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In this study we evaluated the performance of the Elementary Reading Attitude Survey 
(ERAS) in a sample of 189 students in Grades 3 and 6 who attended a middle-tier private 
school in Karachi, Pakistan, where the medium of instruction was English (L2) and the 
majority language was Urdu (L1). We took a holistic approach and employed several 
statistical techniques to obtain a consensus about items that did not perform well in the 
sample and thus need more probing regarding their application in the local context. Our 
main finding is that ERAS can be used, albeit with more attention to the specific 
Pakistani educational setting, to measure reading attitudes of Pakistani students in grades 
comparable to elementary school in the U.S. Implications are discussed.  

 
Introduction  
 
Success in literacy is associated with children’s pleasure of and frequent participation in 
literacy-related activities (Bracken & Fischel, 2008; Farver, Xu, Eppe & Lonigan, 2006; 
Frijters, Barron & Brunello, 2000; Weigel, Martin & Bennett, 2006). In the process, 
children learn letter names and sounds, concept of word, and concept of print; they begin 
to recognise words, gain fluency, build vocabulary, understand that words carry meaning, 
and eventually begin independent reading, simultaneously comprehending the written 
word as mental images (Scanlon, Anderson & Sweeney, 2010). The more practice they 
have, the better readers they become (Gambrell, 2015) with many of them attaining 
cognitive clarity during reading (Fisher, 2005).  
 
At the same time, children’s literacy development is impacted by various influences, 
including whether they are learning in a monolingual or multilingual setting. For example, 
English language learners face more complex issues related to reading achievement 
because lack of vocabulary can negatively influence reading comprehension (Bedore, Peña 
& Boerger, 2010; Jiménez, García & Pearson, 1996; Nagy, 1997; Verhoeven, 1990). Wood 
and Gabas (2017, p.412) theorised that  
 

... it would seem reasonable to expect that children with low oral language skills in 
English may have difficulty participating in specific literacy activities (e.g. shared-book 
reading, storytelling, answering comprehension questions) which could potentially 
influence their attitudes and ratings of enjoyment of reading in the early grades. 

 
Content taught to English learners is often watered-down and below their grade level by 
untrained teachers, resulting in their lack of preparation in strategies to tackle academic 
content critically (Solórzano, 2008). Yet, scholars recommend that instructional practices 
that have improved outcomes for monolingual speakers will similarly be effective for 
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English language learners, so long as they are suited to their distinct needs (August, 
Goldenberg, Saunders & Dressler, 2010; Genesee, Lindholm-Leary, Saunders & Christian, 
2005; Shanahan & Beck, 2006). 
 
There are many schools around the world where students are immersed in English even 
though the majority language is different. While English has been used as a medium of 
instruction since colonial times for elite populations, the situation has changed recently 
due to globalisation with greater segments of populations valuing bi/multilingualism for 
reasons such as higher education abroad, job mobility, and socio-economic progress (de 
Mejía, 2002). These students’ trajectory from attaining basic literacy to achieving reading 
success is also complicated due to various factors such as attitudes toward reading, 
vocabulary limitations, quality of instruction, as well as access to books, in addition to 
socio-economic status and type of schooling opportunities.  
 
Due to the differences between monolingual and multilingual settings, it is important to 
study the applicability of research instruments developed in the former environment for 
relevance in the latter context. In this article, we conducted item analysis of the Elementary 
Reading Attitude Survey (ERAS), developed by McKenna and Kear (1990), to determine 
adaptability in Grade 3 and Grade 6 in a middle-tier English-medium private school in 
Karachi, Pakistan. 
 
Background and literature review 
 
Pakistan has a thriving English-medium private education sector. English-medium private 
schools in Pakistan are generally categorised as elitist or non-elitist (Rahman, 2001). Elitist 
schools cater to an elite population and prepare their students for international pre-
university credentials, providing quality English-medium education (Rahman, 2005). Non-
elitist schools are low-fee schools which are attended by children of lower middle class 
and working class segments of the society (Coleman & Capstick, 2012); despite their 
“English-medium” label, students gain minimal exposure to the English language as these 
schools mainly rely on Urdu, the national language, or a regional tongue as medium of 
instruction (Manan, David & Dumanig, 2015). This binary classification, although 
repeatedly reproduced in literature, does not account for the recent demographic changes 
in Pakistan due to urbanisation, migration, and the return of migrants which have 
contributed to the proliferation of quality English-medium schools for the “new middle 
class” (Akhtar, 2016; Maqsood, 2017); Pervez, (2024) has termed these schools middle-tier 
private schools. As de Mejía (2002) has shown in her book, this phenomenon of larger 
segments of society pursuing education which was hitherto restricted to elites only is not 
limited to Pakistan. 
 
