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Foreword  
 

The aim of this volume is to provide researchers, graduate students, and interested educators a 

strong background in the motivational, cognitive, and instructional characteristics of reading 

comprehension. We emphasize information books in science and other domains because this is 

the main reading diet in secondary school. StudŜƴǘǎΩ ŀŎŀdemic success and future depend on 

coping successfully with the subject matters and challenges of information text. Yet educators 

often neglect to teach this vital zone of specialized literacy.  

 

This book extends our previous work on reading motivation from later elementary school to 

middle school students. We continue to pursue the themes of reading motivations and the 

classroom contexts for promoting them. In attempting to identify motivations that energize 

reading in these age groups we cast a wide net, using constructs from multiple theories in the 

motivation literature. In this book, we extend current theoretical frameworks as we introduce 

our conceptualization of both the affirming and undermining motivations, which refer to the 

negative as well as the positive drivers of reading activities and achievement. 

 

Based on a five-year grant from NICHD, we present the engagement and disengagement of 

struggling readers, as well as more highly achieving students, and we attend closely to African 

American students. This minority population is little studied explicitly with empirical research 

tools of educational psychologists and developmental psychologists. Our aim is to identify the 

pathways to minority achievement by contrasting highly achieving and highly motivated African 

American students with their less academically proficient peers. We attempt to honor the 

sociological and cultural legacy of African American students while creating and investigating 

support systems that may enhance their educational progress. 

 

Beyond portraying adolescents, we are on a quest to increase their academic motivation, 

engagement, and achievement. This book not only reviews educational research, but also 

reports on our instructional endeavors during three years of work with all seventh graders in 

one school district. From reports of teachers, student questionnaires, expert observations of 

classrooms, and interviews with students, we identify the key qualities of classroom contexts 

ǘƘŀǘ ƛƳǇŀŎǘ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ƭƛǘŜǊŀŎy. We report some surprises in the motivations that 

ŘƻƳƛƴŀǘŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘǎ ŀƴŘ ǘƘŜ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ ŦƻǎǘŜǊ ǘƘŜǎŜ 

motivations. 

 

Our landscape in this volume is broad because the dilemma of adolescent academic 

engagement in literacy is formidable. We have connected the relevant research to our recent 

findings in these varied domains to equip researchers with the tools to take the next steps in 

this frontier. We encourage researchers to team with educators, as we have, to utilize this 

knowledge pragmatically in the improvement of classroom contexts in fostering literacy 

engagement in middle schools. 
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Chapter 1 
______________________________________________________________________________ 

Motivation, Achievement, and Classroom Contexts for 

Information Book Reading 

 

John T. Guthrie, Susan Lutz Klauda, and Danette A. Morrison 

University of Maryland, Department of Human Development and Quantitative 
Methodology  
3304 Benjamin Building 
College Park, Maryland 20742 

 

Abstract: To investigate this broad landscape we surveyed empirical literature in the behavioral 
sciences and retrieved perspectives from educational researchers. For adolescents, the themes 
of motivation, achievement, and classroom contexts for academic literacy rarely crossed. To 
explore them, we conducted extensive interviews with young adolescents and followed up with 
questionnaires, cognitive assessments, and instruction targeted to increasing reading 
engagement. Dedication to reading was a prominent motivation that connected to 
achievement. Referring ǘƻ ŜŦŦƻǊǘΣ ǘƛƳŜΣ ŀƴŘ ǇŜǊǎƛǎǘŜƴŎŜΣ ŘŜŘƛŎŀǘƛƻƴ ƛǎ ƎǊƻǳƴŘŜŘ ƛƴ ǎǘǳŘŜƴǘǎΩ 
values, self-efficacy, and peer relationships. Dedication correlated higher with school and 
nonschool reading for African American than for European American students. Motivation 
profiles showed the following rank order with achievement: dedicated but disinterested; 
dedicated and interested; avoidant and disinterested; avoidant and interested. After 
ŎƻƴǎǘǊǳŎǘƛƴƎ ŀ ŎƻƎƴƛǘƛǾŜ ƳƻŘŜƭ ƻŦ ǎǘǳŘŜƴǘǎΩ ƛƴŦƻǊmation text comprehension, we provided 
ƛƴǎǘǊǳŎǘƛƻƴ ǘƻ ƛƴŎǊŜŀǎŜ ŘŜŘƛŎŀǘƛƻƴ ŀƴŘ ƛƴǘŜǊŜǎǘΦ CǊƻƳ ƛƴǘŜǊǾƛŜǿǎΣ ǿŜ ǊŜƭŀǘŜŘ ǎǘǳŘŜƴǘǎΩ 
experiences of instructional practices to their motivations for information text reading. Students 
reported that the following practices increased their dedication to read: relevance, choice, 
success, and thematic units. Each practice also decreased dedication and interest substantially 
when it was lacking from their classroom experience. Based on this framework, we developed 
Concept-Oriented Reading Instruction for adolescents, which is discussed in Chapter 4. 
 

Keywords: achievement gap, information text, academic literacy, motivation, reading, 
instruction 

 

Overview  

 

This chapter is like a natural lake in a mountainous region. It is broad and deep with uneven 

promontories along its banks and surprising structures in its underwater zones. Although we 

discuss engagement extensively, we anchor our work in reading achievement. Achievement 

refers to test scores on standardized achievement measures, although we occasionally show 

how achievement expressed as grades in Reading/Language Arts class connect to motivation 

and engagement. 
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CƛǊǎǘΣ ǿŜ ƛƴǾŜǎǘƛƎŀǘŜ ŀƳƻǳƴǘ ƻŦ ǊŜŀŘƛƴƎ ŀǎ ŀ ǇǊƻƳƛƴŜƴǘ ǉǳŀƭƛǘȅ ƻŦ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎΦ ²Ŝ ŀǊŜ 

referring to two broad domains, reading fiction for pleasure, which dominates 

ǎǘǳŘŜƴǘǎΩnonschool reading, and reading substantive information texts, which prevails in school 

settings. How widely and frequently students read is a factor self-evidently connected to 

achievement. It almost seems facile to say that highly-achieving students read more widely and 

avid readers achieve more highly than others. But this obvious factor is insufficiently 

appreciated in too many circles and is often disregarded in systematic attempts at boosting 

ǎǘǳŘŜƴǘǎΩ ƭƛǘŜǊŀŎȅ ƛƴ ǎŎƘƻƻƭΦ bŜǾŜǊǘƘŜƭŜǎǎΣ ƻǳǊ ŦƛǊǎǘ ǇǊƻǇƻǎƛǘƛƻƴ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊ ƛǎ ǘƘŀǘ 

achievement in reading is associated with behavioral engagement in reading. Most poignantly, 

we elaborate how this works for both African American and European American students, with 

the surprising observation that this factor is especially important for African Americans and may 

be a powerful lever for literacy advancement of minority students.  

 

If behavioral engagement is as important as we propose, we need to excavate its sources. What 

drives students to read widely and frequently in ways that propel their achievement upwards?  

In this section, we propose a motivational quality of learners termed dedication as a primary 

driver of achievement in comprehending information books for school. Dedication is the 

disposition to read widely and thoroughly, while committing effort, time, and persistence to 

reading activities. Dedication is accompanied by positive beliefs about the benefits of reading 

ŦƻǊ ƻƴŜΩǎ ǇǊŜǎŜƴǘ identity and future success. To unearth the qualities of dedication we tapped 

into interviews with an unprecedented number of adolescents and questionnaire reports from 

all Grade 7 students in one school district. Connected to the belief that reading is valuable for an 

array of reasons, dedication powers reading achievement.  Beyond achievement, dedicated 

students exercise self-discipline to gain knowledge they value, to maintain an image as adept, 

superior students, and to build a successful future at school and work.  

 

A prominent feature of dedication to reading in middle school is the surprising profile it forms 

when it is combined with interest in reading in this age group. While dedication is a primary 

driver of achievement, interest in reading information books is shockingly low in the middle 

school population. We find that different combinations of dedication and interest are connected 

to achievement in important and powerful ways.  

 

Dedication to reading does not appear out of nowhere nor does it come merely from home. 

vǳƛǘŜ ǘƘŜ ƻǇǇƻǎƛǘŜΣ ŘŜŘƛŎŀǘƛƻƴ ƛǎ ƘƛƎƘƭȅ ŎƻƴƴŜŎǘŜŘ ǘƻ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜǎΦ {ǘǳŘŜƴǘǎΩ 

declarations in their interviews show that when they experience successes in learning from 

books, choices in selecting learning materials and texts, interactive opportunities with peers, 

personal connections to information in academic texts, and thematic linkages across time in 

their coursework, they show high dedication for informational reading. Adversely, classroom 

experiences may also be connected to avoidance of reading information books. Students report 

stunning levels of reading avoidance when they experience no success in reading, teacher 

control of materials, excessive individual work, absence of personal connections to text, and a 

fragmented series of topics for reading. We expect that classroom experiences and reading 
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dedication are reciprocal, with each fueling the other. Our central theme is that dedication is 

promoted and avoidance is prevented by clearly identifiable teacher-generated classroom 

experiences. 

 

Background  

 

Motivating Adolescents for Academic Literacy 

This topic points to the issue we are exploring most centrally in this book. We paint the 

background for this book by unpacking this topic phrase by phrase. Although our agenda 

addresses literacy, our interests are focused on a sharply defined meaning of literacy. 

{ǇŜŎƛŦƛŎŀƭƭȅΣ ǿŜ ŀǊŜ ŀŘŘǊŜǎǎƛƴƎ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƻŦ ǘŜȄǘǎ ŦƻǊ ƳŜŀƴƛƴƎΦ ¢ƘŜ ǘŜȄǘǎ Ƴŀȅ ōŜ ƛƴ ǇŀǇŜǊ 

in the form of a mystery novel, on the computer in the form of a Web site, or a text message on 

ŀ ƳƻōƛƭŜ ǇƘƻƴŜΦ ²Ŝ Řƻ ƴƻǘ ƛƴŎƭǳŘŜ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ άƎŜƴŜǊŀƭ ƪƴƻǿƭŜŘƎŜέ ƻŦǘŜƴ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ 

ǘƘŜ ǘŜǊƳ ƭƛǘŜǊŀŎȅ ŀǎ ƛƴ ǘƘŜ ǇƘǊŀǎŜ άƎŜƻƎǊŀǇƘƛŎ ƭƛǘŜǊŀŎȅέ ƻǊ άŎƻƳǇǳǘŜǊ ƭƛǘŜǊŀŎȅΦέ YƴƻǿƛƴƎ about 

geography or knowing about computers is valuable, but they have their own idiosyncrasies.  

 

We use the word academic in our pursuit to understand the motivation students have for their 

school reading. We will target the reading activities of students within their seventh grade 

coursework in a typical school, which includes Science, Social Studies, Math, Health, and 

Reading/Language Arts. This contrasts with nonschool reading that students may enjoy for a 

variety of purposes as illustrated by Moje, Overby, Tysvaer, and Morris (2008), Alvermann et al. 

(2007), and others, which we will treat briefly. Such nonschool reading may be comprised of text 

messaging, comic books, Facebook and a range of social networking Web sites, and magazines 

ŎƻƴƴŜŎǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ ƘƻōōƛŜǎΦ 

   

Academic literacy is dominated by informational texts that contain disciplinary knowledge that 

is central to the curriculum goals of a school district and state. These materials may embrace 

textbooks, other trade books, Web sites, and informational packets distributed by teachers. 

Although students read literary texts in middle and high school, the significance of these for 

their school success and future prospects shrinks rapidly across the grade levels. Senior year is 

dominated more by texts in chemistry, economics, mathematics, and history than it is by poetry 

and novels. The acquisition of academic literacy is mostly the process of figuring out how to read 

for knowledge that stays beyond the quiz into the next course and endures into the future. 

History is written in a unique register and should be read in a distinctive way. Science has 

diagrams, charts, and figures that are imperative to full understanding. These documents 

demand their own strategies, and failure to read them is failure to grasp the essence of the 

content being taught (Shanahan & Shanahan, 2008). Beyond schooling, students need a frame 

that will propel them into adult literacy (Bean & Readance, 2002). 

 

The word motivation in our book title refers to values, goals, beliefs, and dispositions for reading 

(Wigfield & Tonks, 2002). Regrettably, many educators think of motƛǾŀǘƛƻƴ ŀǎ ƭƛƳƛǘŜŘ ǘƻ άŦǳƴΦέ 

Although reading an exciting new book may be fun, such exhilaration may be temporary. Fun 
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has to be transformed into more enduring qualities before it will drive the hard work of 

academic learning. By sustaining initial fun with longer-term choices, relevance, collaborations, 

successes, and deep understanding, a spark may be fanned into long-term motivation. Without 

ŀ ŘŜŜǇ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜǎΣ ƎƻŀƭǎΣ ōŜƭƛŜŦǎΣ ŀƴŘ ŘƛǎǇƻǎƛǘƛƻƴǎΣ ŜŘǳŎŀǘƻǊǎ ŀǊŜ ƛƭƭ- 

equipped to foster full learning that makes all students college-ready (Eccles & Wigfield, 2002). 

Motivation theories and research have been widely addressed to achievement, although they 

have been rarely applied to reading. Although it is safe to say that there are at least 10 

handbooks of research in the field of motivation applied to achievement in schooling, there are 

few books devoted to motivation research published by the International Reading Association 

(IRA) or National Counsel for Teachers of English (NCTE).   

 

It is impossible to synthesize 10 handbooks of research on motivation in a few pages. However, 

we give brief mention of the four theoretical frameworks we tap to explore motivations for 

academic literacy. The first framework refers to self-determination theory, most forcefully 

formulated by Ryan and Deci (2000). This theory eloquently proposes four stages in the 

development of a self-determining individual. At the earliest stage in our development, we 

respond to external forces. We behave for positive rewards or for the avoidance of punishment. 

Our behavior is controlled externally by others. Next in the course of development, we 

recognize these external forces and comply with them, although we do not embrace them. We 

behave to meet standards out of guilt, not out of joy. Third in the course of development, we 

positively embrace goals and aspirations held for us by significant others. In this embrace, we 

ƛŘŜƴǘƛŦȅ ǿƛǘƘ ŀ Ǝƻŀƭ ǎǳŎƘ ŀǎ άōŜƛƴƎ ŀ ƎƻƻŘ ǊŜŀŘŜǊΦέ ²Ŝ ŎƻƴǎƛŘŜǊ ǊŜŀŘƛƴƎ ŀǎ ǇŀǊǘ ƻŦ ǿƘƻ ǿŜ ŀǊŜΦ 

At the final stage, we pursue the goal of reading because we enjoy it. We have become 

autonomous, self-governing readers. We have interests and pursue them with pleasure (Hidi & 

Renninger, 2006). 

 

As shown by multiple researchers (Legault, Green-Demers, & Pelletier, 2006; Otis, Grouzet, & 

Pelletier, 2005), school achievement is propelled by the motivations of identification and 

intrinsic motivation. Students who read because they identify with being a good student tend to 

be high achievers, and students who read widely for the pure pleasure of the process tend to be 

high achievers. However, students who are externally regulated, reading only for rewards, or 

students who read only to avoid embarrassment or meet temporary requirements, tend to be 

low achievers in our middle and secondary schools. In our way of thinking, dedication, which we 

propose is important to middle school students, is closely allied with identification. 

Accompanying identification, intrinsic motivation for reading consistently connects to high 

achievement in school (Gottfried, Fleming, & Gottfried, 2001). 

 

{ƻƳŜ ǿƻǳƭŘ ŀǊƎǳŜ ǘƘŀǘ ǘƘŜ ǇǊƛƳŀǊȅ ŦƻǊŎŜ ƻŦ ŀŎƘƛŜǾŜƳŜƴǘ ƛǎ ŀ ǎǘǳŘŜƴǘΩǎ ōŜƭƛŜŦ ƛƴ ǎŜƭŦΦ tǊƻŦƻǳƴŘ 

ŎƻƴŦƛŘŜƴŎŜ ǘƘŀǘ ƻƴŜ Ŏŀƴ ŀŎŎƻƳǇƭƛǎƘ ŘƛŦŦƛŎǳƭǘ Ǝƻŀƭǎ ƻŦ ǊŜŀŘƛƴƎ ŀƴŘ ǘƘŜ άL Ŏŀƴ Řƻ ƛǘέ ŎƻƳƳƛǘƳŜƴǘ 

is widely assumed to be a powerful agent of the acquisition of proficiency. Schunk and 

Zimmerman (2007) reported a range of experiments with students at different ages and 

situations showing that as students grow in self-efficacy they grow in achievement within 



Motivation, Achievement, and Classroom Contexts for Information Book Reading 5 
 

 

 

specific task domains. Self-efficacy is different from self-esteem, which is a global sense of well-

being. By contrast, self-efficacy is task based, with a powerful impact on task success. An 

individual may have self-efficacy for the task of golf, but not for the task of writing poetry; 

whereas self-ŜǎǘŜŜƳ ƛǎ ŀ Ǝƭƻōŀƭ ǎŜƴǎŜ ǘƘŀǘ ά!ƭƭ ƛǎ ǊƛƎƘǘ ǿƛǘƘ Ƴȅ ǿƻǊƭŘΦέ ¢ŜŀŎƘŜǊǎ ƛƴŦƭǳŜƴŎŜ 

ǎǘǳŘŜƴǘǎΩ ōŜƭƛŜŦ ƛƴ ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ǘƘŜƛǊ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǊŜŀŘƛƴƎ ŀǎ ȅƻǳƴƎ ŀǎ ŦƛǊǎǘ ƎǊŀŘŜΣ ŀƴŘ ǎŜƭŦ-

confidence builds from there (Hamre & Pianta, 2005). 

 

Perhaps the oldest academic theory of what drives students toward accomplishment in school is 

expectancy-value theory (Eccles & Wigfield, 2002). We tap into expectancy-value theory by 

examining the importance students place on reading in general and reading content books in 

particular, both in school and out of school. At the same time, we explore the process of 

devaluing. Some students state that reading information books is a waste of time. These beliefs 

are powerful undercurrents that lead students to avoid books and to diminish their own 

achievement in school.  

