEIGHT

In the Dutch education system, students can be assigned a so-called student weight, which 

indicates whether a child has a disadvantageous background. Schools are allocated a higher 

budget when their population includes children who are assigned a student weight (de Witte 

& van Klaveren, 2012). The Dutch Ministry of Education distinguishes between three types of 

student weights, based on the educational level of the parents (or caretakers). A weight of 0.3 is 

assigned to students whose parents do not have a higher secondary diploma but followed lower 

secondary education (i.e., junior vocational training or a lower track of junior general secondary 

education: lbo/vbo, praktijkonderwijs, and vmbo basis- or kaderberoepsgerichte leerweg). This 

condition regarding parental education level also applies to single parent families. A weight of 1.2 

is assigned to children with one parent who at most completed primary school or special education 

and one parent with the same educational level or at most a lower a lower secondary diploma. 

For single parent families, a weight of 1.2 is assigned when the parent only received education at 

primary school level. The remaining group of students, without a disadvantageous background, 

are assigned the “neutral” student weight 0 (CFI, 2006; de Witte & van Klaveren, 2012). Many 

participants of the experimental school and control school involved in our research project were 

assigned a student weight (>0; 79.2% and 52.1%, respectively). In both schools, the extra money 

was spent on staff, resulting in smaller classrooms.

METHOD

During the school years 2011/12 - 2013/14, the experimental and control school mostly used 

the same methods for language and reading education, developed for students attending 

grades 2 to 6 (Table 1). The programs used by the schools are frequently used methods in the 

In the Netherlands, primary education lasts for eight years. Although education is compulsory from 

the age of 5, virtually all 4-year-olds are enrolled in primary schools (Herweijer, 2009). The first 

two school years, group 1 and 2, can be regarded as kindergarten. From group 3 (i.e., first grade), 

formal instruction in reading, writing, and math starts. After the final year in primary school, 

group 8 (i.e., grade 6, around the age of 12), the students move on to one of the secondary school 

tracks, depending on their attainment level (Driessen & Merry, 2013; Spotti & Stokmans, 2013). 

As there is no national curriculum, Dutch elementary schools are free to shape their curricula. 

Although this freedom implies that schools are free to determine the methods and content of 

teaching, the central government sets quality standards and learning objectives that apply to 

all primary schools. These objectives provide a legal prescription for the skills and knowledge 

students are expected to have attained at the end of primary education. The Inspectorate of 

Education monitors the schools’ compliance with central rules and regulations, and the quality of 

education provided by the schools (Nusche, Braun, Halàsz, & Santiago, 2014). In the remainder 

of this section, we will elaborate on the language and reading education, book collection, 

and reading promotion activities provided at the two schools involved in our research project, 

based on interviews with the schools (principals and a teacher or “internal counselor”), teacher 

questionnaires (Monitor the Library at School), and documents provided by the schools.

LANGUAGE AND READING EDUCATION
SCHOOL STAFF

The schools’ (educational) staff consisted of a principal, teachers, and so-called internal 

counselors who are concerned with the schools’ student care, including monitoring the students’ 

school performance, remedial teaching, supporting teachers in dealing with students who need 

extra attention, and referring students and parents to other institutions. Both schools also 

employed interns and at the experimental school there were also educational assistants present 

who assisted some teachers. Both schools consulted with (part of) the school staff on a regular 

basis, and sometimes the teachers were observed in class by the principal and/or an internal 

counselor and received feedback on their teaching to improve their lessons. At both schools, 

teachers and internal counselors occasionally followed courses on language and reading related 

topics on their own initiative. At the experimental school, in 2009, one of the internal counselors 

followed a language coordinator course addressing language education in primary education. 

Two teachers, the reading coordinators, followed a course Open Book in the school year 2013/14. 

They were responsible for the formulation and implementation of a reading plan aimed at 

APPENDIX C
EXPERIMENTAL AND CONTROL SCHOOL

2011/2012 2012/2013 2013/2014

Skill Experimental Control Experimental Control Experimental Control

Reading 
comprehension

Nieuws- 
begrip

Goed  
gelezen!