Middle-tier private schools are high-fee schools that provide a resource-rich and literacy-
rich environment to their students; they generally follow the British educational system of 
O/A Levels (see Appendix) (Pervez, 2024). Their clientele are mostly members of the new 
middle class who are both moneyed and modern yet committed to religious conservatism 
and cultural norms, unlike elites (Maqsood, 2017). Parents in the new middle class 
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typically have tertiary degrees and professionally occupy mid-level positions in the 
government or private sector (Maqsood, 2017), unlike the largely illiterate clientele that 
sends its children to non-elitist schools (Haidar & Fang, 2019). Furthermore, students of 
middle-tier private schools are immersed in English from an early age while speaking 
Urdu or a regional language at home (Pervez, 2023). This is distinct from both elitist and 
non-elitist schools because, according to the literature, elite students speak English 
fluently both at school and at home (Rahman, 2005; Malik, 2015) whereas students who 
belong to the low socio-economic strata mainly speak Urdu or a regional language both at 
home and at school (Manan, David & Dumanig, 2015). When analysing results of the item 
analysis of ERAS, therefore, we are mindful of the particular setting in which it has been 
administered: a literacy-rich, resource-rich school where students are immersed in an 
English-only instruction from an early age, yet their home language environment is 
predominantly Urdu (Pervez, 2023, 2024). 
 
Considering the multilingual context of Pakistan’s middle-tier private schools, studying 
students’ attitudes towards reading is an important step in assessing ways to support 
students in developing literacy skills. The literature notes that reading has affective and 
cognitive features (Robeck & Wilson, 1973). While research has mostly focused on 
cognitive aspects of reading, such as reading fluency and comprehension, studying reading 
affect, such as reading attitudes, is extremely important as well (Petscher, 2010). For 
instance, a student’s attitude toward reading determines “whether one likes to read or not” 
(Lwin & Lynch 2015, 41). As such, reading attitudes are linked with reading behaviours 
such as motivation to read, reading frequency, and engagement while reading (McGeown, 
Johnston, Walker, Howatson, Stockburn & Dufton, 2015).  
 
Motivation has been identified as a key factor in reading success due to increased time 
spent reading which influences reading proficiency (Schaffner, Schiefele & Ulferts, 2013). 
Coddington and Guthrie (2009) further identified three elements that form the larger 
concept of reading motivation: reading self-efficacy, i.e., how well a student judges their 
reading abilities; perceived difficulty of reading in general and reading orientation (ability 
to focus during a reading task). Engagement is another vital component of reading 
achievement, which has the potential to positively affect student reading proficiency 
despite low socio-economic status or family background, both in the United States and 
internationally (Brozo, Shiel & Topping, 2008; Campbell, Voelkl & Donahue, 1997). 
Fredricks, Blumenfeld and Paris (2004) explained that engagement consists of behavioural 
(amount of participation), affective (emotional connection), and cognitive (level of effort) 
aspects. Engaging activities are authentic and collaborative while offering choice, 
challenge, and sustained learning (Parsons, Malloy, Parsons & Burrowbridge, 2015). It is 
important to note here that while we want students to become proficient readers, we also 
want them to develop a reading habit so that they want to read, instilling in them a love of 
reading (Hiebert, 2009; Spiegel, 1981). Indeed, research has shown that “developing 
positive attitudes towards reading arguably sets a child on the right path towards 
becoming a successful, independent and active reader” (McGeown et al., 2015, p.391). 
 