 

Most laymen and many scholars would say that social factors are prominent in determining the 

behaviors of adolescents. As leading researcher Kathryn Wentzel (2002) proposed, students who 

ŀǊŜ άǇǊƻǎƻŎƛŀƭέ ŀŎǘƛǾŜƭȅ ǇŀǊǘƛŎƛǇŀǘŜ ƛƴ ǇƻǎƛǘƛǾŜ ƛƴǘŜǊŀŎǘƛƻƴǎ ǿƛǘƘ ǘŜachers and students, and these 

social interactions foster their achievement in school. Likewise, Furrer and Skinner (2003) 

ŜȄǇƭŀƛƴŜŘ Ƙƻǿ άǊŜƭŀǘŜŘƴŜǎǎΣέ ǿƘƛŎƘ ƛǎ ŦŜŜƭƛƴƎ ŎƻƴƴŜŎǘŜŘ ŀƴŘ ōŜƭƻƴƎƛƴƎ ǘƻ ǘƘŜ ƛƴƴŜǊ ŎƛǊŎƭŜ ƻŦ 

peers and teachers, empowers students to become engaged in academic work. To incorporate 

social motivation, we utilize the concepts of peer value and peer devalue in reading to help us 

ǇƻǊǘǊŀȅ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ŀŎŀŘŜƳƛŎ ƭƛǘŜǊŀŎȅ ό²ƛƎŦƛŜƭŘΣ /ŀƳōǊƛŀΣ ϧ IƻΣ ǘƘƛǎ ǾƻƭǳƳŜύΦ  

 

Relationships of Motivation to Achievement 

In seeking to understand the motivational drivers of academic literacy, we attempted to 

discover the factors that are correlated with achievement for different groups. We are oriented 

to the potency of motivation for modifying achievement. We are more interested in the 

ŎƻǊǊŜƭŀǘƛƻƴ ƻŦ ƳƻǘƛǾŀǘƛƻƴ ǿƛǘƘ ŀŎƘƛŜǾŜƳŜƴǘ ǘƘŀƴ ƛƴ ǘƘŜ ƭŜǾŜƭ ƻŦ ŀ ƎǊƻǳǇΩǎ ƳƻǘƛǾŀǘƛƻƴΦ CƻǊ 

example, dedication to reading, which refers to reading frequently and thoroughly for school, is 

not remarkably high in level, but is closely connected to achievement. Highly dedicated students 

are high achievers and the less dedicated students are lower achievers. Especially with regard to 

!ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ŀƴŘ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎΣ ǿŜ ǎŜŜƪ ǇŀǘƘǿŀȅǎ ǘƻ ǎǳŎŎŜǎǎ 

for both groups.  

 

Context of this Inquiry 

¢ƻ ŜȄǇƭƻǊŜ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ŀŎŀŘŜƳƛŎ ƭƛǘŜǊŀŎȅΣ ǿŜ ŘŜǎƛƎƴŜŘ ǘǿƻ ŘƛǎǘƛƴŎǘ ŀǇǇǊƻŀŎƘŜǎΦ 

One approach was to interview students in depth. We conducted interviews with 260 students 

on two occasions for 30 minutes each. We matched interviewers on gender and ethnicity with 

the students. For instance, an African American male interviewer spent two sessions with each 

of the African American male students. We interviewed equal numbers of males and females, 

African Americans and European Americans, and students from three levels of achievement, 
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according to the state of Maryland accountability assessment. Across the interviews, we posed 

ƳƻǊŜ ǘƘŀƴ мнн ǉǳŜǎǘƛƻƴǎ ŀƴŘ ŘƛƎƛǘŀƭƭȅ ǊŜŎƻǊŘŜŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŘƛǎŎƻǳǊǎŜǎ ǿƛǘƘ ǘƘŜ ƛƴterviewers. 

This yielded a transcript in excess of 9000 pages, which we coded with various rubrics to capture 

ǎǘǳŘŜƴǘǎΩ ǾƛŜǿǇƻƛƴǘǎΦ  ¢ƘŜ Ŧǳƭƭ ƛƴǘŜǊǾƛŜǿ ǇǊƻǘƻŎƻƭ Ŏŀƴ ōŜ ŦƻǳƴŘ ŀǘΥ www.corilearning.com  

 

Our second research strategy was to give cognitive tests and motivational questionnaires to 

approximately 1200 Grade 7 students at the beginning of their seventh grade year. Our findings 

ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊ ŀǊŜ ǊŜŦƭŜŎǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ŀŎŀŘŜƳƛŎ ƭƛǘŜǊŀŎȅ ƛƴ ǘǊŀŘitional 

instruction prior to receiving the instructional innovations that we provided at a later time in the 

inquiry. The full questionnaires are presented in Chapter 2 of this volume and can be seen at: 

www.corilearning.com     

 

Dedication as a Motivational Process 

We are proposing a new motivational process in this chapter. Although we were hesitant to coin 

a new word and promote yet another motivational construct, we felt compelled. In the 

interview and in the questionnaire findings, the prevalent constructs from traditional motivation 

theories were insufficient to capture the dynamics of motivation and achievement for middle 

school students. To vastly oversimplify our view, intrinsic motivation, which refers to enjoying 

reading for its own sake, does not relate to most of school reading. Students do not read 

information books for school for their own sake. This is self-evident to any teacher, and was 

overwhelmingly quantified in our findings to be reported here. With this background, we found 

that dedication arose aǎ ŀ ǇǊƻƳƛƴŜƴǘ ǇǊŜŘƛŎǘƻǊ ƻŦ ǎǘǳŘŜƴǘǎΩ ǎǳŎŎŜǎǎŜǎ ŀƴŘ ŦŀƛƭǳǊŜǎ ƛƴ ƳƛŘŘƭŜ 

school reading. Students with low dedication are not merely apathetic (Ratelle, Guay, Vallerand, 

Larose, & Senecal, 2007), but they actively avoid reading. We connect the notion of dedication 

to self-discipline in school, which has been closely connected to achievement in studies of 

personality in the field of psychology (Duckworth, Peterson, Matthews, & Kelly, 2007).  

 

Behavioral Engagement in Reading  

 

Behavioral Engagement Connects to Achievement 

 School reading.  Lƴ ǘƘŜ ǎǘǳŘŜƴǘ ƛƴǘŜǊǾƛŜǿǎΣ ǿŜ ŀǎƪŜŘ ǎǘǳŘŜƴǘǎΩ ŀōƻǳǘ ǘƘŜƛǊ ǊŜŀŘƛƴƎ 

behaviors, as well as their attitudes and values. It seems self-evident that the amount and 

frequency that students read should be associated with their reading achievement. Our 

students reported extensively on the amount of reading they did in school and out of school. In 

school, 78% of students reported reading textbooks several times per week or more. The most 

frequent types of reading students reported were teacher handouts and writings on the 

whiteboard or overhead projector by the teacher. This daily diet of teacher-provided materials 

was supplemented by other books in the classroom, workbooks, class notes, and Web sites that 

were read weekly or monthly (see Table 1).  

  

http://www.corilearning.com/
http://www.corilearning.com/


Motivation, Achievement, and Classroom Contexts for Information Book Reading 7 
 

 

 

Table 1 

Amount of School Reading: Percentage of Students Reporting Each Frequency 

 

                                                       Frequency 

 Never Monthly Weekly Several 

times/week 

Daily 

Textbooks    1     7    14      30   48 

Workbooks    5     9    20      38   29 

Other books    5   10    29      30   26 

Class notes    4     4    23      40   29 

hǘƘŜǊǎΩ ƴƻǘŜǎ  42   26    22        8     2 

Web sites  17   23    29      21   10 

Journals  15     8    20      26   31 

Newspapers/magazines  28   29    24      14     7 

Handouts    0     2      4      25   69 

Chalkboard/whiteboard/ 

Overhead projector 

   0     1      6      17   75 

 

A remarkable finding was that many of these apparently routine reading tasks were connected 

ǘƻ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘǎΦ aƻǎǘ ƻŦ ǘƘŜǎŜ ƳŀǘŜǊƛŀƭǎ ǿŜǊŜ ǊŜŀŘ ƳƻǊŜ ŦǊŜǉǳŜƴǘƭȅ ōȅ ƘƛƎƘ-

achieving students and less frequently by lower-achieving students (see Figure 1). This does not 

mean that simply reading the textbook or glancing at the teacherΩǎ ƻǾŜǊƘŜŀŘ ǇǊƻƧŜŎǘƛƻƴ ǿƛƭƭ 

generate high reading proficiency. An abundance of research shows that the relationship 

between the amount of reading or motivation for reading and achievement is reciprocal. 

Simultaneously, higher achievers tend to increase in their reading and those students who read 

most frequently become higher achievers. Students whose reading frequency declines show 

losses in their achievement and students who begin to avoid reading fall behind their peers in 

reading skills and achievement. This was demonstrated for younger primary age children in 

grades 1 to 3 (Morgan & Fuchs, 2007), and is also evident for students in the later elementary 

grades (Guthrie et al., 2007). Although this reciprocity is bound to be happening in middle 

schools as well, it has not been empirically researched (see Part 1 in Statistical Analyses section). 
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Figure 1. Association of amount of school reading with achievement for two ethnic groups.   

 

Important materials of school reading connected to achievement include textbooks, workbooks, 

class notes, Web sites, handouts, and whiteboard and overhead reading. To correlate the 

reading frequencies with achievement, we standardized the frequency scores (see Table 2 and 

Part 1 in Statistical Analyses section). Summing across these types of text, a total correlation 

between amount of reading and achievement is .20, which is statistically significant even when 

ŎƻƴǘǊƻƭƭƛƴƎ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ƭŜǾŜƭ ƻŦ ǇƻǾŜǊǘȅ όǎŜŜ ¢ŀōƭŜ оύΦ ²Ŝ ƘŀǎǘŜƴ ǘƻ Ǉƻƛƴǘ ƻǳǘ ǘƘŀǘ ǘƘƛǎ ƛǎ ƴƻǘ 

superficial reading or jaunts of recreational fancy.  Students are accountable for these types of 

reading because they know that the textbook assignment will be followed by a class discussion, 

a quiz, or a teacher expectation. Reading handouts are followed by accountability for grades. 

These reading behaviors are not idle events in the lives of middle school students.  
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Table 2 

Means and Standard Deviations of Standardized Scores for School and Nonschool Reading 

 

                               School                                 Nonschool 

Type   M   SD Type    M   SD 

Textbook 1.27   .71 Email   .84   .76 

Workbook 1.09   .66 Instant messages   .68   .71 

Other book 1.08   .74 Text messages 1.02   .95 

Class notes 1.14   .64 Web sites 1.10   .73 

{ǘǳŘŜƴǘǎΩ ƴƻǘŜǎ   .39   .50 Novels   .76   .63 

Web sites   .78   .65 Information  books   .61   .50 

Newspapers/magazines   .54   .50 Comics   .42   .66 

Teacher handouts 1.44   .75 Newspapers   .49   .65 

Overhead projector 1.46   .75 Video game guide   .49   .55 

Other   .78   .51 TV guide   .94   .83 

Total 9.20 4.65 Magazines   .80   .66 

   Video games w/text   .78   .70 

   Video games w/o text   .83   .79 

   Total 7.68 4.51 

 

Table 3 

Correlations of Amount of School Reading and Reading Achievement 

 

 

 

 

 

 

 

 

 

 

 

 

Note. Amounts of reading are standardized with the Journal item in the questionnaire. ** = p < .01; * = p < 

.05. Correlations are controlled for poverty; each statistic is a partial correlation of amount of reading and 

achievement with their FARMS level partialed out. 

 

Ethnic variations.  In this volume we address the characteristics of African American 

students explicitly. Our rationale is that the achievement gap between African American and 

European American students has been little studied from an educational perspective.  Eminent 

Text Type                       Total 

Textbook                        .19** 

Workbook                        .18** 

Other book                        .13 

Class notes                        .20** 

hǘƘŜǊǎΩ ƴƻǘŜǎ                        .08 

Web sites                        .14* 

Newspapers/magazines                        .07 

Teacher handouts                        .21** 

Chalkboard/overhead projector                        .19** 

Total                        .20** 
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sociologists have documented that societal structures, such as lower incomes for African 

Americans, are correlated with school achievement (Wilson, 2009). However, educators cannot 

easily alter incomes, and such structures are not amenable to change by commitments of 

schools. Psychological analyses of African American students have emphasized the 

disidentification of these students in middle and high school (Graham, Taylor, & Hudley, 1998) 

and ethnographers have documented the trend for African American students to avoid hard 

academic work due to a sense of helplessness (Ogbu, 2003).  Although there is a statistical 

correlation between whether students identify as a student and whether students achieve 

(Mickelson, 1990), this is not a simple cause-effect relationship, but is almost certainly 

ǊŜŎƛǇǊƻŎŀƭΦ Lƴ ŀƴȅ ŎŀǎŜΣ ŜŘǳŎŀǘƻǊǎ Ŏŀƴƴƻǘ Ŝŀǎƛƭȅ ƛƳǇŀŎǘ ǎǘǳŘŜƴǘǎΩ ƛŘŜƴǘƛǘȅΦ  

 

What educators can attempt to impact is specific book reading motivation and skills for reading 

information books. Increasing these qualities generates the promise of school achievement 

(Guthrie, Rueda, Gambrell, & Morrison, 2009). We therefore seek to locate characteristics of 

African American students that can be facilitated in classrooms and schooling. In this quest, we 

focus on engagement in academic literacy, which is inside the control and professional 

responsibilities of teachers and administrators. 

 

In our interviews, students were equally divided between African American (AA) and European 

American (EA) students and each ethnic group was equally comprised of high, middle, and low 

achievement groups. In this context, the connection (statistical correlation) between 

achievement and amount of reading in school was stronger for African American than European 

American students. This may seem to be a benign finding, but we believe it could be crucially 

valuable for education. The highest-achieving African American students were avid readers of 

school materials. They read their textbooks, handouts, Web sites, and class notes much more 

frequently than low-achieving African American students. Although the correlation is present for 

European Americans, it is weaker for this group. The educational significance of this linkage 

between achievement and amount of reading for African Americans offers a promise for 

educators. The promise is that amount of reading may be a particularly potent pathway to 

achievement for African American students. Although amount of reading with accountability in 

school seems incredibly simple, it is a potentially powerful lever for improving achievement, 

especially for African American students. Amount of reading may be a handle on the 

ŀŎƘƛŜǾŜƳŜƴǘ ƎŀǇ ǘƘŀǘ ŘŜǎŜǊǾŜǎ ŦǳǊǘƘŜǊ ǎǘǳŘȅΦ ¢Ƙƛǎ ŦƛƴŘƛƴƎ ŘǊŀǿǎ ǳǎ ƛƴǘƻ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ǘƻ 

read deeply, frequently, and for long periods of time as an avenue toward reading proficiency 

(see Part 1 in Statistical Analyses section). 

 

 Nonschool reading. We inquired into nonschool reading among our middle school 

students. We presented them with vignettes and asked about how fully they identified with 

individuals in them, and in a more formal procedure we presented checklists and asked them to 

ǊŜǇƻǊǘ ŦǊŜǉǳŜƴŎȅ ƻŦ ǘƘŜƛǊ ǊŜŀŘƛƴƎ ŀŎǘƛǾƛǘƛŜǎΦ ¢ƘŜǎŜ ǉǳŜǎǘƛƻƴǎ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ǘƘŜƳ 

can be found in the Interview Report on the CORI Web site. It is no surprise that in 2009, text 
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ƳŜǎǎŀƎƛƴƎ ŘƻƳƛƴŀǘŜŘ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ ƻŦ Řŀƛƭȅ ǊŜŀŘƛƴƎΦ !ƭǎƻ ŦǊŜǉǳŜƴǘƭȅ ǊŜǇƻǊǘŜŘ ǿŜǊŜ ²Ŝō 

sites, TV guides, email, video games, and instant messaging (see Table 4). 

 

Table 4 

Amount of Nonschool Reading Frequencies 

 

                                                                                                         Frequency 

Text Type Never Monthly Weekly Several 

times/week 

Daily 

Email   24      10     22         24 21 

Instant messages   36        7     17         20 19 

Text messages   27        5       5         13 50 

Web sites     7        9     19         35 31 

Novels   14      27     26         21 12 

Information books   22      30     27         16   5 

Comics   53      14     15           9   9 

Newspapers   50      17     16         11   8 

Video game guides   46      18     13         15   9 

TV guides   23        5     14         22 35 

Magazines   17      14     30         26 13 

Video games w/text   23      14     23         26 15 

Video games w/o text   25      12     22         24 17 

Note. Series C in Interview 

 

²Ƙŀǘ ƛǎ ƛƴǘǊƛƎǳƛƴƎ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ƭƛǘŜǊŀŎȅ ƛǎ ǘƘŀǘ ǎŜǾŜǊŀƭ ƻŦ ǘƘŜǎŜ ǘȅǇŜǎ ƻŦ ǊŜŀŘƛƴƎ 

were associated with reading achievement. In particular, the reading of Web sites, text 

messages, and newspapers were each significantly connected to reading achievement. Taken as 

a group, 10 different indicators of nonschool reading, not including video games, summed up to 

show a correlation of .19 with tested reading achievement, which was significant. Because this 

was statistically controlled for poverty, the result was not simply a consequence of the fact that 

more affluent students are more likely to achieve higher and also more likely to own cell phones 

than less affluent students (see Table 5). This implies that students who gain reading skills in the 

classroom carry them into their nonschool environments and use literacy for their own personal 

pursuits. Likewise, students who frequently read for personal enjoyment or social interactions 

out of school may improve their competencies by this reading and score higher on achievement 

tests.  This finding is in accordance with the research of Moje, Overby, Tysvaer, and Morris 

(2008), who reported from a survey of 79 mostly Hispanic students, 10 to 17 years of age. They 

found that amount of nonschool reading for pleasure correlated .16 with cumulative grade point 

average (GPA). In particular, reading novels correlated significantly with GPA (.14), although 

reading music lyrics and graffiti had no significant association with school grades. 
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Table 5 
Correlations of Amount of Nonschool Reading and Achievement Level 

 

Text Type            Correlation 

Email            .11 

Instant messages               .04 

Text messages  .18** 

Web sites .28** 

Novels           .15* 

Information books               .04 

Comics               .02 

Newspapers               .23** 

Video game guides              -.01 

TV guides               .00 

Magazines               .14 

Video games w/text               .02 

Video games w/o text               .12 

Total .19** 

 

Note. Total consists of 10 indicators, not including video games. Correlations show association with 

poverty (FARMS) partialed out. The total for AA students was .23 (p < .01); for EA students it was .12. 