Nieuws- 
begrip

Nieuws- 
begrip

Kidsweek  
in de Klas

Nieuws- 
begrip

Vocabulary Taal actief Taal actief Taal actief Taal actief Taal actief Taal actief

Spelling Taal actief Taal actief Taal actief Taal actief Taal actief Taal actief

Technical reading Estafette Estafette Estafette Estafette Estafette Estafette

TABLE 1   EDUCATIONAL METHODS FOR READING COMPREHENSION, VOCABULARY, SPELLING, AND 
TECHNICAL READING, BY SCHOOL
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DIFFERENTIAL EDUCATION

At both schools, attention was paid to differentiated learning during the time span of the research 

project. The experimental school started to work with so-called group plans for technical reading in 

the school year 2011/12 and its teachers have worked with these plans for reading comprehension 

since halfway the third school year. The control school started to use group plans for technical 

reading as of the school year 2013/14. In working with the group plans, the class was divided into 

three ability level groups: basis, intensive, and enriched (i.e., students performing around the 

average, students performing substantially below average, and the highest performing students, 

respectively). During the lessons, the teachers adjusted their instruction to the level of the three 

groups. Before the implementation of the groups plans, and in teaching other areas (such as 

spelling and vocabulary), teachers of both schools also tried to adjust the lessons to the students’ 

needs, although less recorded and efficiently compared to working with the plans. For instance, 

less skilled students received more instructions and the teachers also used several ability levels 

already distinguished in a method. 

Both the experimental and control school paid extra attention to low achieving students  

and high achieving ones. With respect to high performing students, the schools offered these 

students a separate “plus class” once a week where they would work on challenging assignments. 

For students with a learning disadvantage, the schools formulated an individual learning line 

or so-called “handelingsplan” with a development perspective for the particular child, who was 

offered extra help/guidance. For groups of (migrant) students who lagged behind in language  

(but not in math), there was intensified language education available at both schools in so- 

called insertion classes (“schakelklassen”). During school hours, these students were taught  

in small groups outside the classroom on three or four days a week, for two hours. The 

experimental school also taught a class of new migrant students (aged 6 to 13 years) who  

had just arrived in the Netherlands and did not speak Dutch sufficiently to attend regular  

classes (these students were not included in our study). Thus, both schools devoted extra 

attention to low achieving students and high achieving ones, in addition to differentiated  

learning in class. 

STUDENT ACHIEVEMENT MONITORING 

The experimental and control school administered the same Cito-tests (see Appendix B) to monitor 

the reading ability and language proficiency of the students. The results were evaluated at both 

schools and used for improving the education provided to the students. Following the test scores, 

the school teams discussed which skills required extra attention. In addition, for individual 

children, test scores were used to adjust the education to the students’ needs, in terms of offering 

extra support for low performing children and challenging students who achieved the highest 

scores.

Netherlands (Kuhlemeier et al., 2014). The experimental school spent ca. 10 to 11 hours per week 

on language and reading education in second to sixth grade, and the control school at least 9 

hours. The remaining time was spent on other subjects, such as math, writing, music, history, and 

gymnastics. The exact curriculum differed by grade.

In teaching reading comprehension skills, the experimental school used the method 

“Nieuwsbegrip” in the first two school years and the method “Kidsweek” during 2013/2014, 

whereas the control schools used the method “Goed gelezen!” in the first school year, and the 

method Nieuwsbegrip in 2012/13 and 2013/14. Nieuwsbegrip contains interactive reading  

lessons and context assignments based on current events (CED-groep, n.d.). Kidsweek also  

focuses on current events, by connecting lessons to a weekly newspaper (Kidsweek in de Klas, 

n.d.). The method Goed Gelezen!, which is divided into 6 blocks of 5 weeks, consists of varying 

texts, illustrations, and practices that children can relate to (Educatheek, n.d.). For vocabulary 

and spelling, both schools used the method “Taal actief”. This method consists of ten themes  

(e.g., health, and traffic and transport) taking three weeks each (SLO, 2009). In working with 

Taal actief, both schools used tablets for some classes instead of paper-based materials. At the 

experimental school, this happened in grades 2, 3 and 4 in 2013/14, and at the control school 

tablets were used in second grade in 2012/13, and in grades 2, 3, and 4 in 2013/14. The tablets 

provided the students with direct feedback and level-adjusted assignments. For technical  

reading, both schools used the method “Estafette”. This program, consisting of different  

materials such as storybooks and work books, is not bounded by group, but is based on reading 

level (de Wit, 2012; Zwijssen, n.d.). In sum, the methods used at the schools were virtually the 

same, making it more likely that differences found in our study in student performance can 

be traced back to the presence and program of the school library at the experimental school 

(described in Appendix A).

OBJECTIVES

With regard to language and reading education, the teachers of both schools set goals for their 

students. They used the lesson objectives formulated by the methods and they expected their 

students to sufficiently master the knowledge and skills taught by the end of the school year. 