ERAS (McKenna & Kear, 1990) has been widely used both in the United States and 
across the world. Its reliability and versatility has been verified through many studies. For 
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instance, Lee (2014) employed ERAS translated into the Korean language to probe 
whether peer reading enhances reading attitudes among children. In the Phillipines, 
Gunobgunob-Mirasol (2020) studied fifth and sixth graders’ reading attitudes using local 
languages and concluded that girls have greater positive attitudes than boys and attitudes 
declined when student age increased, similar to the original findings of McKenna, Kear 
and Ellsworth (1995). Mahasneh, von Suchodoletz, Larsen and Dajani (2021) studied the 
impact of reading aloud on Jordanian children's reading attitudes via ERAS translated into 
Arabic. Çalışkan and Ulaş (2022) utilised ERAS in the Turkish language to study the 
impact of parental involvement on children’s reading attitudes. Ho, Pham and Dam 
(2022) likewise translated ERAS into Vietnamese for investigating reading attitudes in 
early grades.  
 
As evident from the above examples, ERAS has usually been administered in the students’ 
main language, whether in the United States or internationally. However, there are some 
studies where ERAS was administered to students whose school language was English, 
but home language was not. Wood and Gabas (2017, p.408) found that Spanish-speaking 
English language learners in Grades 1 and 2 “demonstrated generally positive attitudes 
towards reading, despite potential language barriers.” Lwin and Lynch (2015) studied the 
reading attitudes of EFL students at an international school in Bangkok using ERAS. Our 
study also administered ERAS in the English language to Pakistani students whose 
schooling takes place in English, whereas their home language is predominantly Urdu 
(Pervez, 2024). 
 
Method 
 
Sample and participants 
 
The data used in this study came from a survey of Grade 3 and Grade 6 students from a 
middle-tier private school situated in the metropolitan city of Karachi in Southern 
Pakistan. Karachi is the largest Pakistani city by population with an estimated population 
of 15 million people. It is considered a financial and manufacturing hub and represents 
individuals from all provinces of the country. The data were collected in two waves 
(January and November) of the same year. Our sample included 106 students from Grade 
3 and 83 students from Grade 6. Among Grade 3 students, 43.4% were female with age 
ranging from 7 to 10 years (M = 8.00, SD = 0.53). Among Grade 6 students, 59.0% were 
female with age ranging from 10 to 12 years (M = 10.94, SD = 0.44). 
 
Elementary Reading Attitude Survey (ERAS) 
 
We adopted the Elementary Reading Attitude Survey (ERAS) scale developed by McKenna 
and Kear (1990). It was selected due to its potential generalisability to diverse populations 
of primary school (Grades 1–6) students with scale items selected based on desirable 
psychometric properties, empirically-supported validity and reliability, and suitability for 
brief group administration to counter low attention spans. The scale consists of 20 
multiple-choice questions with answer choices depicted in pictorial form. In the original 
survey Garfield, a well-known comic character in the U.S., was used. However, we 
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decided to replace Garfield who may not be familiar to Pakistani students with smiley 
faces ranging from the very upset to the happiest. A few other minor changes were made 
to the wording of some of the questions for alignment with a Pakistan-specific audience. 
Of the 20 survey questions, ten measure academic reading while the other half measure 
recreational reading. We refer to these two dimensions as independent scales in this study. 
All surveyed students in both grades were administered the full set of 20 ERAS items, 
with each item measured on a 4-point ordinal happiness scale. The scale categories were 
(1) very upset, (2) mildly upset, (3) slightly happy, and (4) happiest. Thus, higher values on 
this scale are indicative of a positive attitude towards reading. Item descriptions are 
provided in Table 1. 
 
Methodological approach 
 
To see whether the items underlying each scale measured the same latent construct, we 
examined detailed item-level statistics separately for each scale. Our methodological 
approach was holistic in that rather than rely on a single criterion or cut-off we examined 
several psychometric properties to develop a consensus about various scale characteristics. 
The analytical methods that we used for item and scale analysis included reporting 
descriptive statistics such as measures of centre, variability, and association for the overall 
sample as well as by grade; reliability analysis with both original and standardised items; 
principal components analysis; t tests for item means; inter-item correlations; and multiple 
regression. 
 

Table 1: Items comprising the Academic reading and Recreational reading scales 
 

Item 
Grade 3 Grade 6 
M SD M SD 

Academic reading 3.37 0.41 3.34 0.36 
How do you feel ...     