 

Although reading novels out of school had a weak correlation of .15 with tested achievement, 

which was marginally statistically significant, reading information books had no association with 

achievement for either group. This pattern contrasts starkly with the finding that reading 

textbooks was perhaps the most prominent school reading factor that was linked to 

achievement. Needless to say, reading novels out of school often consists of light fiction that 

students may pursue deeply, but usually read superficially. Reading information books out of 

school appears to be a rare event. In fact, only 5% of students said they read information books 

out of school daily, whereas 50% reported reading text messages daily out of school. Another 

contrast is that approximately 25% of students never read books out of school and 50% never 

read newspapers. But in school, only 1% reported never reading a textbook.  

 

An ethnic difference appeared for nonschool reading that was similar to reading in school. For 

African American students, the connection (correlation) between reading frequency and 

achievement was substantially higher than the connection for European American students. This 

shows that the high-achieving African American students are more avid readers out of school 

than the low-achieving African American students. Being literatŜ ƛƴ ƻƴŜΩǎ ƘƻƳŜ ŀƴŘ ŎƻƳƳǳƴƛǘȅ 

environment is more likely to be happening for African Americans who are successful in school 

than for those who are low achieving. Equally important, this mutual facilitation of reading skill 

and community literacy is more pronounced for African American than for European American 

students (see Table 6).  
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Table 6 

Correlations of Achievement and Amounts of School Reading and Nonschool Reading Controlled 

for Poverty for Two Ethnic Groups 

 

 Reading Achievement   Total School Total Nonschool 

Reading Achievement                   --        .26**           .23** 

Total School                 .11          --           .78** 

Total Nonschool                 .12        .79**             -- 

Note. Correlations are partially controlled for poverty (FARMS). AA are in upper right; EA are in lower left.  

 

Statistical analyses that support these conclusions are reported in Part 1 of the Statistical 

Analyses section of this chapter.  

 

Comparisons to research literature. The question of whether amount of reading 

correlates with achievement among adults was examined by Mellard, Patterson, and Prewett 

(2007). They asked adult education students how frequently they read a variety of texts (books, 

newspapers, magazines, letters, emails) using the scale of: (5) everyday, (4) a few times per 

week, (3) once a week, (2) less than once a week, or (1) never. Their scores ranged from 8 to 40, 

with an average of 24. This could represent reading each of eight media once a week. For these 

students, the frequency of reading correlated .18 with a word reading test and .17 with a 

comprehension test, both of which were statistically significant. The magnitudes of these 

associations are remarkably similar to our correlations of nonschool reading with tested 

comprehension, which were approximately .20.  

 

It is valuable to inquire whether other investigators found reading frequencies similar to ours. 

Nippold, Duthie, and Larson (2005) surveyed 100 sixth grade and 100 ninth grade adolescents 

about their nonschool ǊŜŀŘƛƴƎΦ !ǎƪƛƴƎ ǎǘǳŘŜƴǘǎ άIƻǿ Řƻ ȅƻǳ ǎǇŜƴŘ ȅƻǳǊ ŦǊŜŜ ǘƛƳŜΚέ ŀƴŘ ƎƛǾƛƴƎ 

them a checklist, they found that 64% of sixth graders and 37% of ninth graders checked reading 

on the list. In our case, 43% of seventh graders placed reading on their list of nonschool 

activities. In our procedure, students volunteered activities, whereas this survey gave a 

checklist, which may have prompted more students to report the activity. In this light, their 

frequencies of nonschool reading were comparable to ours. 

 

In a survey of 1763 sixth graders in 23 schools, Ivey and Broaddus (2001) reported that one class 

of students preferred to read the following at home: Sports Illustrated for Kids, Sports 

Illustrated, wrestling magazines, hunting magazines, and sports books (reported by two 

students). Twenty six percent reported nonfiction, and 74% reported fiction as their preferred 

reading. Although it is informal, this result is roughly similar to our finding that reading outside 

of school was dominated by fiction; 84% reported some form of fiction (mystery, fantasy, 

general). However, when we asked about whether they read about an activity out of school, 
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30% reported sports, which dominated the field. Various hobbies were reported by 7%. When 

students talk about nonschool reading, information books rarely appear on the radar screen. 

 

Lƴ ŀ ǎǘǳŘȅ ƻŦ ŀŘƻƭŜǎŎŜƴǘ ǎǘǊǳƎƎƭƛƴƎ ǊŜŀŘŜǊǎΩ nonschool reading activities, Alvermann et al. (2007) 

ŜȄŀƳƛƴŜŘ ǎǘǳŘŜƴǘǎΩ Řŀƛƭȅ ƭƻƎǎ ƻŦ ǊŜading. Fifteen percent of the students in a media club and 7% 

of the comparison students reported Internet reading. We found that 30% of all seventh graders 

reported reading the Internet out of school every day in 2008, and 26% of the students in the 

lowest third of achievement reported reading the Internet daily. Our study showed a higher 

amount of reading among low-achieving adolescents than the Alvermann study. However, our 

students were in the lowest third rather than the lowest quarter, and our students were in 

Grade 7 rather than in grades 7 to 9.  The reasons for nonschool reading in the Alvermann et al. 

study of struggling students were twofold: (1) interest (I heard about something interesting to 

read), and (2) compliance (I had to or someone made me). In the comparison group, 10 % 

reported reading due to compliance and 7 % reported reading for interest. Feeling a 

responsibility to read was as powerful as interest for these students, which indicates that 

nonschool reading is not always interest driven.  

 

Behavioral Engagement Connects with Dedication to Read 

 Meanings of dedication. For middle school students, the most prominent motivational 

ŦŀŎǘƻǊ ƛƴ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƛǎ ǘƘŜƛǊ dedication to read. We introduce this term dedication to 

the conversation about literacy because it appeared repeatedly in our interviews and 

investigations with middle school students. At its simplest, dedication refers to persistence, 

effort, and time spent reading. Dedicated students do the reading that is required or expected in 

school. They complete the school reading tasks thoroughly and consistently. They persevere in 

completing homework for Reading/Language Arts, Science, or Social Studies. They follow 

routines and organizational plans to assure their thoroughness. For them, completing the 

reading is important because it is so tightly tied to school success. Being a good student is a high 

priority for dedicated readers. They want to demonstrate their expertise on every possible 

occasion. Long-term goals are part of the web of qualities of the dedicated reader. He wants to 

perform well in all classes to gain high grades throughout school and be accomplished later in 

high school. Thus, the dedicated student is persistent, showing high effort in all reading 

situations. Similar to someone showing self-discipline, he attaches high importance to reading 

successfully for the purpose of attaining long-term goals of school success (Duckworth & 

Seligman, 2005).  

 

Dedication can be contrasted to several other prevailing motivational processes. As we 

described previously, valuing is a key process in motivational development (Taylor & Graham, 

2007).  Students who value sports and report that sports are important to them are likely to 

excel as athletes, or at least pursue their favorite sport diligently. Although dedication is 

grounded in values, dedication goes beyond valuing because it includes the attribute of 

persistence. An individual may positively value a quality such as physical fitness, but that person 

may not put forth high effort and persist in attaining high levels of fitness. Dedication 
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incorporates behavioral regulation that enables the person to accomplish goals, but valuing 

does not necessarily have a behavioral aspect.  

 

A second contrast to dedication is self-ŜŦŦƛŎŀŎȅΣ ǿƘƛŎƘ ŜǎǎŜƴǘƛŀƭƭȅ ƳŜŀƴǎ ŎƻƴŦƛŘŜƴŎŜ ƛƴ ƻƴŜΩǎ 

abilities (Schunk, 2003; Schunk & Rice, 1993). One feels confident about a task or activity that 

she can perform well. A person with self-confidence is likely to show persistence and effort in 

the specific area of self-efficacy. But, self-efficacy does not depend on long-term goals and 

importance in the same way that dedication does. Thus, an individual could have self-efficacy 

for reading without necessarily being dedicated to reading consistently and thoroughly for long-

term goals.  

 

.ŜŎŀǳǎŜ ŀŘƻƭŜǎŎŜƴǘǎΩ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀǊŜ ƻŦǘŜƴ ōŀǎŜŘ ƻƴ ǎƘŀǊŜŘ ǾŀƭǳŜǎΣ ǘƘŜƛǊ ŘŜŘƛŎŀǘƛƻƴ ǘƻ 

ǊŜŀŘƛƴƎ ǿƛƭƭ ōŜ ŎƻƳƳŜƴǎǳǊŀǘŜ ǿƛǘƘ ǘƘŜƛǊ ǇŜŜǊǎΩ ŘŜŘƛŎŀǘƛƻƴΦ LŦ ƻƴŜΩǎ ŦǊƛŜƴŘǎ Řƻ ǘƘŜ ǊŜŀŘƛƴg for 

school, especially of information books, then she is likely to follow. In adolescence, behavior 

patterns will typify a group. One peer group hangs in the mall, another plays sports, a third 

follows music, and a fourth may avoid reading. Thus, we expeŎǘ ǘƘŀǘ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ŘŜŘƛŎŀǘƛƻƴ 

to reading information books will be associated with peer valuing of reading. 

 

One perspective on motivation, goal theory, heavily emphasizes performance goals as a driver 

of achievement (Elliot, 1999). A student with performance goals places a high premium on 

achieving grades and recognition. While the grades are a long-term goal, individuals with high 

performance goals may not attach personal importance to the goals. They want the grades to 

exhibit their skills, but not because the grades are intimately integrated into their sense of who 

they are as a student or learner. Although a person with performance goals may put forth effort 

to gain grades, he may not possess as deep a personal identification with grades as the 

dedicated student. 

 

Most importantly, the motivation of interest is differentiated from dedication (Schiefele, 1999; 

Vansteenkiste, Lens, & Deci, 2006). Interest in an activity refers to enjoyment of participating in 

that activity. One may enjoy an activity without placing importance on it or have success in the 

activity as a long-term goal. It is possible to have an interest in learning about biofuels or playing 

golf without having those pursuits be personally important. Of course, if one is an ecologist, 

biofuels may be personally significant, and if one is a professional golfer, the game may be 

ŎŜƴǘǊŀƭ ǘƻ ƻƴŜΩǎ ƛŘŜƴǘƛǘȅΦ .ǳǘ ŀŎǊƻǎǎ ŀ ōǊƻŀŘ ǎǇŜŎǘǊǳƳ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎ ǿƛǘƘ ŀ ǾŀǊƛŜǘȅ ƻŦ 

motivations, interest does not guarantee importance (Sansone & Harackiewicz, 2000). 

Furthermore, it does not necessarily connect with long-term goals or persistence in attaining 

those goals. Quite the opposite, when an activity that may hold interest, such as playing the 

guitar, becomes difficult, an individual may stop pursuing it. Effort and persistence are integral 

to dedication, but effort may or may not be connected to interest, depending on the situation. 

Because dedication embodies seriousness of purpose, it fosters achievement (Linderholm & van 

den Broek, 2002). 

 



Motivation, Achievement, and Classroom Contexts for Information Book Reading 16 
 

 

 

 Statistical indicators of reading dedication. Within the interviews, we observed a clear 

ŎƻƴƴŜŎǘƛƻƴ ōŜǘǿŜŜƴ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ ƻŦ ǘƘŜƛǊ ŀƳƻǳƴǘ ƻŦ ǊŜŀŘƛƴƎ ŀƴŘ ǘƘŜƛǊ ŘŜŘƛŎŀǘƛƻƴ ǘƻǿŀǊŘ 

reading. During the interview, students reported their viewpoints toward reading in school 

during Reading/Language Arts and during Science. We constructed an indicator of dedication 

from their responses to several questions. At one point we offered the students the following 

ǎǘŀǘŜƳŜƴǘΥ άL ŘƻƴΩǘ ǊŜŀŘ ƛƴ ǘƘƛǎ ŎƻǳǊǎŜ ƛŦ L ŘƻƴΩǘ ƘŀǾŜ ǘƻΦέ ²Ŝ Ŏƭassified students who agreed 

with this statement as avoidant because these individuals attempt to minimize their reading 

activities. We classified students who disagreed with this statement as dedicated to reading. 

These individuals adamantly denied that tƘŜȅ ŀǘǘŜƳǇǘŜŘ ǘƻ άƎŜǘ ƻǳǘ ƻŦέ ǊŜŀŘƛƴƎ ŀǎǎƛƎƴƳŜƴǘǎ ƻǊ 

ǊŜŀŘƛƴƎ ǘŀǎƪǎΦ Lƴ ŀƴƻǘƘŜǊ ǉǳŜǎǘƛƻƴ ǿŜ ƻŦŦŜǊŜŘ ǎǘǳŘŜƴǘǎ ǘƘŜ ǎǘŀǘŜƳŜƴǘΥ άL ǊŜŀŘ ōƻƻƪǎ ƛŦ ǘƘŜȅ ŀǊŜ 

ƛƴǘŜǊŜǎǘƛƴƎΦέ  ¢Ƙƛǎ ƛǎ ŀ ōŜƘŀǾƛƻǊŀƭ ŀŦŦƛǊƳŀǘƛƻƴ ōŜŎŀǳǎŜ άL ǊŜŀŘ ōƻƻƪǎέ ǊŜŦŜǊǎ ǘƻ ŀƴ ŀŎǘƛƻƴΣ 

although it is constrained to a broad range of books that is relevant to the student. This 

statement does not assert that the student is an avid (or interested) reader, but only that the 

student reads actively under certain conditions. Students who agreed with this statement were 

classified as dedicated and students who disagreed were classified as avoidant. By combining 

ǘƘŜǎŜ ǘǿƻ ƛǘŜƳǎΣ ǿƘƛŎƘ ŎƻǊǊŜƭŀǘŜŘ ǎǳōǎǘŀƴǘƛŀƭƭȅΣ ǿŜ ŦƻǊƳŜŘ ŀ ǉǳŀƴǘƛŦƛŜŘ ƛƴŘƛŎŀǘƻǊ ƻŦ ǎǘǳŘŜƴǘǎΩ 

dedication to reading in Reading/Language Arts class. Separately, we constructed an identical 

indicator for their dedication to reading in Science class. More information can be found in the 

statistical report (see Part 2 in the Statistical Analyses section). 

 

Because this indicator of dedication was important and we expected to use it in future steps of 

this study, we examined its validity. We found that dedicated students (according to this 

indicator) were likely to volunteer that reading was one of their favorite activities outside of 

school. In the first portion of the interviews, we asked students to outline all of the activities 

they enjoy and state their importance to their personal lives. Students who placed reading as 

central to their enjoyments and their favorite nonschool pursuits showed high amounts of 

reading, according to this indicator, whereas students who left reading off the personal 

blueprint of who they are as individuals showed low amounts of reading.  

 

This connection between dedication to reading in school and selecting reading as a favored 

nonschool activity was equally strong for African American (r = .24, p < .01) and European 

American (r = .33, p < .01) students. This confirms findings with elementary school students 

(Wigfield & Guthrie, 1997). The indicator of dedication to reading in Science class did not behave 

like the indicator of dedication to reading in Reading/Language Arts class. Although the two 

indicators themselves overlapped, with a correlation of .27, dedication to reading in 

Reading/Language Arts was associated with amount of reading, but dedication to reading in 

Science was not connected to amount of nonschool reading. 

  

 Dedication in a large scale survey. To investigate dedication more deeply we explored 

this motivation with 1200 seventh grade students. In September of their seventh grade year, we 

ŦƻǳƴŘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ŘŜŘƛŎŀǘƛƻƴ ǘƻ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǿŀǎ ǎƛƎƴƛŦƛŎŀƴǘƭȅ ŎƻƴƴŜŎǘŜŘ ǘƻ 

their standardized reading achievement test levels. Highly dedicated students were high 
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achievers and avoidant students were low achievers, according to a standardized reading 

comprehension test. Likewise, dedicated students were proficient in reading science texts to 

gain knowledge of the kind expected in school.  For example, science texts in our assessment 

included materials on prairie dogs, which maintain a social community and communicate for 

their own defense and survival. Learning the complex social, behavioral, and ecological 

relationships among prairie dogs in their environment requires complex knowledge building. 

Students have to build abstract knowledge structures to connect the ideas presented in the text.  

 

We examined the extent that students possessed two basic cognitive skills and whether these 

ǎƪƛƭƭǎ ƎŜƴŜǊŀǘŜŘ ƘƛƎƘŜǊ ƻǊŘŜǊ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ǘŜȄǘΦ CƻƭƭƻǿƛƴƎ YƛƴǘǎŎƘΩǎ /ƻƳǇǊŜƘŜƴǎƛƻƴ-

Integration model of reading comprehension (Kintsch, 1988), the first skill was literal 

comprehension in which students match text to their oral language structures to identify 

meaning. Kintsch refers to this as micropropositional processing. The second skill was 

inferencing in which students relate micropropositions in text to their prior information bank to 

form internal knowledge structures. Our measure of higher order thinking was performance on 

the most difficult of a set of items requiring synthesis, integration, and reasoning with science 

text. For each test, we divided the scale at 50% correct and classified students into low and high 

groups accordingly. A total of 43% of students were able to comprehend literally and make 

inferences with science text, but were not able to build high level conceptual knowledge. This 

relatively high proportion of students has the basic cognitive comprehension skills, but lacks the 

higher order reasoning to build the fundamental conceptual knowledge contained in the text. 

Only 6% were low in literal, low in inferencing, and low in conceptual comprehension. Just 14% 

were capable of performing well on literal comprehension, but were low on inferring and low on 

conceptual comprehension. A total of 34% were high on complex information text 

comprehension and were high on all the basic skills. It was intriguing that 0% was high on 

information text comprehension and low on one or both of the basic cognitive comprehension 

skills (see Figure 2). 
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Figure 2. Proportions of students at higher and lower levels of cognitive skills in informational 

text comprehension.  