Moreover, in their group plans, they added other objectives as well. At the experimental school, 

teachers formulated percentages of students they wanted to perform above (minimum-%) or below 

(maximum-%) a certain Citoscore-level at the end of the school year (e.g., by the end of second 

grade, 90% of the students attains a level A, B, or C score for reading comprehension, and less 

than 5% of the students performs on level E (lowest) for technical reading). At the control school, 

teachers indicated on what level they wanted their students to perform (e.g., the students perform 

at level E4 (i.e., average level for students at the end of second grade) or M5 (i.e., average level for 

students halfway third grade) by the end of second grade). 
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and 11.8% did this sometimes or regularly, respectively. More specifically, when it comes to world 

orientation subjects, teachers of the experimental school more often read a storybook or picture 

book aloud, F(1, 30) = 4.20, p = .049, more often read an informative book aloud, F(1, 30) = 5.46, 

p = .026, and more often made the students aware of storybooks or picture books / informative 

books that fitted the subject, F(1, 30) = 10.33, p = .003; F(1, 30) = 8.26, p = .007. All in all, 

compared to the control school, the teachers of the experimental school used the book collection 

more frequently in class, and the experimental school had access to a collection that was larger, 

more varied and up-to-date, and managed by a reading and media coach.

READING PROMOTION ACTIVITIES
Both schools paid attention to reading promotion at school in all school years. Since 2013/14, 

the experimental school has followed a reading promotion policy plan, formulated by the reading 

coordinators (teachers who followed a course Open Book). This plan contained the school’s 

vision on reading (e.g., “The children enjoy reading and consider reading as a useful activity”; 

“The school cooperates with the reading and media coach of the library”; “There is a varied 

and attractive book collection available”; “There is structural time for free reading of a book of 

choice”). The plan also contained a schedule for reading promotion activities (i.e., reading aloud 

to children; working interactively with picture books; telling a story; free reading; reciting a poem 

or verse; oral or written book presentations; book circle; book project). In prior years, time was 

also spent on reading promotion activities, but this was not explicitly formulated in a plan. At the 

control school time was spent on similar activities, such as free reading, reading aloud to children, 

book presentations, and reading promotion projects, and the school sometimes made use of public 

library services (e.g., a book box and author visit). The control school did not have a reading 

promotion policy plan over the whole period of study.

In the teacher questionnaire (part of the Monitor the Library at School) administered in 

2011/12, 2012/13, and 2013/14, teachers of both schools (grades 2 to 6) were asked to indicate 

on a 5-point scale (‘never’; ‘a couple of times a year’; ‘a couple of times a month’; ‘once a week’; 

‘a couple of times a week’) how often they engaged in the following reading promotion activities 

at school: reading aloud to class; introducing books in the class; having students deliver a book 

presentation; participating in a project around books and reading; consulting with team about 

reading promotion; organizing a book circle in class (i.e., an informal activity in class of about 15 

to 30 minutes during which the teachers and students talk about books: Children are introduced 

to books, genres and authors, and reading experiences are exchanged; Broekhof & Broek, 2013). 

The overall results are presented in Table 2. The schools did not differ significantly on the extent 

in which attention was paid to these reading promotion activities, nor were there statistically 

significant differences between school years. Reading aloud to the children was the most popular 

activity, which happened at the experimental school a couple of times a week and at the control 

BOOK COLLECTION
As in many Dutch schools, reading materials were present at both the experimental and the control 

school. However, a major difference is that the experimental school had a school library at its 

disposal, run and facilitated by the town’s public library organization, with a large, well sorted, 

and varied collection of reading materials. Compared to the experimental school, the collection 

of the control school was smaller, far less varied and up-to-date, less well managed, and in the 

school’s own possession, with teachers (and not a reading and media coach) being responsible for 

the book collection.

Apart from the collection in the library facility (described in Appendix A), the experimental 

school also had books of their own: about 600 books in rough numbers, including storybooks, 

informative books, picture books, magazines, and comics. The reading materials, which were 

not taken home by the children, were placed on shelves in the hallways and in some classrooms. 

There was limited funding available for purchasing new books, which did not happen structurally 

after the opening of the library facility. A couple of new titles were only purchased for reading 

promotion projects, such as the Children’s books week (“Kinderboekenweek”) and the National 

reading aloud days (“Nationale Voorleesdagen”). The book collection of the school was controlled 

by the language coordinator and the reading coordinators of the school (i.e., internal counselor 

and teachers). Compared to the books in the integrated library facility, the school’s book collection 

was smaller, and far less up-to-date and varied.