1. when the teacher asks you questions about what you read? 3.20 0.78 3.26 0.66 
2. about doing reading workbook pages and worksheets? 3.29 0.80 3.05 0.75 
3. about reading in school? 3.47 0.66 3.31 0.68 
4. about reading your school books? 3.37 0.78 3.11 0.81 
5. about learning from a book? 3.68 0.55 3.73 0.52 
6. when it’s time for reading class? 3.44 0.67 3.56 0.63 
7. about the stories you read in reading class? 3.41 0.73 3.50 0.59 
8. when you read out loud in class? 3.16 1.01 3.34 0.80 
9. about using a dictionary? 3.28 0.88 3.02 0.88 
10. about taking a reading test? 3.41 0.82 3.49 0.72 

Notes. Grade 3, n = 106. Grade 6, n = 83. Response choices for all items ranged from 1 (very 
upset) to 4 (happiest). Scale statistics are shown in bold.  
Cronbach's alpha reported in parentheses is for standardised items. 
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Item 
Grade 3 Grade 6 

M SD M SD 
Recreational reading 3.40 0.35 3.40 0.42 
How do you feel ...     

1. when you read a book on a holiday when you have to stay 
inside the house? 

3.27 0.75 3.22 0.70 

2. when you read a book in school during free time? 3.52 0.71 3.37 0.67 
3. about reading for fun at home? 3.44 0.74 3.64 0.69 
4. about getting a book for a present? 3.52 0.63 3.41 0.75 
5. about spending free time reading? 3.24 0.82 3.36 0.72 
6. about starting a new book? 3.71 0.55 3.73 0.47 
7. about reading during summer vacation? 2.97 0.87 3.29 0.85 
8. about reading instead of playing? 2.92 0.93 2.66 0.80 
9. about going to a bookstore? 3.66 0.56 3.67 0.59 
10. about reading different kinds of books? 3.77 0.46 3.63 0.53 

Cronbach's alpha: Academic reading .72 (.73) .68 (.70) 
Cronbach's alpha: Recreational reading .66 (.66) .82 (.82) 
Notes. Grade 3, n = 106. Grade 6, n = 83. Response choices for all items ranged from 1 (very 
upset) to 4 (happiest). Scale statistics are shown in bold.  
Cronbach's alpha reported in parentheses is for standardised items. 
 
Empirical results 
 
Academic reading scale 
 
We calculated reliability coefficients for each scale separately. For Grade 3, Cronbach's 
alpha for the academic reading scale was .73 for standardised items and .72 for 
unstandardised items. For Grade 6 the corresponding alpha values were .70 and .68 
respectively. Although .68 is slightly lower than the usual .7 textbook cut-off, overall these 
figures support adequate reliability in both Grade 3 and Grade 6 samples. Having 
established that the 10 items on the academic reading scale were more or less measuring 
the same underlying construct, we examined item means and standard deviations, and 
inter-item correlations to flag unusual or problematic items. These summary statistics are 
presented by grade in Table 1.  
 
The means on all 10 items significantly exceeded 3 with item 8 being the only exception in 
Grade 3 sample, and items 2, 4, and 9 being exceptions in Grade 6 sample. The t test 
results for deviation of item means from a hypothesised value of 3 are presented in Table 
2. We chose 3 as the hypothesised value because grand means on both scales for each 
grade were closest to this anchor point on the original 1–4 Likert scale. Cohen's d for all 
differences was smaller than or equal to 0.2 indicating small effect sizes.  
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Table 2: t tests for item means and Cohen's d 
 

Item 
Grade 3 Grade 6 

ΔM d ΔM d 
Academic reading scale         
How do you feel ... 

    

1. when the teacher asks you questions about what 
you read? 

0.20** 0.06 0.26** 0.08 

2. about doing reading workbook pages and 
worksheets? 