 

Such idea building is fostered by dedication, and such complex cognitive skills are seldom 

learned by students who are dominated by avoidant motivations (van den Broek, Lorch, 

Linderholm, & Gustafson, 2001). We observed that dedication empowered achievement on a 

variety of tests when other motivations of self-efficacy, devaluing, perceived difficulty, and 

intrinsic motivation were held constant. Statistically, these other motivations were removed 

from the picture and were not clouding the unique relationship between dedication and 

achievement. Furthermore, we removed gender from muddying these waters by statistically 

controlling that variable. Although girls may be more dedicated and higher achievers than boys, 

we leveled the playing field between the two genders in observing the role of dedication in 

achievement (see Table 7). 
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Table 7 

Correlations of Content Reading Motivation and Achievement for Two Ethnic Groups 

 

             Content Comprehension     Standardized Test Comprehension 

Motivations AA EA Total        AA EA Total 

Intrinsic  -.56**   -.19** -.30**  -.58** -.26** -.38** 

Avoidance  -.19   -.21** -.26**  -.31** -.18** -.27** 

Value    .23*  - .02  -.04   .18*   .06   .06 

Devalue    .16    .14*   .16**   .17   .11   .15** 

Efficacy    .19*    .17**   .18**   .31**   .17**   .21** 

Perceived difficulty  -.12  -.25** -.22** -.06 -.26** -.20** 

Peer acceptance    .04  -.02 -.03 -.00 -.02 -.05 

Peer rejection  -.05    .09*   .02   .03   .00 -.01 

Gender   .04    .01   .00   .17*   .07*   .08** 

Note. AA = African American; EA = European American; ** = p < .01; * = p < .05. 

  

Affirming and undermining motivations. To study dedication in middle school students, 

we found it useful to examine motivations in their undermining as well as affirming forms. 

Affirming forms of four motivations were intrinsic motivation, valuing, self-efficacy, and peer 

acceptance. Undermining forms are avoidance motivation, devaluing, perceived difficulty, and 

peer rejection. The first set is affirming because each motivation is positively associated with 

reading achievement. Conversely, the second set is undermining because the motivations are 

negatively associated with reading achievement. Exploring this dynamic with elementary age 

students, we found that the highest achievers were both intrinsically motivated and dedicated 

to reading (Guthrie, Coddington, & Wigfield, 2009).  

 

 Constituents of dedication. If dedication is prominent among the factors that positively 

correlate to reading achievement for middle school students we need to know more about it. 

We need to understand what its parts are and how it functions. Dedication to reading 

information books is a fusion of three different motivations. As we discussed informally before, 

a central part of dedication is positive valuing. The student dedicated in reading believes that 

reading is important for her future, valuable for school success, and a symbol of who she is as a 

person (Greene, Miller, Crowson, Duke, & Akey, 2004). One constituent of dedication then is 

personal value for information book reading. The second constituent is self-efficacy and 

confidence in reading information books to gain knowledge. Dedicated individuals believe that 

they have the skills to make sense of text that is complex, abstract, and often removed from 

their personal lives. Dedicated students know, however, that with effort and focus they can 

learn what is expected and satisfy the demands of the classroom teacher or the program of 

instruction. Finally, dedicated students are likely to report peer acceptance in their reading. In 

other words, they share book reading interests with peers, and their opinions are believed and 

accepted by classmates (see Table 8 and Part 3 in Statistical Analyses section). 
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Table 8 

Contributions of Undermining Motivations to Avoidance of Reading Information Books for School 

for Two Ethnic Groups 

 

                                              Groups 

Motivations  AA  EA Total 

    Devaluing .65***  .77***  .75***  

    Perceived difficulty .09 .15***  .14***  

    Peer rejection .15** .00 .04 

Note. *** = p = < .001; ** = p < .01. Numbers are beta weights in a multiple regression. 

          

For middle school students, the undermining motivations correlate higher with achievement 

than do affirming motivations. The full explanation of the differences of affirming and 

undermining motivations is beyond the scope of this chapter, but it has been found by other 

investigators in self-determination theory (Legault, Green-Demers, & Pelletier, 2006), self-

control theory (Tangney, Baumeister, & Boone, 2004), and education research (Seifert & 

O'Keefe, 2001).  We expect that positive statements of affirming motivations are highly familiar 

and loaded with social desirability. For example, a self-efficacy questionnaire may contain the 

ǎǘŀǘŜƳŜƴǘΣ άL ŀƳ ŀ ƎƻƻŘ ǊŜŀŘŜǊΦέ IŀǾƛƴƎ ƘŜŀrd this so often and conditioned to respond 

positively, students are relatively inaccurate in reporting their beliefs about whether they are a 

good reader, due to their social need to appear high on this attribute. On the other hand, 

άwŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛǎ ŘƛŦŦƛŎǳƭǘ ŦƻǊ ƳŜέ ƛǎ ŀ ǎǘŀǘŜƳŜƴǘ ǘƘŜȅ ƘŜŀǊ ƭŜǎǎ ŦǊŜǉǳŜƴǘƭȅ ŀƴŘ ƛǎ 

not as heavily laden with social expectations. It yields a more accurate report from middle 

school students. Our most revealing questionnaire research has used avoidance as a 

motivational construct, with devaluing, perceived difficulty, and peer rejection as contributing 

motivations. To present these motivations more clearly, we inverted each of these scales, 

Instead of speaking in the negative about avoidance, we speak in the positive about dedication.  

Likewise, we refer to valuing (rather than devaluing), self-efficacy (rather than perceived 

difficulty), and peer acceptance (rather than peer rejection). The message is substantively the 

same, but the language used to convey it is reversed when we use affirming and undermining 

scales in the motivation questionnaires.  

 

Ethnic variations in constituents of dedication. Consistent with the trend that 

motivation varies across ethnic groups (Unrau & Schlackman, 2006), dedication is composed of 

slightly different ingredients for African American and European American students. For both 

groups, dedication is closely aligned with valuing. However, for African American students, peer 

acceptance is significantly connected to dedication, but self-efficacy is not significantly 

connected. Consistent with other research, for African American students, positive valuing of 

reading by peers is associated with dedication and peer rejection of reading is associated with 

avoidance (Graham, Taylor, & Hudley, 1998). In comparison, for European American students, 

self-efficacy is connected to dedication but peer acceptance is unrelated. In other words, for 
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European American students, whether or not their peers care about their reading is not a 

significant factor in determining their level of dedication. For African American students, peer 

values prominently contribute to dedication and identity (Osborne, 1997).  

 

The notion of dedication has not been widely investigated by other researchers in the field of 

readiƴƎΦ Lƴ ǎǘǳŘȅƛƴƎ ǎƛȄǘƘ ƎǊŀŘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎΣ LǾŜȅ ŀƴŘ .ǊƻŀŘŘǳǎ όнллмύ 

ŀǎƪŜŘΣ ά²ƘƛŎƘ ǊŜŀŘƛƴƎ ŀŎǘƛǾƛǘƛŜǎ Řƻ ȅƻǳ ŜƴƧƻȅ Ƴƻǎǘ ƛƴ ǘƘƛǎ ŎƭŀǎǎΚέ  IŜŀǊƛƴƎ ǘƘŜ ǘŜŀŎƘŜǊ ǊŜŀŘ 

aloud was the choice of 62% of the students and having the chance to select a book to reading 

on their own was the preference of 63%. The checklist the investigators offered the students did 

ƴƻǘ Ŏƻƴǘŀƛƴ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΦ Lƴ ǘƘƛǎ ǎǳǊǾŜȅ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊǎ ŘƛŘ ƴƻǘ ŀǎƪΣ ά²Ƙȅ Řƻ ȅƻǳ ǊŜŀŘ 

ŎƻƴǘŜƴǘ ōƻƻƪǎ ŀǘ ǎŎƘƻƻƭΚέ ŀƴŘ ǘƘŜǊŜ ǿŀǎ ƴƻ ƛƴŦƻǊmation offered about reading content books 

from their study. 

 

Dedication in School 

 Self-discipline and dedication. Because we are seeing a powerful role for dedication in 

information book reading motivation, we searched for a relevant personality attribute that 

might relate to dedication. Remarkably, we found that self-discipline for middle school students 

has been found to predict academic performance more robustly than IQ. Duckworth and 

Seligman (2005) reported that a questionnaire measure of self-discipline for eighth grade 

students more highly predicted grade point averages (GPAs) than an IQ test. Observed in the 

beginning of the school year, the most self-disciplined students had the highest GPA in the first 

marking period, the highest GPA in the second marking period, the highest standardized test 

performance in the spring, and the highest likelihood of selection to exceptional high schools. In 

addition, these self-disciplined students showed fewer school absences, more homework hours, 

fewer television viewing hours, and began their homework earlier in the day than their less 

disciplined peers.  

 

In comparison to IQ, there were more extremes in the self-discipline of students. The very 

lowest of the self-disciplined students had extremely low GPAs, and the very highest self-

disciplined scorers had exceptionally high GPAs. In comparison, the distribution of IQ scores 

across the range of GPAs was not as wide as the distribution of self-discipline scores. It could be 

important that this finding was observed in a magnet school for eighth graders who were 

relatively capable academically before the study began. For students with a high amount of 

talent, ability to use that talent through focused self-control was more remarkable than their 

variation in IQ in forecasting grades.  

 

Although Duckworth and Seligman (2005) proclaimed the advantages of self-discipline, they 

never defined what it was. For that depiction, we are informed by the foundational studies of 

Tangney, Baumeister, and Boone (2004), who built a measure of self-control, later dubbed self-

discipline by Duckworth and others. Tangney, Baumeister, and Boone used the following items 

as positive indicators of self-control: 

o I refuse things that are bad for me. 
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o I keep everything neat. 

o I am reliable. 

o I am not easily discouraged. 

o I am always on time. 

o I engage in healthy practices. 

 

On the negative side, the following items were reverse coded to form a consistent scale with the 

positive items: 

o I do things that are bad for me if they are fun. 

o I have trouble saying no. 

o People would describe me as impulsive. 

o I get carried away by my feelings. 

o I lose my temper too easily. 

o I often act without thinking through all the alternatives. 

 

It is obvious that self-control is a general personality trait, appearing in a variety of situations 

that may include work or pleasure with a variety of people that may include family, friends, or 

coworkers, and in a range of task situations. For undergraduate students, self-control correlated 

substantially with GPA in two different studies. Self-control was even a powerful correlate of 

GPA when social desirability was removed from the relationship. In other words, the 

investigators created a survey of highly desirable activities and attributes that would tempt 

students into over-responding favorably. Even when over-responding to look good was taken 

out of the relationship between self-control and GPA, the role of self-control emerged as 

predictive.  

Inquiring into the meaning of dedication, although they did not use that term, Duckworth, 

Peterson, Matthews, and Kelly (2007) ƛƴǾŜǎǘƛƎŀǘŜŘ άƎǊƛǘΣέ ǿƘƛŎƘ ǘƘŜȅ ŘŜŦƛƴŜŘ ŀǎ άǇŜǊǎŜǾŜǊŀƴŎŜ 

and passion for long-ǘŜǊƳ Ǝƻŀƭǎέ όǇΦ млутύΦ Lƴ ǘƘŜƛǊ ǇǊƻōƛƴƎ ƻŦ ƎǊƛǘΣ ǘƘŜ ƛƴǾŜǎǘƛƎŀǘƻǊǎ ƭƻƻƪŜŘ ŀǘ 

ŎƻƴǎƛǎǘŜƴŎȅ ƻŦ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘǎ ōȅ ǘŜƳǇǘƛƴƎ ǘƘŜƳ ǿƛǘƘ ǊŜǾŜǊǎŜŘ ƛǘŜƳǎ ǎǳŎƘ ŀǎ ǘƘŜ ŦƻƭƭƻǿƛƴƎΥ  

o I become interested in new pursuits every few months.  

o My interests change from year to year. 

o I often set a goal but later choose to pursue a different one. 

 

After reverse coding these items, the investigators inferred that they had tapped into stability of 

long-term goals.  

The second portion of grit was perseverance of effort, which they measured with the 

positive items including: 

o I finish whatever I begin. 

o {ŜǘōŀŎƪǎ ŘƻƴΩǘ ŘƛǎŎƻǳǊŀƎŜ ƳŜΦ 

o I overcome setbacks to conquer an important challenge. 

o I have achieved a goal that took years of work. 

 

They found that gritty students outperformed other students. Student with high grit scores had 

higher GPAs than students with low grit scores. This connection held even when academic 
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aptitude, measured in the form of Scholastic Aptitude Tests, was held constant statistically. 

While the authors believe that it is easy for outsiders to observe hard work and high effort, 

which is one part of grit, it is more difficult to observe long-term goals and the stability of focus 

on aspirations, which is a second quality of grit. For example, a moderately talented student 

who attempts to play four high school varsity sports is not as likely to be as successful at them as 

a student with equal talent who focuses his time, energy, attention, and effort on one sport.  

 

Duckworth, Peterson, Matthews, and Kelly (2007) suggested that pursuing long-term goals with 

ǇŜǊǎŜǾŜǊŀƴŎŜ ƛǎ ǊŜƭŀǘŜŘ ǘƻ ŀ ǇŜǊǎƻƴΩǎ ǎŜƭŦ-efficacy and relationships to others. As we have 

previously described, our findings from questionnaires of seventh graders show that dedication 

is constituted by valuing, self-efficacy, and peer acceptance. In a related study, Sansone, Wiebe, 

and Morgan (1999) found that conscientiousness, which refers to the desire to meet external 

requirements, predicted persistence in a boring task of copying a large number of English 

letters. Highly conscientious students persisted irrespective of their disinterest in the task, 

whereas students who were low on the conscientiousness scale persisted only when the task 

could be converted into something interesting. In other words, conscientious students 

continued working, irrespective of their interest level, whereas less conscientious students 

found reasons to slow down or terminate their performance when it became excessively boring. 

Despite these commonalities with conscientiousness and self-discipline, dedication is distinct 

ōŜŎŀǳǎŜ ŘŜŘƛŎŀǘƛƻƴ Ŝƴǘŀƛƭǎ ŜȄǇƭƛŎƛǘ ōŜƘŀǾƛƻǊǎ ƻŦ άŘƻƛƴƎ ǘƘŜ ǊŜŀŘƛƴƎέ ƳƻǊŜ ǇǊƻƳƛƴŜƴǘƭȅΦ 

 

! ǇŜǊǎƻƴΩǎ ƭŜǾŜƭ ƻŦ ŘŜŘƛŎŀǘƛƻƴ ƛǎ ƭƛƪŜƭȅ ǘƻ ōŜ ƛƴŦƭǳŜƴŎŜŘ ōȅ Ƴŀƴȅ ǉǳŀƭƛǘƛŜǎ ƻŦ ǘƘŜ tasks of 

interacting with text, the simplest of which may be perceived difficulty. Song and Schwarz 

(2008) reported that when directions for cooking were extremely difficult to read, students 

thought that the cooking skills were very complex and that the time required to complete the 

task would be too long for them; they were unwilling to persevere in completing the cooking 

activity. When a text appears difficult to read because of its print font or poor organization, 

students perceive that it will be laborious and they avoid not only the text, but the learning 

activity that is naturally expected with the text. This confirms our findings that self-confidence in 

reading information is a key contributor to dedication in reading. 

 

Dedication seems likely to change during the course of schooling, but there are few studies on 

how much change occurs. In one exception to this trend, investigators in Singapore (Bokhorst-

Heng & Pereira, 2008) reported that several motivations changed for 13 year-old students 

during a year of school. Intrinsic motivation declined during the year, as shown by decreasing 

ŀƎǊŜŜƳŜƴǘ ǿƛǘƘ ǎǘŀǘŜƳŜƴǘǎ ǎǳŎƘ ŀǎΣ άL ƭƛƪŜ ǘƻ ǊŜŀŘ ŀǘ ƘƻƳŜ ǿƘŜƴ L ƘŀǾŜ ŦǊŜŜ ǘƛƳŜΣέ ŀƴŘ άL ŜƴƧƻȅ 

ǾƛǎƛǘƛƴƎ ōƻƻƪǎƘƻǇǎΣέ ǿƘƛŎƘ ŀƎǊŜŜǎ ǿƛǘƘ ǇǊŜǾƛƻǳǎ ǊŜǎŜŀǊŎƘ ό²ƛƎŦƛŜƭŘ ϧ ¢ƻƴƪs, 2002). In contrast 

to the loss of interest in reading, dedication for reading increased over the year. These 

investigators measured dedication by capturing avoidance and then inverting the scale in a 

procedure similar to ours. In other words, at the end of the year, students were less likely to 

agree with statements such as the following:  
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o I feel that sharing books in class is a waste of time. 

o Reading things assigned by the teacher is boring. 

o wŜŀŘƛƴƎ ŘƻŜǎƴΩǘ ǘŜŀŎƘ ƳŜ ŀƴȅǘƘƛƴƎΦ  

 

Because the students disagreed with these negative statements more at the end of the year 

than at the beginning, their avoidance was declining and thus, their dedication was increasing. 

During the course of a school year for 13-year-olds, as text becomes denser and more complex, 

students find less interest in reading. Therefore, to maintain and enhance success in school, it is 

necessary to become more dedicated, self-disciplined, and conscientious in performing the 

literacy actions required in school.  

 

Although we might assume that dedication would generate persistence, Lens, Simons, and 

Siegfried (2002) documented this effect. They observed students whose school work had the 

ǉǳŀƭƛǘƛŜǎ ƻŦ ōŜƛƴƎ άƘƛƎƘ ǳǘƛƭƛǘȅ ŀƴŘ ƛƴǘŜǊƴŀƭƭȅ ǊŜƎǳƭŀǘŜŘέ όǇΦ норύΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ǘƘŜȅ ƛŘŜƴǘƛŦƛŜŘ 

students who believed that studying would help them in the future because it is similar to what 

they want to be doing in the future. For example, a person may be studying hard for History 

class to become a good history teacher. The skills one is learning will be used in the future and 

will provide satisfaction to the individual directly. These students who were internally motivated 

because they believed school success would foster their future aims held many of the qualities 

(especially long-term goals) of dedicated students. Comparing these students to other students 

with profiles of lower perceived utility (less useful to my future) or less external regulation 

(making a lot of money), these investigators found that dedication paid high dividends. 

Dedicated students reported devoting more hard effort to be a good student, spending long 

periods of time with close concentration, studying for long periods during the week and 

weekends, and not neglecting their coursework. When students place a high personal value on 

what is being learned they read extensively and avoid distractions. 