It was estimated that the control school possessed about 750 books (i.e., picture books, 

storybooks, informative books, comic books, and magazines). As was the case at the experimental 

school, the students did not take these books home. The reading materials for second graders were 

on shelves in the hallway, whereas the reading materials for the older students were placed in a 

separate room and in the classrooms. During the time of the study, the collection of the school 

consisted of many old books the children did not like to read. There was a limited amount of 

money available for purchasing new titles, which only happened during the Children’s books week. 

Sometimes, the school borrowed some books from the public library or received reading materials 

from parents. All school teachers were responsible for the school’s book collection.

The teacher questionnaires (n = 32) of the Monitor the Library at school give more insight in 

the usage of the book collection in class in grades 2 to 6 in the school years 2011/12 - 2013/14. 

No statistically significant differences between the three school years were found. There were, 

however, several differences between the two schools. The results showed that, overall, teachers 

of the experimental school (M = 2.40, SD = .51) more frequently used a book collection in class for 

world orientation subjects, such as history and geography, than teachers of the control school  

(M = 1.88, SD = .60), F(1, 30) = 6.84, p = .014, as measured on a 4-point scale (1 = never, 4 = often). 

All teachers in the experimental school used a book collection sometimes (60%) or regularly (40%) 

in class. At the control school, 23.5% of the teachers never used a book collection, and 64.7% 
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at the experimental school (Appendix A). Both schools had many students assigned a student 

weight and spent extra money on staff. During the time span of the study (2011/12 - 2013/14), 

the experimental and control school mostly used the same educational methods for language and 

reading. The schools paid attention to differentiated learning and also devoted extra attention to 

low achieving students and high achieving ones. With regard to language and reading education, 

the teachers of both schools set goals for their students and they monitored and evaluated the 

students’ reading and language achievement. The schools did differ on their book collection. 

Compared to the control school, the collection available to the experimental school was larger, 

more varied and up-to-date, and it was managed by a reading and media coach employed by the 

public library. Moreover, the teachers of the experimental school also used the book collection 

in lessons around world orientation subjects more frequently. With regard to reading promotion, 

two experimental teachers followed a reading coordinator course and formulated a plan aimed at 

reading promotion. Although the control school did not have such a plan, attention was paid to 

activities also carried out at the experimental school, such as free reading in class, reading aloud 

to children, having students’ deliver book presentations, and participating in reading promotion 

projects.

school a couple of times a week to once a week, followed by having students deliver a book 

presentation and introducing books to the children. According to most teachers, participating in 

a project around books and reading, and consulting with the team about reading promotion took 

place a couple of times a year. In total, 40% of the teachers in the experimental, and 64.7% in the 

control school indicated never organizing a book circle in class.

Furthermore, at both the experimental and control school, time was spent on free reading 

(i.e., reading for pleasure) in class during all school years. In the school year 2013/14, at least 

15 minutes per day were scheduled for free reading at the experimental school, as recorded in 

the school’s reading promotion policy plan. In the prior school years, free reading also took place 

regularly, but it was not yet an explicit component of the school program. Reading for pleasure 

often took place at the start of the school day or after a (lunch) break. As of the year 2013/14, 

the control school also paid attention to free reading more deliberately, by scheduling at least 10 

minutes a day for reading for pleasure at a set time. Free reading also took place regularly during 

the other school years, but not at a set time. At both schools, the students read a book of their 

own choice. Control school students read books from the school’s own collection, whereas the 

experimental school children mainly borrowed books from the library facility in the school. In case 

a student did not like the chosen book at all, at both schools, he or she was allowed to exchange 

it with another one. During free reading time, most teachers of the schools tried to set an example 

by reading themselves. All in all, at both the experimental and control school time was spent on 

reading promotion activities, including free reading in class and reading aloud to children, albeit 

the experimental school had two reading coordinators who formulated a reading promotion plan 

that was used in the last school year.

EXPERIMENTAL SCHOOL VERSUS CONTROL SCHOOL
To sum up, there were no major differences between the two schools with respect to language 

and reading education and reading promotion activities, except for the school library program 

Experimental school (n = 15) Control school (n = 17)

Activity Mean SD Mean SD

Reading aloud to class 5.00 .00 4.47 1.18

Introducing books in the class 2.60 .74 2.71 .77

Students giving presentation of a book 3.07 .80 3.53 1.28

Participating in project around books/reading 2.00 .38 1.94 .24

Consult with team about reading promotion 2.00 .00 1.94 .66

Organize a book circle 1.94 .99 1.41 .62

TABLE 2  READING PROMOTION BY TEACHERS (n = 32) , BY SCHOOL

Note. A higher mean indicates more frequently engaging in the activities (range 1-5).