0.29*** 0.09 0.05 0.02 

3. about reading in school? 0.47*** 0.14 0.3*** 0.09 
4. about reading your school books? 0.36*** 0.11 0.11 0.04 
5. about learning from a book? 0.68*** 0.18 0.73*** 0.2 
6. when it’s time for reading class? 0.43*** 0.13 0.56*** 0.16 
7. about the stories you read in reading class? 0.41*** 0.12 0.5*** 0.14 
8. when you read out loud in class? 0.16 0.05 0.34*** 0.1 
9. about using a dictionary? 0.28** 0.09 0.02 0.01 
10. about taking a reading test? 0.41*** 0.12 0.49*** 0.14 

Recreational reading scale 
    

How do you feel ...     
1. when you read a book on a holiday when you have 

to stay inside the house? 
0.27*** 0.08 0.22** 0.07 

2. when you read a book in school during free time? 0.51*** 0.15 0.37*** 0.11 
3. about reading for fun at home? 0.44*** 0.13 0.64*** 0.18 
4. about getting a book for a present? 0.52*** 0.15 0.41*** 0.12 
5. about spending free time reading? 0.24** 0.07 0.36*** 0.11 
6. about starting a new book? 0.71*** 0.19 0.73*** 0.2 
7. about reading during summer vacation? -0.03 -0.01 0.29** 0.09 
8. about reading instead of playing? -0.08 -0.03 -0.34*** -0.13 
9. about going to a bookstore? 0.66*** 0.18 0.67*** 0.18 
10. about reading different kinds of books? 0.77*** 0.2 0.63*** 0.17 

Notes. Grade 3, n = 106. Grade 6, n = 83. ΔM = mean difference. Cohen's d interpretation: .2, 
small; .5, medium; .8, large (Cohen, 1992). H0: μ =3. *p < .05. **p < .01. ***p < .001. 
 
Inter-item Pearson correlations are reported in Table 3. These correlations ranged from -
.03 to .46 (M = .22, SD = .11) for Grade 3 and from -.06 to .43 for Grade 6 (M = .19, SD 
= .11). Negative correlations are typically indicative of problematic items with undesirable 
psychometric properties. Our examination of inter-item correlations suggested that four 
items on the academic reading scale involved negative correlations in Grade 3 (items: 3, 8, 
9, and 10) and five items involved negative correlations in Grade 6 (items: 2, 3, 6, 8 and 9). 
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Table 3: Inter-item correlations (Pearson r) 
 

Academic reading scale 
Item 1 2 3 4 5 6 7 8 9 10 

1 – .17 .32** .08 .13 .39*** .36** .30** .09 .25* 
2 .29** – .12 .23* .35** .12 .17 .28* ~0 .21 
3 .22* .10 – .14 .20 .32** .41*** -.01 .23* .04 
4 .26** .43*** .34*** – .18 .14 .27* .07 .15 .17 
5 .36*** .23* .21* .08 – .21 .15 .14 .17 .06 
6 .29** .24* .43*** .46*** .16 – .23* .20 ~0 .20 
7 .19 .38*** .15 .32** .35*** .27** – .16 .33** .21 
8 .15 .25** .08 .10 .16 .13 .17 – -.06 .43*** 
9 .26** .32** .06 .30** .07 .10 .12 -.03 – .18 
10 .22* .36*** -.01 .20* .15 .21* .31** .21* .08 – 

Recreational reading scale 
1 – .19 .37** .39*** .38*** .32** .58*** .40*** .54*** .44*** 
2 .14 – .13 .17 .21 .34** .25* .28* .06 .13 
3 .19 -.02 – .28* .50*** .25* .31** .47*** .34** .42*** 
4 .09 .10 .09 – .30** .12 .25* .52*** .25* .30** 
5 .45*** .42*** .13 .15 – .31** .42*** .45*** .28* .27* 
6 .21* .05 .15 .07 .13 – .26* .31** .30** .15 
7 .43*** .21* .13 .30** .39*** .12 – .40*** .42*** .37*** 
8 .18 .29** .03 .09 .25** -.06 .16 – .18 .31** 
9 .12 .05 .24* .05 .05 .12 .10 -.11 – .32** 
10 .17 .16 .25* .21* .35*** .06 .27** .11 .17 – 

Notes. Grade 3, n = 106. Grade 6, n = 83. Correlations for Grade 3 are reported below the 
diagonals and for Grade 6 above the diagonals. *p < .05. **p < .01. ***p < .001. 
 