 

Studentsõ Dedication in Relation to Their Classroom Experiences 

 

Classroom Factors Influencing Reading Engagement 

.ŀǎŜŘ ƻƴ ƛƴǘŜǊǾƛŜǿ ŘŀǘŀΣ ǿŜ ŜȄǇƭƻǊŜŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƭŜǾŜƭ ƻŦ ŘŜŘƛŎŀǘƛƻƴ and avoidance of reading 

in association with their various classroom experiences in Reading/Language Arts and Science. 

Previous studies show that a cluster of instruction practices is associated with growth in reading 

comprehension. Studies of Concept-Oriented Reading Instruction (CORI) show this growth in a 

series of quasi-experiments reported in a meta-analysis of elementary school studies (Guthrie, 

McRae, & Klauda, 2007), and support for these practices in middle school are reviewed by 

Guthrie and Davis (2003). Inversely, correlational studies document the negative impact of 

ŎƻƴǘǊŀǊȅ ǇǊŀŎǘƛŎŜǎ ƻƴ ǎǘǳŘŜƴǘǎΩ ŜƴƎŀƎŜƳŜƴǘΦ /ƭŀǎǎǊƻƻƳǎ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ ƳƻǘƛǾŀǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ 

are not present engender disengagement in young adolescents (Assor, Kaplan, Kanat-Maymon, 

& Roth, 2005). Teacher supports for engagement in reading and class participation are unlikely 

to have a single, one-ǿŀȅ Ŏŀǳǎŀƭ ƛƳǇŀŎǘ ƻƴ ǎǘǳŘŜƴǘǎΩ ŜƴƎŀƎŜƳŜƴǘ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘΦ wŀǘƘŜǊΣ ǘƘŜ 

relationship is reciprocal. Teachers who provide a supporting social environment for 
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ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƛƴŎǊŜŀǎŜ ǎǘǳŘŜƴǘǎΩ ŎƭŀǎǎǊƻƻƳ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǘƘŜ ŦƻǊƳǎ ƻŦ 

participation, attention, and cognitive commitment to learning (Wentzel, 1996). Simultaneously, 

students who enter a classroom with a high level of engagement in learning and reading elicit 

from teachers a supportive environment for engaged classroom activities. This reveals the well 

known upward spiral for engagement and achievement. 

 

Regrettably, the spiral is equally powerful in a downward direction. When teachers fail to 

support engagement, students become increasingly unmotivated; when students are 

unmotivated, teachers usually become excessively controlling and introduce practices such as 

assigning boring work that disengage students even more than they were initially (Skinner & 

Belmont, 1993). We expect the relationships described next in this chapter to be reciprocal, 

although our evidence for them at present is strictly correlational. We explore five engagement-

supporting practices: success, choice, collaboration, relevance, and thematic units. Each of these 

ƛǎ ŀ ŦƻǊƳ ƻŦ ƛƴǎǘǊǳŎǘƛƻƴ ŎƻƴǘǊƻƭƭŜŘ ōȅ ǘƘŜ ǘŜŀŎƘŜǊ ǘƘŀǘ ƛǎ ƭƛƪŜƭȅ ǘƻ ƛƳǇŀŎǘ ǎǘǳŘŜƴǘǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ 

reading.  

 

¢ƻ ƛƴǾŜǎǘƛƎŀǘŜ ǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ƻŦ ŘŜŘƛŎŀǘƛƻƴ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜǎΣ we derived 

ƳǳƭǘƛǇƭŜ ƛƴŘƛŎŀǘƻǊǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŎƭŀǎǎǊƻƻƳ ŜƴǾƛǊƻƴƳŜƴǘǎ ŦǊƻƳ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎΦ CƻǊ 

the African American and European American students independently we correlated the levels 

of dedication to their classroom experiences (see Tables 9 and 10). 

 

Table 9 

Correlations of Dedication with Classroom Experiences for Two Ethnic Groups 

 

                                                      Dedication 

 Reading/Language Arts Class           Science Class 

Classroom experiences     AA  EA   AA      EA 

    Success (in  text)   .29** .19*  .35**     .30** 

    Choices   .20* .16+  .21*     .20* 

    Collaboration   .06 .31**  .18*     .19* 

    Relevance   .35** .37**  .32**     .38** 

    Thematic unit   .25** .52**  .23**     .32** 

Note. ** = p < .01; * = p < .05; 
+
 = p < .10; AA = African American; EA = European American. 
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Table 10 

Correlations of Motivations and Classroom Experiences: Discriminant Validity 

 

                              Motivations 

 Dedication      Self-efficacy 

Classroom experiences   

    Success    .23**           .61** 

    Choice    .19**           .06 

    Collaboration    .21**           .06 

    Relevance    .36**           .10 

    Thematic unit    .40**           .11 

Note. Self-efficacy is Interview HMC1; Group is total. Classroom is Reading/Language Arts (R/LA). 

  

Assuring success as a classroom practice. The power of success to fuel self-efficacy in 

reading has been amply documented by Schunk and Zimmerman (2007). As an indicator of 

success in the classroom, we asked students whether they were capable of reading the book the 

teacher gave to them. We posed this question separately for Reading/Language Arts and 

{ŎƛŜƴŎŜΦ {ǘǳŘŜƴǘǎ ǊŜǇƭƛŜŘ ŀƴŘ ŜƭŀōƻǊŀǘŜŘ ƻƴ ǿƘŜǘƘŜǊ ǘƘƛǎ ǿŀǎ ά±ŜǊȅ ǘǊǳŜ ƻŦ ƳŜΣέ ά{ƻƳŜǿƘŀǘ 

ǘǊǳŜΣέ ƻǊ άbƻǘ ŀǘ ŀƭƭ ǘǊǳŜ ƻŦ ƳŜΣέ ǇǊƻǾƛŘƛƴƎ ŜȄŀƳǇƭŜǎ ŀǎ ǊŜǉǳŜǎǘŜŘΦ {ƻƳŜ ǎǘǳŘŜƴǘǎ ǿŜǊŜ 

experiencing competence in the fundamental process of understanding their classroom 

textbook, while others were experiencing the agony of failure in this daily or weekly activity. 

5ŜŘƛŎŀǘƛƻƴ ǘƻ ǊŜŀŘƛƴƎ ǿŀǎ ǊŜǇǊŜǎŜƴǘŜŘ ŀǎ ǿŜ ǇǊŜǾƛƻǳǎƭȅ ŘŜǎŎǊƛōŜŘΣ ǳǎƛƴƎ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ 

about whether they attempted to get out of reading whenever possible (avoidance) or read 

conscientiously (dedication). Their dedication was correlated significantly with their reports of 

ǎǳŎŎŜǎǎ ƛƴ ōŜƛƴƎ ŀōƭŜ ǘƻ ǊŜŀŘ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǘŜȄǘōƻƻƪǎ ǿŜƭƭΦ {ǘǳŘŜƴǘǎ ǿƘƻ ǊŜǇƭƛŜŘΣ ά¸ŜǎΣ ƛǘ ƛǎ ǘǊǳŜ 

ƻŦ ƳŜΣ L Ŏŀƴ ǊŜŀŘ ǘƘŜ ōƻƻƪǎ ǿŜƭƭΣέ ǿŜǊŜ ǊŜǇƻǊǘƛƴƎ ŘŜŘƛŎŀǘƛƻƴ ǘƻ ǊŜŀŘƛƴƎ ƛƴ ǘƘŜ ŎƭŀǎǎΦ {ǘǳŘŜƴǘǎ 

who were reporting that they were unable to handle the words, content, or amount of reading 

required in the textbooks were also reporting avoidance in attempts to escape reading these 

classroom materials when possible.  

 

In Reading/Language Arts class the relationship between experience of success and dedication 

was significant for both African American and European American students, although it was 

stronger for minority students (see Figure 3).  In Science class, the linkage of success and 

dedication was equally strong for both African American and European American students. 

Thus, the pathway of providing understandable textbooks and other books for minority students 

appears to be a promising route for fostering dedication in minority, as well as majority students 

(see Part 4 in Statistical Analyses section). 
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Figure 3. Relationships of dedication and avoidance to classroom experiences of success in 

Reading/Language Arts and Science. 

  

Success refers to enabling students to perform highly in the reading tasks integral to classroom 

instruction. In content reading this is often a challenge because textbooks and other books are 

often targeted to the middle of the academic achievement range. In Grade 7, this range is 

extremely broad. The top 20% of the students are capable of performing like college students on 

reading comprehension tasks. Not only is their grade equivalent in a standardized reading task 

above the 12.0 grade level, but they comprehend complex science text at a level comparable 

with college sophomores.  

 

At the same time, the bottom 20% of the students in a typical Grade 7 school district is reading 

below the fourth grade level. These two extreme groups have no possibility of successfully 

gaining knowledge from a textbook pitched for seventh graders at approximately the seventh 

grade level of readability. For the top students, this book is too easy and covers knowledge they 

already possess. For the lower achievers, this textbook is impossible to decode, contains 

unknown vocabulary, and presents knowledge in abstract forms that students cannot unpack.  

 

But the problem gets worse. At the top, the next 20% of the students read from Grade 9 to 

Grade 12 and at the bottom, the next 20% read from Grade 4 to Grade 6. The next to the top 

group reading at the high school level is likely to be uninspired by the easy textbook and the 

next to the bottom group is likely to be significantly struggling to read enough material quickly 

enough and understand it deeply enough to make satisfactory progress. We are left with 20% of 

the typical seventh grade class that will be able to understand and utilize the book for gaining 

disciplinary knowledge. The challenge for providing a single text in Grade 7 that can be read 
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successfully by all students is nearly impossible to meet. Thus, having students read for success 

is not a simple goal for teachers to accomplish, although it is an easy goal for administrators to 

pronounce.  

 

Classroom practices that foster success go beyond the selection of texts that are 

comprehensible to students. Affording students multiple opportunities for reading about a 

complex topic in books of varying difficulties with varying degrees of charts and supportive 

ǎȅǎǘŜƳǎ ŦƻǎǘŜǊǎ ǎǳŎŎŜǎǎΦ {ǳŎƘ ǇǊŀŎǘƛŎŜǎ ƛƴŎƭǳŘŜ ƎƛǾƛƴƎ ŦǊŜǉǳŜƴǘ ŦŜŜŘōŀŎƪ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ŘƛŦŦŜǊent 

levels of proficiency in reading. When students are able to share their competency with peers or 

integrate lessons in writing with lessons in understanding the content through text in a 

ŘƛǎŎƛǇƭƛƴŜΣ ǎǘǳŘŜƴǘǎΩ ǘŀǎƪ ǎǳŎŎŜǎǎ ƛǎ ŦŀŎƛƭƛǘŀǘŜŘΦ CƻǊ ƭƻǿ-achieving students, teachers who reward 

effort as students show competency in relatively easy tasks enable students to gain a belief in 

their own ability (Schunk, 2003). Over time, such beliefs grow to become a supporting system 

for dedication. Finally, teachers who reward resilience by enabling students to gain the 

strategies for conquering challenging text foster the persistence in reading to learn, which is at 

the heart of dedication.  

 

 Offering choice as a classroom practice. Providing choice during classroom instruction 

that involves reading is a widely used motivational practice (Assor, Kaplan, Kanat-Maymon, & 

Roth, 2005; Flowerday & Schraw, 2000). Affording choice consists of providing students the 

opportunity to direct their own reading which increases the time spent and task success 

(Reynolds & Symons, 2001). This may include selecting books, but goes beyond that narrow 

meaning. Choice includes selecting how book content is learned, what portions of a single book 

are emphasized, and how learning is shared with classroom peers.  

 

The challenge to providing choice is that teachers are pressed to meet high expectations for 

curriculum coverage. Because teachers believe they must cover topics by traveling quickly over 

broad domains, they tend to believe they have little opportunity to afford choice to learners. 

Although this obstacle is prohibitive, teachers have many opportunities to provide micro choices 

that have been shown to help students become autonomous readers (Reeve & Jang, 2006). 

 

Our indicator of choice as an instructional practice was constructed by asking students in the 

interviews whether they were given choices of what to read in their Reading/Language Arts and 

Science classrooms. Students who reported that their teacher afforded them opportunities to 

select books or identify tasks related to reading were highly likely to be dedicated readers. On 

the other side of the coin, students who said they had no choice of books were dominated by 

avoidant motivations. With no opportunity to select what they read, students were likely to 

avoid texts and minimize their effort in reading (see Figure 4). It is vitally important to recognize 

that the provision of choice is empowering, and thus promotes dedication in reading. 

Conversely, the absence of choice is equally powerful in generating avoidance. Often, teachers 

select a text, set the questions, begin and end the reading activity according to a schedule, and 

require students to complete assigned tasks in a specified framework. Such organization is the 
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hallmark of direct instruction and extremely frequent in classrooms. However, this is nonchoice 

instruction. In excess, this form of control leads not to inspiration, but to avoidance of reading, 

and thus disengagement from lessons.  

 
Figure 4. Relationships of dedication and avoidance to classroom experiences of choice.  

 

Varieties of choice. The practice of choice can be implemented in myriad forms; the 

main choice need not be heading to the media center to find a book for a book report. Students 

can be asked to select a story within an anthology. They can be requested to identify one 

character out of three within a novel to portray in writing. Teachers can list five questions over 

the twists and turns of a plot in Literature and provide students the choice of answering any 

three. In Science, teachers can give students a subtopic within a domain to learn closely and 

explain to a peer or the class as an example of a general science principle. Teachers can set 

large, multi-genre, guided projects in which students may select subtopics, select texts from a 

menu, identify examples and key inferences according to their own judgments, and direct their 

own learning in ways that are compatible with curriculum objectives. These forms of self-

directed learning in classrooms embed many choices which enable students to identify with 

their learning activities and take responsibility for their reading. With choice, students are more 

committed to putting forth effort and persevering to complete tasks. When these aspects of 

dedication are occurring successfully in a specific topic, they expand and become part of the 

reading style of a student.  

 

 Enabling collaboration as a classroom practice. Collaboration in reading is a process of 

socially interacting with classroom peers to derive and expand meaning from text. Classrooms 

with higher amounts of rich social interaction enable students to understand literary text quite 

deeply (Almasi, 1995; Applebee, Langer, Nystrand, & Gamoran, 2003). Although positive peer 
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relationships boost achievement (Wentzel, 2005), and some teachers provide collaboration 

daily, others seldom do. With large classes in middle school, where students vary widely in 

academic achievement, teachers often find it difficult to maintain order in a classroom if too 

many collaboration opportunities are provided. Because students want to talk to their friends 

ŀōƻǳǘ ŀ ƴŜǿ ƳƻǾƛŜ ƻǊ ǎƻƳŜƻƴŜΩǎ CŀŎŜōƻƻƪ ǎǘŀǘǳǎΣ ǘŜŀŎƘŜǊǎ ƘŀǾŜ ǘƻ ƻǊƎŀƴƛȊŜ ŎƭŀǎǎǊƻƻƳ ǎƻŎƛŀl 

ƛƴǘŜǊŀŎǘƛƻƴ ŦƻǊ ƛǘ ǘƻ ōŜ ǇǊƻŘǳŎǘƛǾŜΦ hǘƘŜǊǿƛǎŜΣ ŎƻƭƭŀōƻǊŀǘƛǾŜ ŀŎǘƛǾƛǘƛŜǎ Ŏŀƴ ƻŦǘŜƴ ƭŜŀŘ ǘƻ άŘƻǿƴ 

ǘƛƳŜέ ƛƴ ƭŜŀǊƴƛƴƎΦ ¢ƘŜ ŎƘŀƭƭŜƴƎŜ ƛǎ ǘƻ ƻǊƎŀƴƛȊŜ ŎƻƭƭŀōƻǊŀǘƛǾŜ ǿƻǊƪ ǘƻ ōŜ ŎƻƎƴƛǘƛǾŜƭȅ ŎƘŀƭƭŜƴƎƛƴƎ ŀǘ 

ǘƘŜ ǎŀƳŜ ǘƛƳŜ ǘƘŀǘ ƛǘ ƎŀƭǾŀƴƛȊŜǎ ǎǘǳŘŜƴǘǎΩ ŀǘǘŜƴǘƛƻƴ ǘƻ ƪey issues.   

 

In the interviews we asked students whether teachers invited them to talk with peers about 

what they read in the classroom. According to this indicator, collaboration was correlated with 

dedication to read consistently within Science classrooms for African American and European 

American students. However, in Reading/Language Arts classrooms, collaboration was tied to 

dedication for European American students, but not for African American students. For African 

Americans there was no variation in level of dedication across the perceived levels of 

opportunity for collaborative work in the classroom. In the absence of variation, this classroom 

ŜȄǇŜǊƛŜƴŎŜ ŎƻǳƭŘ ƴƻǘ ōŜ ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƭŜǾŜƭ ƻŦ ŘŜŘƛŎŀǘƛƻƴΦ ¢Ƙƛǎ ƻŎŎǳǊǊŜŘ ƻƴƭȅ 

within the group of African American students for Reading/Language Arts class and did not 

appear in other situations (see Figure 5). 

 
Figure 5. Relationships of dedication and avoidance with classroom experiences of peer 

collaboration. 

 

Collaborations may take many forms, some of which are more productive of academic 

performance than others (Murphy, Wilkinson, Soter, Hennessey, & Alexander, 2009). In CORI for 

middle school, we utilize collaborative reasoning structures in which students have group roles 
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consisting of initiator, adder, and synthesizer during the discussion of the meanings of content 

text (Chinn, Anderson, & Waggoner, 2001). It is beneficial to have a wide range of social 

activities. For example, partners can read aloud for fluency development. They can exchange 

questions to boost comprehension about pages in a book. A team can be expected to learn to 

summarize a chapter as a collective effort. Many teachers employ literature circles in 

Reading/Language Arts or peer editing for essays in English. In Science classrooms, the jigsaw 

model, in which students gain specialized knowledge of a domain and then change teams to 

share that knowledge with others, may frequently foster conceptual learning from text. Our 

students reported that working together with others within the classroom as one of the most 

highly prized learning activities. Teachers who can harness the surge of social needs in young 

ŀŘƻƭŜǎŎŜƴǘǎ Ŝŀǎƛƭȅ ŦƻǎǘŜǊ ǎǘǳŘŜƴǘǎΩ ŘŜŘƛŎŀǘƛƻƴ ǘƻ ǊŜŀŘƛƴƎΦ ¦ƴŦƻǊǘǳƴŀǘŜƭȅΣ ǘŜŀŎƘŜǊǎ ǿƘƻ ƛƴƘƛōƛǘ 

ǎǘǳŘŜƴǘǎΩ ǎƻŎƛŀƭ ŘƛǎǇƻǎƛǘƛƻƴǎ ŀǊŜ ƭƛƪŜƭȅ ǘƻ ōŜ ŦŀŎŜŘ ǿƛǘƘ ǎǘǳŘŜƴǘǎΩ ŀǾƻƛŘŀƴŎŜ ƻŦ ǘŜȄǘΣ ŀƴŘ ŜǾŜƴ 

disdain for reading content books and literary books. 