Scale reliability coefficients were earlier reported in Table 1. In order to see how these 
coefficients reacted to removal of individual items from the scale we recalculated 
Cronbach's alpha if-item-deleted. These estimates are presented in Table 4 and suggest 
that the coefficient increased when either item 8 or item 9 were removed from the scale 
for Grade 3, and when item 9 was removed for Grade 6. R2 values from multiple 
regression models predicting each individual item on the scale as a function of all 
remaining items are also presented in Table 4. We used the criterion of medium effect size 
(R2 = 13%, Cohen [1992]), to flag potentially problematic items that did not have a strong 
linear predictive relationship with other items on the scale. This approach flagged item 8 
for Grade 3 as problematic (R2 = 10.8%). 
 
Next, we performed principal components analysis to flag items with poor properties. 
Since all items were supposed to form a single dimension, we extracted one component 
and examined the loadings matrix to identify items that did not correlate well with the 
extracted component. For this purpose we used .3 as a cut-off (medium effect, Cohen 
[1992]). Based on this criterion, the principal components procedure did not flag any item 
on this scale (Table 4). 
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Table 4: Cronbach's alpha if-item-deleted, R2, and component loadings 
 

Academic reading 
 Cronbach's alpha 

if-item-deleted R2 Component  
loadings 

Item Grade 3 Grade 6 Grade 3 Grade 6 Grade 3 Grade 6 
1. .69 .64 0.26 0.29 0.59 0.64 
2. .67 .66 0.37 0.22 0.69 0.49 
3. .71 .66 0.26 0.28 0.47 0.55 
4. .68 .67 0.39 0.13 0.68 0.44 
5. .70 .66 0.25 0.20 0.49 0.47 
6. .69 .65 0.33 0.24 0.63 0.57 
7. .69 .63 0.28 0.33 0.61 0.66 
8. .73 .67 0.11 0.29 0.35 0.48 
9. .72 .69 0.18 0.21 0.39 0.35 
10. .70 .65 0.21 0.27 0.49 0.52 

Recreational reading 
 Cronbach's alpha 

if-item-deleted R2 Component  
loadings 

Item Grade 3 Grade 6 Grade 3 Grade 6 Grade 3 Grade 6 
1. .60 .79 0.32 0.52 0.65 0.76 
2. .63 .83 0.23 0.18 0.50 0.38 
3. .65 .80 0.14 0.41 0.36 0.67 
4. .65 .81 0.11 0.34 0.39 0.58 
5. .58 .80 0.41 0.37 0.75 0.67 
6. .66 .82 0.08 0.26 0.29 0.51 
7. .59 .80 0.30 0.44 0.69 0.70 
8. .66 .79 0.15 0.48 0.38 0.70 
9. .66 .81 0.11 0.38 0.25 0.60 
10. .63 .81 0.21 0.30 0.57 0.60 

Notes. Grade 3, n = 106. Grade 6, n = 83. R2 interpretation: .02, small; .13, medium; .26, large 
(Cohen, 1992). Bold alpha values indicate an increase when corresponding item is dropped from 
the scale. Bold R2 values indicate small effect. 
 
Recreational reading scale 
 
We repeated the analyses performed on academic reading scale for the recreational 
reading scale. For Grade 3, Cronbach's alpha for the academic reading scale was .66 for 
both standardised items and unstandardised items. For Grade 6 both corresponding alpha 
values were .82. Summary statistics are presented in Table 1. The means on all 10 items 
significantly exceeded 3 with items 7 and 8 being the only exceptions in Grade 3 sample. 
The t test results for deviation of item means from a hypothesised value of 3 are presented 
in Table 2. Cohen's d for all differences was smaller than or equal to 0.2 indicating small 
effect sizes. Our examination of inter-item correlations in Table 3 suggested that five 
items on the recreational reading scale involved negative correlations in Grade 3 (items: 2, 
3, 6, 8, and 9). 
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Examination of Cronbach's alpha if-item-deleted suggested that scale reliability increased 
when either item 8 or item 9 were removed from the scale for Grade 3, and when item 2 
was removed for Grade 6. The R2 criterion flagged items 4, 6, and 9 for Grade 3 as having 
weak linear predictive relationship with other scale items. The principal components 
procedure flagged items 6 and 9 for Grade 3 as having low loading on this scale (Table 5). 
 

Table 5: Summary of statistical methods 
 

Scale and items t  
test 

Inter-
item r 

Cronbach's α  
if-item-deleted R2 PCA 

loading 
Academic reading 

     

How do you feel ... 
     

1. when the teacher asks you questions about 
what you read? 

     

2. about doing reading workbook pages and 
worksheets? 

† † 
   

3. about reading in school? 
 

* † 
   

4. about reading your school books? † 
    

5. about learning from a book? 
     

6. when it’s time for reading class? 
 

† 
   

7. about the stories you read in reading class? 
     

8. when you read out loud in class? * * † * * 
 

9. about using a dictionary? † * † * † 
  

10. about taking a reading test? 
 

* 
   

Recreational reading 
     

How do you feel ...      
1. when you read a book on a holiday when 

you have to stay inside the house? 

     

2. when you read a book in school during free 
time? 

 
* † 

  

3. about reading for fun at home? 
 

* 
   

4. about getting a book for a present? 
   

* 
 

5. about spending free time reading? 
     

6. about starting a new book? 
 

* 
 

* * 
7. about reading during summer vacation? * 

    

8. about reading instead of playing? * * * 
  

9. about going to a bookstore? 
 

* * * * 
10. about reading different kinds of books? 

     

Notes. * Item flagged for Grade 3. † Item flagged for Grade 6. 
 
Discussion and conclusions 
 
In this study we evaluated the performance of Elementary Reading Attitude Survey 
(ERAS) in a sample of 189 students in Grades 3 and 6 who attended a middle-tier private 
school in Karachi, Pakistan, where the medium of instruction was English (L2) and the 
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majority language was Urdu (L1). We took a holistic approach and employed several 
statistical techniques to obtain a consensus about items that did not perform well in the 
sample and thus should either be modified or dropped from the scale. The main results 
are summarised in Table 5 which shows flagged items from all five methods that we 
applied. Our main finding is that ERAS can be used, albeit with modification, to measure 
reading attitudes of Pakistani students in grades comparable to elementary school in the 
U.S. As a liberal rule we suggest that only items which were flagged by three or more 
methods be removed before administering the survey. This would still leave seven to eight 
items on the scale. Alternatively, a conservative approach would be to keep only those 
items that were not flagged by any of the methods. However, this would result in retaining 
only three items on either scale which may not be sufficient for some statistical analyses. 
 
There are several potential reasons why some of the ERAS questions showed poor 
performance in our sample. First, the original survey was designed specifically for a U.S. 
audience. Given the differences in cultural, social, linguistic, economic and educational 
makeup across countries, there is never a guarantee that a scale may generalise perfectly 
beyond the intended population. Our empirical results certainly support this. Despite this, 
some of the items that were flagged for poor psychometric properties by our methods 
may be retrievable with a change in wording. For example, question 9 on the recreational 
reading scale, "How do you feel about going to a bookstore?" was flagged as a poor item 
for Grade 3 by four of our five methods. This could be due to a student's lack of 
familiarity with the context in which this question was imagined. Unlike the U.S., where 
bookstores and libraries tend to have a very similar structure (e.g. in terms of cataloguing, 
browsing and buying/checking out books), in Pakistan most neighbourhood bookstores 
have a very traditional layout that more closely resembles a pizza take-out experience 
(order, wait, verify, pay). Bookstores that are similar to the American experience are few 
and often have prohibitive cost structures for middle class families.  
 
Furthermore, book fairs are more common places where students may be purchasing 
books instead of bookstores. In addition to weekly book fairs at select locations, schools 
routinely host book fairs. Karachi Private Academy, for instance, has book fairs with 
discounted prices at least twice a year on days when parents come to the school with their 
children to meet teachers and receive report cards. Then, similar to flea markets, there are 
street vendors at local markets who sell used books; this could be a peddler with a cart 
carrying a heap of books or stacks of books displayed on the ground. Karachi has an 
annual book exhibition as well for many days where many publishers and bookstores are 
represented that offer books at reduced prices. Therefore, there are a variety of ways 
students may be acquiring books rather than “bookstores” which may be why this item 
has been flagged. 
 