 

 Generating relevance as a classroom practice. Relevance is a teaching practice that is 

magnificently fostered by a few teachers but neglected by too many, although it is supported as 

valuable in experimental (Guthrie et al., 2006) and correlational (Assor, Kaplan, & Roth, 2002) 

research. Relevance is enabling students to connect text to their personal life experience or 

knowledge. For young adolescents, the experience of relevance is the perception that a text is 

ŘƛǊŜŎǘƭȅ ŀŘŘǊŜǎǎƛƴƎ άƳŜέ ōŜŎŀǳǎŜ ƛǘ ƳŀƪŜǎ ƛƳƳŜŘƛŀǘŜ ŎƻƴǘŀŎǘ ǿƛǘƘ Ƴȅ ŜȄǇŜǊƛŜƴŎŜΣ ƪƴƻǿƭŜŘƎŜ 

background, personal goals, or active interests. In literature, many occasions arise for providing 

ǊŜƭŜǾŀƴŎŜΦ ²ƘŜƴ ƘƛƎƘ ǎŎƘƻƻƭ ǘŜŀŎƘŜǊǎ ǇǊŜǎŜƴǘ IƻƳŜǊΩǎ The Odyssey, students may be asked to 

spend one lesson writing their own odyssey. Having entered that self-reflective world, students 

will read the trials of Odysseus in a new light. In the absence of composing or thinking about 

ǘƘŜƛǊ ǇŜǊǎƻƴŀƭ ƻŘȅǎǎŜȅǎΣ ǎǘǳŘŜƴǘǎ ǿƘƻ ǊŜŀŘ IƻƳŜǊΩǎ ǿƻǊƪ ŦƛƴŘ ƛǘ ŀǊŎƘŀƛŎΦ Lƴ ǘŜŀŎƘƛƴƎ 9ǳǊƻǇŜŀƴ 

history, content educators can render the learning of persons, dates, and key episodes as a dull 

memorizing activity, which is boring. When teachers exert excessive control and preclude 

students from finding connections, students become anxious and disengaged (Assor, Kaplan, 

Kanat-Maymon, & Roth, 2005). Alternatively, teachers can breathe life into ancient events by 

having students reenact them or view a brief video of a historical moment. Such precursors of 

reading enable students to link printed pages to their newfound perceptions, which bring vitality 

to the book. 

The indicator of relevance was the response to a question that asked whether students were 

ŀōƭŜ ǘƻ ŎƻƴƴŜŎǘ ǘƘŜ ǘŜȄǘǎ ǘƻ ǘƘŜƳΦ {ǘǳŘŜƴǘǎ ǿƘƻ ǊŜǇƻǊǘŜŘΣ άL Ŏŀƴ ŎƻƴƴŜŎǘ ǘƘŜ ōƻƻƪǎ ǘƻ ƳŜ 

ŜŀǎƛƭȅΣέ ǎƘƻǿŜŘ ƘƛƎƘ ǇŜǊŎŜƛǾŜŘ ǊŜƭŜǾŀƴŎŜ ŀƴŘ ǊŜǇƻǊǘŜŘ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ ŘŜŘƛŎŀǘƛƻƴ ǘƻ ǊŜŀŘƛƴƎΦ Lƴ 

ŎƻƴǘǊŀǎǘΣ ǎǘǳŘŜƴǘǎ ǿƘƻ ǎŀƛŘΣ ά[ƛƴƪƛƴƎ ōƻƻƪǎ ǘƻ ƳŜ ǊŀǊŜƭȅ ƘŀǇǇŜƴǎ ƛƴ Ŏƭŀǎǎέ ǿŜǊŜ ƭƛƪŜƭȅ ǘƻ ǊŜǇƻǊǘ 

avoidance of reading. Across the classrooms from Reading/Language Arts to Science and across 

the groups from African Americans to European Americans, the bonds of relevance and 

dedication were highly visible. The correlations between relevance and dedication were more 

consistently substantial and easily generalized than they were for any other engagement 
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supporting practice (see Figure 6).        

 
Figure 6. Relationships of dedication and avoidance to classroom experiences of relevance. 

 

Varieties of relevance. Teachers provide relevance in the classrooms when they enable 

students to perform hands-on activities that link to texts. When students are asked to find the 

trait of a main character that is either very like them or very unlike them they connect 

themselves to the written content. As students follow their viewing of a hailstorm in Science or 

a civil protest in History with critiquing a text, they relate the immediate experience to the 

abstraction of language which fosters their dedication to reading. Through reenactments of 

historical events either created or observed in a classroom, students create a context for 

reading literary works from that era that is irreplaceable in its power for promoting long-term 

commitment to deep reading.  

One powerful example of relevance was shown in the movie Freedom Writers in which Erin 

Gruwell entered a multiethnic classroom in Southern California with student gangs of Asian 

American, Hispanic, and African American students. Immediately following the riots in Los 

Angeles, she encouraged students to write the stories of their encounters with violence, their 

ŦǊƛŜƴŘǎ ǿƘƻ ǿŜǊŜ ƛƴƧǳǊŜŘΣ ŀƴŘ ǘƘŜƛǊ ƳƻǊǘŀƭ ŦŜŀǊǎ ƻŦ ǿŀƭƪƛƴƎ ǘƘŜ ǎǘǊŜŜǘǎΦ {ƘŜ ǎŀƛŘΣ άL ǿŀƴǘŜŘ Ƴȅ 

students to realize that each and every one of them had an odyssey of their own, their own kind 

of journey, and so I wanted to make every single lesson relevant to what they already knew and 

ǘƻ ŎǊŜŀǘŜ ǎƻƳŜ ƪƛƴŘ ƻŦ ōǊƛŘƎŜ ǘƻ ǾŀƭƛŘŀǘŜ ǿƘƻ ǘƘŜȅ ǿŜǊŜ ŀƴŘ ǿƘŜǊŜ ǘƘŜȅ ŎŀƳŜ ŦǊƻƳΦέ .ȅ 

bringing relevance to the group of terrified, alienated adolescents in an urban center, this 

teacher started a movement which now continues in the form of published stories and an active 

Web site.  

 

Thematic units as a practice supporting motivation.  The classroom practice of 

embedding reading activities in thematic units is challenging, but is capable of generating 

ŘŜŘƛŎŀǘŜŘ ǊŜŀŘƛƴƎ όhΩ.ǊƛŜƴ ϧ {ǘŜǿŀǊǘΣ мффрύΦ ²Ŝ ŘŜŦƛƴŜ thematic units ŀǎ ŀ ǎŜǘ ƻŦ άōƛƎ ƛŘŜŀǎέ ƛƴ 
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the class that are goals of classroom learning.  These big ideas are distinctly undergirded by a 

network of concepts documented by multiple examples and evidence.  The challenge of forming 

and sustaining thematic units in Reading/Language Arts often derives from the pressure to teach 

skills and strategies in Reading or English. When the prominent goals for instruction are learning 

skills such as predicting, summarizing, and identifying irony, the thematic unit may easily be lost. 

We are not promoting instruction without the teaching of strategies or literary technique, but 

disembodying literature by neglecting literary themes in English, or decreasing conceptual 

continuity in History by overemphasizing strategy instruction, is disengaging for students.  

 

Our indicator of thematic units was asking students whether they were able to relate books in 

class to each other across time. In Reading/Language Arts, students who reported they could 

relate the books to each other were significantly more dedicated to reading than those who 

were unable to form such relationships among texts over time. The impact of thematic units on 

dedication was especially high for European American students and was also very significant for 

African American students. In Science class, both ethnic groups were dedicated to reading when 

they could experience the continuity of a thematic learning structure in the classroom. Likewise, 

they were likely to report avoidance and minimum effort in reading when they experienced the 

texts as isolated or fragmented (see Figure 7). 

 
Figure 7. Relationships of dedication and avoidance to classroom experiences of thematic 

learning.  

 

In practical terms, thematic units depend on a substantial level of complexity and duration of 

reading about a topic. Students need to be directing their minds toward big ideas of the 

disciplinary domain. Reading about a topic should persist over many days and weeks, rather 

than leaping incoherently across zones of meaning. When students can successfully compose a 
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concept map of the content across several chapters of a textbook or link Web sites to reading 

materials, they are displaying thematic learning. In literature, when students can adeptly 

contrast characters in different literary works, they are likely to have perceived messages at the 

core of the texts that reflect themes (see Part 4 in Statistical Analyses section). 

 

Few teachers naturally implement these instructional practices of assuring success, relevance, 

choice, collaboration, and thematic units, although outstanding teachers afford students these 

experiences almost without being aware of their own empowerments. However, several forms 

of professional development have succeeded in enabling teachers to support engagement in 

learning (Reeve, Jang, Carrell, Jeon, & Barch, 2004). We emphasize experiential learning for this 

purpose (see professional development reports at www.corilearning.com).  To discuss 

professional development we provide a chapter of literature review and data from our 

interventions in this book. 

 

Profiles of Dedication and Interest in Information Book Reading  

Associated with Achievement  

 

Profiles of Reading Motivation 

In the middle school population dedication to information book reading is associated with 

amount of reading, which connects directly to achievement. Dedication is also linked in sensible 

ways to classroom experiences of middle school students positively and negatively as we have 

illustrated.  Beyond dedication, there are additional motivations propelling students to read in 

and out of school. Some of these motivations may combine with dedication in ways that are 

contrary to noǊƳŀƭ ŜȄǇŜŎǘŀǘƛƻƴǎΦ ²Ŝ ŦƻǳƴŘ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘǎ ƛƴ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ Ŏŀƴ 

be combined with their dedication for reading information books to form profiles that are 

associated with achievement more strongly than any single construct.  
 

 Disinterest in reading information books. As we stated earlier, intrinsic motivation, 

which is reading for enjoyment or interest, is most often positively connected to achievement 

(Gottfried, Fleming, & Gottfried, 2001). But the measures of motivation in many studies are 

ƎŜƴŜǊŀƭ ǎǳŎƘ ŀǎΣ άIƻǿ ƻŦǘŜƴ Řƻ ȅƻǳ ǊŜŀŘ ōƻƻƪǎ ŦƻǊ ǇƭŜŀǎǳǊŜΚέ CŀŎŜŘ ǿƛǘƘ ǘƘŀǘ ǉǳŜǎǘƛƻƴΣ ŀ 

student replies based on her favorite book or genre. But given the specific genre of information 

books, middle school students were negative in shocking proportions. Seventy two percent of 

the students were not interested in reading information books. Most stunning was the fact that 

the higher achievers were more negative than the lower achievers. A total of 78% of the 

students reading above grade level (grade equivalent of 8.0 or higher) had a score on the 

intrinsic motivation scale lower than 2.5, which was below the midpoint, saying that information 

books were not interesting; whereas  67% of the lower achievers reported this negative view of 

information books (see CƛƎǳǊŜ уύΦ DƛǾŜƴ ǘƘŜ ǎǘŀǘŜƳŜƴǘ άL ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ŦǳƴΣέ ǘƘŜ 

ƳŀƧƻǊƛǘȅ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎ ǊŜǎǇƻƴŘŜŘ άbƻǘ ƭƛƪŜ ƳŜΦέ !ǘ ǘƘŜ ƭŜŀǎǘ ǘƘƛǎ ƛǎ ŀ ƭŀŎƪ ƻŦ ƛƴǘŜǊŜǎǘΣ ƛŦ ƴƻǘ 

active aversion, of information books in school. We refer to low scoring students as 

disinterested.

http://www.corilearning.com/
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Figure 8. Relationship of interest in information books and reading achievement. 

We formed four groups of students with four different motivation profiles consisting of the 

following: (a) dedicated/interested (high dedication, high interest), (b) dedicated/disinterested 

(high dedication, low interest), (c) avoidant/interested (high avoidance, high interest), and (d) 

avoidant/disinterested (high avoidance, low interest).  These profiles were based on the 

midpoints in ǘƘŜ ǎŎŀƭŜǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǊŀǘƛƴƎǎΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛŦ ǘƘŜ ǎǘǳŘŜƴǘ ǊŀǘŜŘ ƘŜǊ ƛƴǘŜǊŜǎǘ ƘƛƎƘŜǊ 

than the midpoint, which represents neutrality, we inferred she really was interested in 

information books. If a student rated her interest in information books below the midpoint on 

the scale, we inferred she was disinterested in some absolute sense. In other words, high and 

ƭƻǿ ƛƴǘŜǊŜǎǘ ǊŀǘƛƴƎǎ ǿŜǊŜ ōŀǎŜŘ ƻƴ ǎǘǳŘŜƴǘǎΩ ŜȄǇƭƛŎƛǘ ǎǘŀǘŜƳŜƴǘǎΣ ƴƻǘ ƳŜǊŜƭȅ ƻƴ ǘƘŜ ƴƻǊƳŀǘƛǾŜ 

comparison to other students. These four profiles of motivation can be related to other qualities 

of these individuals (see Table 11). 
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Table 11 

Profiles of Motivation and Achievement for Two Ethnic Groups 

 

 Reading 

Grade 

Equivalent 

 

% of 

Total 

 

   Cognitive Skills 

 

Motivations 

Predominating 

Profiles   Fluency 

(Grade 

equiv.) 

Inferencing % 

correct 

Info. text 

% 

correct 

 

Dedicated/   

disinterested 

8.78 23 9.7 70 65 Peer valuing(high) 

Dedicated/ 

interested 

8.13 20 8.7 66 63 Value (high); self-efficacy 

(high) 

Avoidant/ 

disinterested 

8.19 50 8.6 66 63 Devalue (high) 

Avoidant/ 

interested 

4.60   8 6.0 53 45 Perceived diff. (high); peer 

devaluing (high) 

 

Motivation profiles are tied to reading achievement. The achievement level in reading 

of students in these different profiles differed substantially at the beginning of the Grade 7 year. 

The highest performing students were in the profile of dedicated/disinterested, M = 8.8 in the 

fall of the seventh grade year. In reading grade level, the dedicated/interested profile was 

significantly lower than the dedicated/disinterested one, M = 8.1. The reader may be surprised 

by this finding. However, this is not a misprint and we will attempt to explain this outcome in a 

pattern with all of the profiles. Next was the avoidant/disinterested profile, M = 8.2, which was 

virtually the same as the dedicated/interested group. Again, one might wonder how such 

extremely different motivation profile groups should be reading at essentially similar grade 

levels, which we will discuss later. The lowest performing profile group was the 

avoidant/interested, which had a grade equivalent of 4.6 at the outset of Grade 7 (see Parts 4 

and 5 in Statistical Analyses section). 

 

Motivation profile groups vary in cognitive skills. Although we are discussing profiles of 

motivation, we first present the cognitive skills of the different profile groups. The lowest group, 

the avoidant/interested profile was clearly cognitively challenged. Their reading fluency was 

substantially lower than other groups with a grade equivalent score of 6.0 in comparison to 8.6 

and 8.7 for the middle level achieving groups. At the same time, the highest achievers who were 

the dedicated/disinterested profile had a reading fluency level that exceeded the others with a 

grade equivalent of 9.7. In other words, the lowest-achieving reading comprehenders were 

significantly deficient in fluency and the highest-achieving comprehenders were substantially 

advanced in the basic skill of reading fluency.  

 

! ǎƛƳƛƭŀǊ ǊŜǎǳƭǘ ŀǇǇŜŀǊŜŘ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘȅ ǘƻ ŘǊŀǿ ƛƴŦŜǊŜƴŎŜǎ ŘǳǊƛƴƎ ǘƘŜ ǊŜŀŘƛƴƎ ƻŦ ŎƻƴǘŜƴǘ 

text. On the inferencing measure the avoidant/interested group was substantially lower than all 
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others and the high-achieving, dedicated/disinterested profile was slightly, but significantly, 

higher than all others. The basic process of linking background knowledge to text and forming 

connections within text meanings in these profile groups mirrored the findings for reading 

comprehension. Finally, in the ability to form abstract knowledge structures from information 

text, the avoidant/interested profile, comprised of the lowest achievers, showed substantially 

lower competency on this cognitive skill. The other three profile groups were quite similar to 

each other. In other words, the cognitive skills of the students in the different profile groups, 

including both fundamental reading processes of fluency and inferencing, as well as higher order 

knowledge building capabilities, were low for the avoidant/interested and high for the 

dedicated/disinterested students. The other two groups consistently appeared between these 

two extreme groups (see part 5 in Statistical Analyses section). 

 

 Motivation profile groups vary in diverse motivations. A variety of other motivations 

were linked to the motivation profiles in sensible relationships. The avoidant/interested profile 

contains students who are cognitively challenged with low reading comprehension levels. A 

prevailing motivation for this group was perceived difficulty, meaning that these students 

thought reading was an onerous task (Chapman & Tunmer, 1995). They reported that texts were 

confusing, that they read worse than other students, and that they could not easily answer 

ǘŜŀŎƘŜǊǎΩ ǉǳŜǎtions over text. This quality of perceived difficulty is essentially the polar opposite 

of self-efficacy. Rather than believing that they can read, these students are persuaded that they 

do not have the capability to make meaning from text. Another motivation prevalent for the 

avoidant/interested group was peer devaluing of reading information books. These students 

reported that their peers were not interested in their reading, their opinions about books were 

not solicited, and if they were solicited they were not trusted. In other words, this group 

reported peer reactions of apathy or rejection to reading information books for school.  

 

At the same time, students in the avoidant/disinterested profile were confident in their reading 

capabilities, but devalued information books in the extreme. They believed that information 

books were a waste of time, that reading such books would not help them in the future, and 

that information books were not important to them. At almost a shocking level, this devaluing is 

a deep-seeded personal rejection of school-based information books. 