This difference in context points to the larger issue of uneven mapping of research from 
the Global North in the Global South environment as highlighted in recent literature (e.g. 
Groenewald & Teise, 2024). Instead of taking instruments and/or findings from the 
former context and applying them wholesale to the latter landscape, it is important to 
probe them for relevance first and situate them accordingly. For instance, while reading 
success in monolingual contexts often focuses on pleasure reading which is intrinsically 
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motivated, in multilingual contexts where English is centred as the language of instruction 
even though it is not the majority language, reading success in students’ minds may have 
more to do with academic success, i.e., extrinsically motivated. Therefore, even reading for 
pleasure may be promoted by teachers and parents for the purpose of better academic 
outcomes to counter the limitations of low oral language skills and lack of word bank 
which are also faced by English language learners in the Global North (Wood & Gabas, 
2017; Bedore, Peña & Boerger, 2010; Jiménez, García & Pearson, 1996; Nagy, 1997; 
Verhoeven 1990). As such, students in the Global South may be approaching recreational 
reading with an academic goal since it improves their vocabulary, comprehension, and 
fluency in the English language. In the context of English-medium middle-tier private 
schools in Pakistan, Pervez (2023) has found that students prefer English books when 
reading for pleasure, even though they are more comfortable speaking in their home 
language. Our findings in this study, hence, contribute to identifying these bigger issues 
that need to be acknowledged when utilising studies from the Global North in the Global 
South research endeavours. 
 
Additionally, ERAS was developed in the early 1990s. Since then the reading scene has 
changed significantly in the U.S. Hand-held devices such as smart phones and tablets have 
become prevalent during the last two decades and are being used by students at 
increasingly younger ages. For example, reading does not mean just reading a book any 
more but also includes reading information from a website. Moreover, children may be 
reading e-books more and more as newly published books in English may be more 
difficult to obtain in the physical form. ERAS questions that equate reading with book-
reading or printed copies of books thus may no longer be completely relevant in a digital 
era.  
 
These explanations are not meant to suggest that ERAS is totally obsolete. This survey 
remains popular and continues to be used for academic research (for recent examples, see 
Coffman et al., 2023; Sánchez et al. 2023). However, it may be time for a thorough 
overhaul and rewording of the original survey questions. From an applied perspective, 
when used effectively a tool such as ERAS can aid teachers objectively in promoting 
students’ pleasure of reading as well as their frequency of participation in activities related 
to reading literacy. For example, the survey can be used at the start of the school year to 
assess where students stand with respect to their attitudes towards both academic and 
recreational reading i.e. to establish a baseline. This information can also be used for 
group comparisons (e.g. boys versus girls) and for evaluation purposes (e.g. repeated 
measurements over fixed time intervals to assess improvement). 
 
Limitations 
 
Our study has several limitations. First, the sample that we used came from a large city in 
Pakistan. Thus, our results may not be generalisable to those parts of the country that 
have a very different demographic makeup. Second, we did not evaluate the validity of 
survey items as this has been established in earlier literature (see McKenna & Kear, 1990). 
Our main focus was on identifying issues with internal consistency and unusual item 
behaviour. 
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Future research 
 
Our study can be advanced in several ways. First, our approach can be replicated in 
samples representing other elementary grades, and across demographic subgroups. 
Second, employing a large-scale nationally representative sample will increase 
generalisability of findings. Third, it will be useful to employ a longitudinal approach 
where student attitude towards reading can be monitored over time. Fourth, additional 
scales can be tested using the methodology outlined in this study. These need not be 
limited to reading and the domain can be expanded to include other key areas of literacy 
such as science and mathematics. Fifth, researchers need to work towards a more 
representative version of ERAS that better reflects the diverse media students engage with 
in terms of literacy-related activities beyond the printed books such as through 
informational websites, e-books, videos, as well as educational gaming. The need for such 
research takes on a special importance in light of recently published findings that suggest 
improved outcomes for students exposed to digital media (e.g. Günbaş & Gözüküçük, 
2020). Finally, this study’s findings can be extended by probing intrinsic versus extrinsic 
reading motivational factors among students in the Global South and what that may reveal 
regarding how to promote children’s pleasure of and frequent participation in literacy-
related activities, in a context where students are immersed in English even though the 
majority language is different. 
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Appendix: List of abbreviations and their meanings 
 
ERAS Elementary Reading Attitude Survey (McKenna & Kear, 1990) 
L1 First language 
L2 Second language 
O/A levels "Ordinary Levels" and "Advanced Levels." These are academic 

qualifications typically associated with the General Certificate of Education 
(GCE) system, commonly used in the UK and its former colonies. 

EFL English as a foreign language 
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