 

The last two profiles that we mentioned were avoidant/interested and avoidant/disinterested. 

The avoidance motivation is shared by these groups of students and there appears to be two 

reasons for their resistance to reading. In the avoidant/interested group students believe that 

reading is impossibly difficult and concur with their peers that reading is not important. For 

middle school students, these are sufficient reasons to be avoidant. The profile of 

avoidant/disinterested students is comprised of individuals who are cognitively capable, but 

who devalue reading information books and react aversely to them. To oversimplify, one might 

say there are two reasons for avoiding information books; either they are too difficult to read, 

which leads to avoidance, or they are viewed as worthless, which likewise leads to avoidance.  
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The dedicated/interested profile, on the other hand, was comprised of students who valued 

reading highly and believed in its importance for their success in school. These students had 

confidence (self-efficacy) that they could handle the difficult words and complex structures in 

the text and could navigate the books to gain meanings expected by their teachers and their 

reading programs. One might ask why this group of students does not score more highly in 

general reading comprehension. One possible source is that their cognitive skills are moderate, 

but are not as exceptionally high as those of the dedicated/disinterested group. Another 

possible reason is that this group of students has not learned to manage the interests that they 

find in information books. Occasionally, their curiosity may distract them from completing 

assignments thoroughly or meeting their wide array of school obligations completely. 

 

The dedicated/disinterested profile, comprised of the highest achievers, uniquely showed a 

positive social peer motivation. Their peers valued their interests in reading, thought their 

opinions were important, and tended to share similar reactions to information books. It appears 

that the dedication of this group to reading is a shared peer value which takes strength from its 

social sanctions. It is intriguing that for each motivation profile there was an additional 

motivational attribute that singularly distinguished that profile from other profiles in this 

framework (see Part 5 in Statistical Analyses section). 

 

Among these groups, the avoidant/interested group is most in need of instructional 

interventions. We have implemented Concept-Oriented Reading Instruction (CORI) for this 

group successfully at the elementary level (Guthrie et al., 2009), and at the middle school level 

in our current NICHD-funded study. 

  

Distribution of motivation profiles. The proportions of Grade 7 students who hold 

these distinct profiles are surprising to many educators. The dedicated/disinterested profile was 

23% of the Grade 7 population in the cooperating school district. The avoidant/disinterested 

profile consisted of 50% of the students in this sample. This is a high proportion of otherwise 

normal learners who report a dual set of apparently undermining motivations consisting of 

reading avoidance and lack of interest. Combining these two profiles, which showed disinterest 

in reading information books, produces a percentage of 73% of seventh-grade students who 

claim that information books are boring and seek ways to minimize contact with them. 

 

The dedicated/interested profile, which consists of students who are enjoying school and 

providing gratification to teachers daily, consists of 20% of the sample of seventh graders. At the 

same time, the avoidant/interested are 8% of the total. Combining these two profiles, it is 

evident that only 28% of the students reported being interested in reading information books in 

middle school (see Figure 9). 
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Note. Ded. ς Disint. = Dedicated-Disinterested; Ded. ς Int. = Dedicated-Interested;  

                     Avoid. ς Disint. = Avoidant-Disinterested; Avoid. ς Int. = Avoidant- Interested 

 

Figure 9. Proportions of students in motivation profile groups. 

 

Explaining the profiles. Disinterest in reading information books was associated with 

high achievement, and interest in reading these books was associated with low achievement. 

This appears to contradict a widespread relationship in the scientific literature showing a 

positive connection between interest and reading achievement. We confirmed this previously 

observed relationship within our study. We formed a scale for intrinsic motivation for reading 

books in Reading/Language Arts class, which consists of literature including novels, legends, and 

plays for a sample of approximately 250 students equally divided between boys and girls. 

Intrinsic motivation for literary reading was positively correlated with reading achievement (r = 

.20, p < .01) when we controlled for gender, income, and dedication. This positive correlation of 

intrinsic motivation and achievement appeared for reading books for Reading/Language Arts 

class and reading outside of school (Coddington, 2009). This high correlation between reading 

achievement and intrinsic motivation is not simple cause and effect relationship, but reflects 

reciprocity between the two processes of motivation and cognition in reading (Morgan & Fuchs, 

2007).  

 

It is evident that high achievers enjoy genres of fiction and fantasy and low achievers lack 

enjoyment in reading fiction and literary text. It is equally evident that these high achievers 

actively dislike reading information books either in school or out of school. The reasons for this 

apparent contradiction have not been demonstrated scientifically. Students who are cognitively 

capable become proficient in reading through fiction and literature in school. When they 
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encounter information or expository texts they do not find the same enjoyment or personal 

connections that fiction yields, and consequently, find the texts themselves aversive. It is further 

possible that the high achievers are asked to perform low-level, trivial tasks with information 

texts in school and grow to loathe the texts associated with their aversive experiences.  

 

In summary, middle school students make a transition from interest to dedication as the 

mainspring energizing their reading. In elementary school, reading is taught largely with 

lƛǘŜǊŀǘǳǊŜ ŀƴŘ ŦƛŎǘƛƻƴΦ {ǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ ƎǊƻǿ ǘƻƎŜǘƘŜǊ ƛƴ ǘƘƛǎ ŎƻƴǘŜȄǘ όaŜŜŎŜ 

& Miller, 1999). In middle school, students confront a wave of information text in Science, Social 

{ǘǳŘƛŜǎΣ aŀǘƘΣ ŀƴŘ ƻǘƘŜǊ ǎǳōƧŜŎǘǎΦ .ŜŎŀǳǎŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ǎkills are much more diverse than 

the book difficulties, many students become frustrated. Because teachers rarely afford students 

choice, collaboration, and relevance in reading, students become disinterested. However, the 

reality of school remains. Students must read to maintain parental expectations, self-image, and 

perhaps, to take steps toward long-term goals for further education or a career. Despite 

disinterest, dedication becomes the norm for these learners. Of course, there are exceptional 

students with other profiles, but outside of extraordinary teaching innovations, the pathway to 

achievement is time, effort, and persistence. 

 

Conclusion and I mplications  

 

Lƴ ƻǳǊ ƛƴƛǘƛŀƭ ǎƪŜǘŎƘ ƻŦ ǘƘŜ ƭŀƴŘǎŎŀǇŜ ƻŦ ŀŘƻƭŜǎŎŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ƭƛǘŜǊŀŎȅΣ ǘƘŜ ǎǇƻǘƭƛƎƘǘ ŦŜƭƭ on what 

kinds of reading students do. In interviews, students told us they read such obvious materials as 

textbooks and overhead projections, as well as studying their notes taken in class. All of these 

ŦƻǊƳǎ ƻŦ ƭƛǘŜǊŀŎȅ ŎƻǊǊŜƭŀǘŜŘ ǿƛǘƘ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜnt on tests and were connected to their 

success in courses. Regrettably, many students reported avoiding academic reading, which has 

severe consequences for their attainment in individual courses and progress through school.  

 

Regarding nonschool reading, students told us they read novels, newspapers, and websites 

reasonably often. These literacy activities were correlated with their achievement nearly as 

often as their school reading. Relatively high-achieving students were more active than lower- 

achieving students in both school and recreational contexts. Although nonschool reading may 

have contributed to their personal quests for meaning and social roles, as suggested by other 

investigators, nonschool literacy also contributed to their reading competencies that were 

related to school success.    

 

A potentially valuable difference between African American and European American student 

academic literacy appeared. The connection between amount of school reading and 

achievement was higher for African American than for European American students. This finding 

holds promising implications because effective teachers are quite capable of encouraging 

enhanced amounts of reading among all students including African Americans. Such 

encouragement is likely to improve school success. Evidently, the tenacious restrictions posed 



Motivation, Achievement, and Classroom Contexts for Information Book Reading 41 
 

 

 

by economic, sociological, and psychological factors associated with minority status can be at 

least partly countered by classroom actions that foster wider and deeper reading. 

 

Sheer amounts of aŎŀŘŜƳƛŎ ǊŜŀŘƛƴƎ ǊŜǇƻǊǘŜŘ ƛƴ ƛƴǘŜǊǾƛŜǿǎ Ŏŀƴ ōŜ ŎƻƴƴŜŎǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ 

portraits of their time, effort, and persistence in reading. We use the term άdedicationέ for 

these qualities of reading pursuit. Duckworth and colleagues (2007) use ǘƘŜ ǘŜǊƳ ΨƎǊƛǘΩ ŦƻǊ ǘhe 

same attributes, showing that it predicts grade point average in high school better than IQ. We 

found that dedication was powerful for boys and girls, for students with high and low incomes 

and for both ethnic groups, all of whom were equally represented in the sample of 260 students 

we interviewed. 

 

Students reported that their dedication was driven by three motivations consisting of valuing, 

confidence, and judgments about peers. Most prominently, dedicated students from both 

African American and European American groups placed a high value on school reading. In 

ŎƻƴǘǊŀǎǘΣ ŀǾƻƛŘŀƴǘ ǎǘǳŘŜƴǘǎ ǎŀƛŘ ǘƘŀǘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǊŜŀŘƛƴƎ ǿŀǎ ΨōƻǊƛƴƎΩΣ ŀ ΨǿŀǎǘŜ ƻŦ ǘƛƳŜΩ 

ŀƴŘ Ψƴƻǘ ǳǎŜŦǳƭΦΩ However, the ethnic groups differed on other motivations. Dedicated African 

American students reported that peer opinions impacted their dedication more than 

confidence; whereas European American students said that confidence played a larger role in 

their dedication than peer opinions. Of course, this applies generally to groups and is descriptive 

for most students but not each individual. 

 

A key dilemma for educators is to determine whether classroom contexts can impact the 

ǎǘǳŘŜƴǘǎΩ ŘŜŘƛŎŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘΦ wŜƳŀǊƪŀōƭȅΣ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƛǊ 

classroom experiences were well connected to their dedication. Concrete teacher practices 

fostered dedication across both Reading/Language Arts and Science classes in middle school for 

both African American and European American groups. First, dedicated students reported that 

teachers provided relevant experiences that enabled them to link texts to their knowledge or 

other activities. Second, dedicated students said that they could handle the textbooks (e.g., read 

them well enough to learn content from them). Third, dedicated students recalled that they 

benefitted from tightly tied themes in the content of instruction. Fourth and fifth in strength for 

dedicated students were the classroom experiences of choice and collaboration during reading 

information books for school. On the other side of the coin, students who actively avoided 

information book reading reported that they could not see the relevance of the texts, could not 

read the textbooks adequately, were not helped to connect texts to each other, experienced 

few, if any,choices, and were not able to talk about texts in class. The positive forms of these 

practices boosted dedication and the neglect of these practices directly produced avoidance.   

 

In the initial outline formed from interviews, classroom practices were merely correlated with 

ǎǘǳŘŜƴǘǎΩ ŘŜŘƛŎŀǘƛƻƴ ǘƻ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǊŜŀŘƛƴƎΦ [ŀǘŜǊ ƛƴ ǘƘƛǎ ǾƻƭǳƳŜ, we show that designed 

instruction and committed teachers can intentionally implement these practices for the benefit 

ƻŦ ǎǘǳŘŜƴǘǎΩ ŘŜŘƛŎŀǘƛƻƴ, which converts into reading achievement for them. The implication of 
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this chapter for professional development is that training teachers to explicitly foster dedication 

and motivation could have a dramatically positive impact on information text achievement. 

 

Statistical Analyses for Informational Reading Engagement and  Classroom 

Experiences of African American and European American Adolescent Students  

 

1. Achievement Level in Reading is Correlated with Behavioral Engagement in Reading 

In this situation, behavioral reading engagement is operationalized as amount of reading. 

Amount of reading was measured for school and nonschool in the interview study by asking 

students to report the frequency of reading various types of texts. Reading achievement 

ŎƻƴǎƛǎǘŜŘ ƻŦ ǘƘǊŜŜ ƭŜǾŜƭǎ ŦǊƻƳ ǘƘŜ ǎǘǳŘŜƴǘǎΩ DǊŀŘŜ с ǎŎƻǊŜǎ ƻƴ ǘƘŜ aŀǊȅƭŀƴŘ {ŎƘƻƻƭ !ǎǎŜǎǎƳŜƴǘ 

(MSA) in March 2007, consisting of high (top third), medium (middle third),  and low (bottom 

ǘƘƛǊŘύΦ ¢ƘŜ ŀƳƻǳƴǘ ƻŦ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎ ǿŀǎ ŘŜǘŜǊƳƛƴŜŘ ōȅ ǎǳƳƳƛƴƎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ ŦǊƻƳ 

items in the student interview for the following: textbooks, workbooks, other books, class notes, 

ƻǘƘŜǊǎΩ ƴƻǘŜǎΣ Web sites, newspapers/magazines, handouts, and chalkboard/overheads. The 

ǎǘǳŘŜƴǘǎΩ ŦǊŜǉǳŜƴŎƛŜǎ ƻŦ ǊŜŀŘƛƴƎ ǘƘŜǎŜ ǘȅǇŜǎ ƻŦ ǘŜȄǘǎ ŀǊŜ ǇǊŜǎŜƴǘŜŘ ƛƴ ¢ŀōƭŜ мΦ   

 

¢ƘŜǎŜ ŦǊŜǉǳŜƴŎƛŜǎ ǿŜǊŜ ǎǘŀƴŘŀǊŘƛȊŜŘ ƻƴ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƻŦ ǘƘŜƛǊ ƧƻǳǊƴŀƭǎΦ {ǘǳŘŜƴǘǎΩ ŜǎǘƛƳŀǘŜǎ 

of their frequencies of reading are subject to unpredictable overestimates and underestimates. 

To standardize the frequencies of reading, we selected journal reading as a baseline for each 

individual. The journal was chosen because students read it as a teacher request, and they 

seldom read it for enjoyment or study. Because students do not read it as a function of 

motivation, but rather as a response to an instructional request, it serves as a stable baseline for 

each individual. Frequency of journal reading was used as a denominator for a ratio with each 

type of reading frequency, such as textbook, and Web sites as the numerator for the indicator of 

amount of reading. Means and standard deviations of these ratios are presented in Table 2.    

 

The correlations for all the types of reading and achievement in the previous paragraph were 

statistically significant. The total correlation, which summed all the indicators of reading amount 

with reading achievement, was .20 (p < .01). Subgroups were as follows: African Americans were 

.28 (p < .05); European Americans were .16; male AA students were .28 (p < .01); females AA 

students were .28 (p < .01); male EA students were .16; female EA students were .12 (see Table 

3). 

 

The relationship of amount of reading and reading achievement was analyzed with an Analysis 

of Variance. The dependent variable was Amount of School Reading total, and the independent 

variables were reading level and ethnicity. The reading level had a significant effect, F = 5.07, df 

= 2,212, p < .01. The effect for ethnicity was not statistically significant and the interaction of 

reading level and ethnicity was not statistically significant. Post hoc tests using the Tukey 

procedure showed that the high and moderate reading levels were not statistically significantly 

different from each other, and both were higher (p < .01) than the low level (see Figure 1). 
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To examine the concurrent validity of the indicator of amount of reading, we correlated it with 

ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ ƻŦ ǘƘŜƛǊ ǘƻǘŀƭ ŀƳƻǳƴǘ ƻŦ ǘƛƳŜ spent reading for school, which was item 3 in 

Series E in the interview. This was computed as a ratio, with the baseline of frequency of journal 

reading as the denominator and the total amount of time as the numerator. The correlation of 

the frequency of reading indicator and the amount of reading time indicator was .87 (p < .001), 

which shows high concurrent validity. The indicator of total amount of time reading and reading 

level correlated at .24 (p < .01).  

 

The actual mean score on the interview item was 5.7 for AA students and 5.9 for EA students 

(not significantly different). This was approximately 1 to 2 hours per day total time spent 

reading. We conducted an Analysis of Variance with total amount of reading time (standardized 

with journal reading frequency as the baseline) as the dependent variable and reading level and 

ethnicity as the independent variables.  The effect of achievement level was statistically 

significant, F = 11.69, df = 2,214, p < .001, the effect of ethnicity was statistically significant, F = 

7.82, df = 2,214, p < .006, and the interaction of level and ethnicity was not statistically 

significant. Post hoc Tukey tests showed that the low level (M = 1.99) read significantly less than 

the middle (M = 2.52) and high (2.76) achievement levels, which were not statistically 

significantly different from each other. The EA students reported more time spent reading (M = 

2.68) than the AA students (M = 2.17).  

 

The behavioral engagement in nonschool ǊŜŀŘƛƴƎ ǿŀǎ ƳŜŀǎǳǊŜŘ ŦǊƻƳ ǎǘǳŘŜƴǘǎΩ ǊŜǇƻǊǘǎ ƻƴ 

Series C items in the interview. This consisted of the frequencies of reading the following: email, 

instant messaging, text messaging, Web sites, novels, information books, comics, newspapers, 

video game guides, TV guides, magazines, video games with text, and video games without text 

όǎŜŜ ¢ŀōƭŜ п ŦƻǊ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŦǊŜǉǳŜƴŎƛŜǎ ƻŦ ǊŜŀŘƛƴƎ ǘƘŜǎŜ ƛǘŜƳǎύΦ  

 

We constructed a standardized indicator of these items using the journal reading frequency as 

the denominator in a ratio similar to the frequency of school reading indicators.  Correlations of 

the nonschool reading indicators and reading achievement level were reported in Table 5. The 

total, which was the sum of 10 indicators, not including the video games, correlated with 

reading level at .19 (p < .01).  Only four indicators were separately significant including 

newspapers, Web sites, text messaging, and novels.  Table 5 shows the correlations of 

achievement with school reading and nonschool reading controlled for poverty (FARMS) for the 

two ethnic groups, which were as follows: AA nonschool .23 (p < .01), AA school .26 (p < .01), EA 

nonschool .12 and EA school .11. The indicators of total levels of nonschool reading frequency 

and total of school reading frequency correlated with each other at .78 (p < .01) (see Table 6). 

 

2. Behavioral Engagement is Correlated Positively with Dedication and Avoidance 

Motivations 

Dedication was a motivation construct developed from the interview. The first construct was 

Dedication in wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !ǊǘǎΦ Lǘ ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ōŜƘŀǾƛƻǊŀƭ ŘƛǎǇƻǎƛǘƛƻƴ ǘƻǿŀǊŘ 

reading in Reading/Language Arts class. In the interview, this dedication construct was built 
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from Series D, items 3b and 3c (reverse coded). The items correlated at .36 (p < .01). The range 

was 2 to 8, with a mean of 5.40 and a standard deviation of 1.55 for total group.  The concurrent 

validity was confirmed by the correlation of this Dedication construct with the students 

volunteering that they read for enjoyment outside of school, as represented by placing 

άǊŜŀŘƛƴƎέ ƻƴ ǘƘŜƛǊ ŀŎǘƛǾƛǘȅ ƳŀǇ ƛƴ ǘƘŜ ƛƴǘŜǊǾƛŜǿΦ ¢ƘŜ ŎƻǊǊŜƭŀǘƛƻƴ ƻŦ 5ŜŘƛŎŀǘƛƻƴ ŀƴŘ nonschool 

reading was .24 (p < .01) for AA students and .33 (p < .01) for EA students.  

 

The second construct was Dedication in Science. Iǘ ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇƻǎƛǘƛǾŜ ŀŦŦŜŎǘ ŀƴŘ 

behavioral disposition toward reading in Science class. In the interview, this dedication construct 

was built from Series D, items 4b and 4c (reverse coded). The items correlated at .19 (p < .01). 

The range was 2 to 8, with a mean of 5.34 and a standard deviation of 1.48 for total group. The 

correlation of this Dedication construct with the students volunteering that they read for 

ŜƴƧƻȅƳŜƴǘ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭΣ ŀǎ ǊŜǇǊŜǎŜƴǘŜŘ ōȅ ǇƭŀŎƛƴƎ άǊŜŀŘƛƴƎέ ƻƴ ǘƘŜƛǊ ŀŎǘƛǾƛǘy map in the 

interview, was not statistically significant.  

 

The two constructs of Dedication for reading in Reading/Language Arts and Dedication for 

reading in Science correlated at .27 (p < .01).  

 

3. Relationships of Achievement with Motivations for Reading Information Books were 

Substantial 

The construct of Dedication was also examined in the data set consisting of scores of 

approximately 1200 Grade 7 students in September of the school year. The sample consisted of 

all Grade 7 students in the school district who participated as part of their standard education. 

As approved by the Institutional Review Board of the University of Maryland and the 

cooperating school district, written parental consent for each student was obtained to analyze 

the data for research purposes. Questionnaires were administered by the classroom teachers 

under the supervision of the researchers. Table 7 shows the associations of eight motivation 

constructs with information text comprehension in a multiple regression with all motivations 

and gender entered in the analysis. The table shows the correlations of motivation with the 

Gates-MacGinitie Reading Comprehension measure, which is a standardized test, and the 

correlations of motivations with a content reading comprehension test. For the content reading 

comprehension measure, the construction, scaling, and psychometric properties of the 

information text comprehension assessment are discussed in Chapter 3. The motivation 

constructs developed for this research (see Chapter 2) included the following: intrinsic 

motivation, avoidance, value, devalue, self-efficacy, perceived difficulty, peer value, and peer 

devalue. In Table 7, the associations are beta weights that are all controlled statistically for 

gender and for the other motivations in the set. Correlations are presented for the total group 

and for the AA and EA groups separately. It is evident for the total group that the motivations 

correlating significantly with the Gates-MacGinitie Reading Comprehension measure included 

intrinsic motivation, avoidance, devaluing, self-efficacy, and perceived difficulty. 
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To investigate the characteristics of Dedication, we examined the motivational constructs that 

were associated with this variable by conducting a multiple regression with Avoidance as the 

dependent variable. Independent variables were the undermining constructs of devaluing, 

perceived difficulty, and peer devalue. As Table 8 shows, for the total group, devaluing and 

perceived difficulty were statistically significant, unique contǊƛōǳǘƻǊǎ ǘƻ ǎǘǳŘŜƴǘǎΩ ƭŜǾŜƭǎ ƻŦ 

Avoidance of reading information texts for school. For the AA group, devaluing and peer devalue 

were statistically significant unique contributors. For the EA group, devaluing and perceived 

difficulty were statistically significant unique contributors to dedication.  

 

4. Dedication and Avoidance were Correlated with Classroom Experiences 

For these analyses, Dedication was measured from the interviews according to the procedures 

described previously. Classroom experiences were measured by coding items from the 

interviews where the students were asked whether they agreed with a series of statements 

about their perceptions of instruction in Reading/Language Arts (Series D items 3a-3n), and 

instruction in Science (Series D items 4a-4n). The classroom experience of success in reading was 

ƳŜŀǎǳǊŜŘ ōȅ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !ǊǘǎΣ άL Ŏŀƴ ǊŜŀŘ ǘƘŜ ōƻƻƪǎ 

ǿŜƭƭΦέ wŀǘƛƴƎǎ ƻŦ ά±ŜǊȅ ǘǊǳŜέ ǘƻ άbƻǘ ŀǘ ŀƭƭ ǘǊǳŜέ ǿŜǊŜ ƎƛǾŜƴΦ  ¢ƘŜ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜ ƻŦ 

autonomy and choiŎŜ ǿŀǎ ƳŜŀǎǳǊŜŘ ōȅ ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ƛƴ wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !Ǌǘǎ ŎƭŀǎǎΣ άL 

ƘŀǾŜ ŎƘƻƛŎŜǎ ŀōƻǳǘ ǿƘŀǘ L ǊŜŀŘΦέ ¢ƘŜ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ŎƻƭƭŀōƻǊŀǘƛƻƴ ǿŀǎ ƳŜŀǎǳǊŜŘ ōȅ 

ǘƘŜ ǎǘŀǘŜƳŜƴǘ ǘƘŀǘ ƛƴ wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !Ǌǘǎ ŎƭŀǎǎΣ άL Ŏŀƴ ǘŀƭƪ ǿƛǘƘ ƻǘƘŜǊǎ ŀōƻǳǘ ǿƘŀǘ ǿŜ ǊŜŀŘΦέ 

The classroom experience of and relevance was measured by the statement that in 

wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !Ǌǘǎ ŎƭŀǎǎΣ άL ŎƻƴƴŜŎǘ ǿƘŀǘ L ǊŜŀŘ ǘƻ ǿƘŀǘ L ŀƭǊŜŀŘȅ ƪƴƻǿΦέ ¢ƘŜ ŎƭŀǎǎǊƻƻƳ 

experience of thematic units was measured by the statement that in Reading/Language Arts 

ŎƭŀǎǎΣ άL ǊŜƭŀǘŜ ŘƛŦŦŜǊŜƴǘ ǊŜŀŘƛƴƎǎ ǘƻ ŜŀŎƘ ƻǘƘŜǊΦέ  

 

In the analyses, we reported the correlations of Dedication in Reading/Language Arts to 

experiences in Reading/Language Arts class, and likewise we reported the correlations of 

Dedication in Science to experiences in Science class. We did this separately for AA and EA 

students. As Table 9 shows, all correlations for both groups of students were statistically 

significant, with one marginally significant.  

 

Lǘ ƳƛƎƘǘ ŀǇǇŜŀǊ ǘƘŀǘ άŜǾŜǊȅǘƘƛƴƎ ƛǎ ŎƻǊǊŜƭŀǘŜŘΣέ ŀƴŘ ǇŜǊƘŀǇǎΣ ǘƘŜ ŎƻǊǊŜƭŀǘƛƻƴǎ ƘŀǾŜ ƭƛƳƛǘŜŘ 

meaning. To examine this possibility, we conducted a discriminant validity test. That is, the 

motivation of self efficacy is known to be associated with success in a task or situation. Thus, the 

classroom experience of success should be correlated with self-efficacy. However, other 

classroom experiences should not be associated with self-efficacy, according to our theoretical 

expectations. We measured the construct of self-efficacy from the item in the interview (HMC-

мύ ǿƘƛŎƘ ǎǘŀǘŜŘΣ άL ŀƳ ƎƻƻŘ ŀǘ ǊŜŀŘƛƴƎ ŦƻǊ ǎŎƘƻƻƭΣέ ƛƴ ǿƘƛŎƘ ǎǘǳŘŜƴǘǎ ǊŜǇƭƛŜŘ ά±ŜǊȅ ǘǊǳŜέ ǘƻ άbƻǘ 

ŀǘ ŀƭƭ ǘǊǳŜΦέ ¢Ƙƛǎ ƛƴŘƛŎŀǘƻǊ ƻŦ ǎŜƭŦ-efficacy correlated at .61 (p < .01) with the experience of 

success in Reading/Language Arts.  However, self-efficacy did not correlate significantly with any 

of the other classroom experiences of choice, collaboration, relevance, or thematic units (see 

Table 10). This pattern confirmed the theoretical expectation for self-efficacy.  Thus, the 
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multiple positive correlations of Dedication with classroom experiences show convergent 

validity, and the pattern of positive and non significant correlations of self-efficacy and 

classroom experiences offer evidence of divergent validity of the association of Dedication and 

the five types of classroom experiences.  

 

To elaborate on the association of Dedication and classroom experiences, we examined the level 

of positivity (or negativity) on the Dedication scale with the level of positivity (or negativity) of 

ǎǘǳŘŜƴǘǎΩ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜǎΦ hƴ ǘƘŜ 5ŜŘƛŎŀǘƛƻƴ ǎŎŀƭŜΣ ǘƘŜ ǎŎƻǊŜǎ ǊŀƴƎŜŘ ŦǊom a minimum of 

2 to a maximum of 8, and the midpoint of this scale was 5. A score higher than 5 shows 

Dedication, documenting in absolute terms that the student finds the books interesting and 

does not avoid them. A score of lower than 5 shows Avoidance, documenting that the student 

avoids reading the books if possible and does not find them interesting. Scores above 5 

represent varying degrees of dedication and scores below 5 are degrees of Avoidance. As Figure 

3 shows, students who reported classroom experiences of success in reading also reported 

Dedication. Even more importantly, students who reported classroom experiences of 

nonsuccess reported Avoidance of reading. 

 

As Figures 3 through 7 show, positive classroom experiences with success, choice, collaboration, 

relevance, or thematic units are associated with relatively high levels of Dedication. Likewise, 

negative classroom experiences in each of these five categories are associated with Avoidance 

of reading, which may be termed low levels of DedicatiƻƴΦ  ¢Ƙƛǎ άŘƻǳōƭŜ-ŜŘƎŜŘ ǎǿƻǊŘέ ŀǇǇŜŀǊǎ 

in both reading for Reading/Language Arts and reading for Science, as confirmed in Figures 3 

through 7. 

 

5. Profiles of Dedication and Interest were Associated with Reading Achievement and 

Distinct Motivations 

We constructed profiles for all students. Each student was classified as high or low on dedication 

(which was avoidance reverse coded) and high or low on interest (which was intrinsic 

motivation).  Ratings of high and low were given for scores above or below the midpoint of 2.5 

for the mean score on each scale. Note that this is absolute rather than normative classification. 

Each student was then placed into one of the following profiles: dedicated/interested (high 

dedicated-high intrinsic motivation); dedicated/disinterested (high dedicated-low intrinsic 

motivation); avoidant/interested (low dedicated-high intrinsic motivation); avoidant/ 

disinterested (low dedicated-low intrinsic motivation). 

 

¢ƘŜ ǎǘǳŘŜƴǘ ǇǊƻŦƛƭŜǎ ǿŜǊŜ ǘƘŜƴ ŀƴŀƭȅȊŜŘ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŀŎƘievement, cognitive 

skills, motivations, and proportions of profile membership. As Table 11 shows, the rank order of 

achievement on grade equivalent in reading comprehension was dedicated/disinterested (DD), 

dedicated/interested (DI), avoidant/disinterested (AD), and avoidant/interested (AI).  For 

statistical analyses, we used the standardized score of the Gates-MacGinitie Comprehension test 

as a dependent variable in an ANOVA with profiles (group membership) as the independent 

variable. The profiles had a statistically significant effect on reading comprehension, F = 39.91, 
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df = 3,977, p < .001. Post hoc comparisons using the Tukey procedure showed that DD was 

highest, DI and AD were not different from each other, and AI was the lowest in reading 

achievement. 

 

To assess the effect of profiles on cognitive skills, we used fluency, inferencing, and knowledge 

building as dependent variables in three Analyses of Variance. With the Woodcock Johnson 

Fluency measure as the dependent variable, profiles had a significant effect, F = 24.18, df = 

3,977, p <.001. Post hoc tests with the Tukey procedure revealed that DD was highest, DI and AD 

were not different from each other, and AI was the lowest in reading achievement. With the 

inferencing measure as the dependent variable, profiles had a significant effect, F = 18.74, df = 

3,979, p <.001. Post hoc tests with the Tukey procedure revealed that DD was highest, DI and AD 

were not different from each other, and AI was the lowest in reading achievement.  With the 

information text comprehension (hard) measure as the dependent variable, profiles had a 

significant effect, F = 14.32, df = 3,981, p <.001. Post hoc tests with the Tukey procedure 

revealed that DD, DI, and AD were not different from each other, and AI was the lowest in 

reading achievement (see Table 11).  

 

To assess the effects of profiles on motivations, we used valuing, devaluing, self-efficacy, 

perceived difficulty, peer acceptance, and peer rejection. These are all the motivations except 

the ones used to create the profiles. When valuing was used as the dependent variable, profiles 

showed a significant effect, F = 204.64, df = 3,966, p < .001, and Tukey post hoc tests showed 

that the DI group was significantly higher than the other groups. When devaluing was used as 

the dependent variable, profiles showed a significant effect, F = 271.02, df = 3,967, p < .001, and 

Tukey post hoc tests showed that the AD group was significantly higher than the other groups. 

When self-efficacy was used as the dependent variable, profiles showed a significant effect, F = 

38.15, df = 3,954, p < .001, and Tukey post hoc tests showed that the DI group was significantly 

higher than the other groups. When perceived difficulty was used as the dependent variable, 

profiles showed a significant effect, F = 47.64, df = 3,968, p < .001, and Tukey post hoc tests 

showed that the AI group was significantly higher than the other groups. When peer acceptance 

was used as the dependent variable, profiles showed a significant effect, F = 36.35, df = 3,946, p 

< .001, and Tukey post hoc tests showed that the DD group was significantly higher than the 

other groups. When peer rejection was used as the dependent variable, profiles showed a 

significant effect, F = 26.84, df = 3,951, p < .001, and Tukey post hoc tests showed that the AI 

group was significantly higher than the other groups.  
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Abstract: In this chapter we review the extant literature on the affirming and undermining 
motivations we are studying in the Reading Engagement for Adolescent Literacy project and 
present data from the projeŎǘ ŀōƻǳǘ ǎŜǾŜƴǘƘ ƎǊŀŘŜ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ 
books. The affirming motivations include intrinsic motivation, self-efficacy, task value, and peer 
value. Undermining motivations are avoidance, task difficulty, devalue, and peer devalue. We 
consider gender and ethnic differences in these motivations. We focus work on these 
motivations in the area of reading and other areas. We describe our Motivations for Reading 
Information Books questionnaire (school and nonschool versions). Analyses of the data from 
these questionnaires collected in September and April show that the pairs of affirming and 
undermining motivations (intrinsic-avoidance; efficacy-difficulty; value-devalue; peer value-peer 
devalue) are factorially distinct and relate negatively to each other. In general the undermining 
motivations predict comprehension more strongly than do the affirming motivations. Somewhat 
surprisingly intrinsic motivation for reading school information books predicts comprehension 
negatively, which means that children doing well in school do not find these books interesting. 
We interpret this finding as reflecting our focus on the information books children read in 
school; children believe these books are difficult and uninteresting. There are relatively few 
gender and ethnic differences in these motivations; when gender differences occur they favor 
girls. Overall, ŎƘƛƭŘǊŜƴΩǎ ŀŦŦƛǊƳƛƴƎ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŀǊŜ ǊŜƭŀǘƛǾŜƭȅ ƭƻǿΣ 
suggesting that they are not positively motivated to read them.  
 

Keywords: motivation, engagement, information text, school, achievement 

Overview  

/ƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ŀƴŘ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǊŜŀŘƛƴƎ ŀŎǘƛǾƛǘƛŜǎ Ƙŀǎ ŘǊŀǿƴ ƛƴŎǊŜŀǎƛƴƎ 

attention from reading researchers. A variety of studies have demonstrated that students who 

are motivated to read and engage frequently in reading activities have better reading 

comprehension skills and achieve at higher levels in reading (see Guthrie & Wigfield, 2000; 

Wigfield & Guthrie, 2010 for review). Moreover, various studies indicate that low-achieving 

readers often actively resist reading rather than engaging in it, particularly reading that is done 

ƛƴ ǎŎƘƻƻƭΦ !ǎ ǿŜ ŀǊŜ ƭŜŀǊƴƛƴƎ ƛƴ ƻǳǊ ŎǳǊǊŜƴǘ ǎǘǳŘȅ ƻŦ ŀŘƻƭŜǎŎŜƴǘǎΩ ǊŜŀŘƛƴƎΣ ǊŜǎƛǎǘŀƴŎŜ ǘƻ ǊŜŀŘƛƴƎ 

is even more prevalent for reading information books in school. The middle school students we 

interviewed and surveyed find such texts difficult, boring, and not relevant to their lives. Given 
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these findings, we therefore believe there is a crisis in middle school reading that needs to be 

ŀŘŘǊŜǎǎŜŘΤ ǘƘŜ ŎǊƛǎƛǎ ƛǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ŀŎǳǘŜ ŦƻǊ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƛƴŦƻǊƳŀǘƛon book reading.  

 

Current views of motivation define it as the beliefs, values, and goals individuals have for 

different activities (Eccles & Wigfield, 2002; Guthrie & Wigfield, 2000; Wigfield, Eccles, Schiefele, 

Roeser, & Davis-Kean, 2006). Motivation often varies across different achievement areas, and so 

it is essential to consider motivation in specific areas such as reading. Guthrie and Wigfield 

όнлллύ ŘŜŦƛƴŜŘ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ŀǎ ŦƻƭƭƻǿǎΥ άwŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ƛǎ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ǇŜǊǎƻƴŀƭ 

goals, valueǎΣ ŀƴŘ ōŜƭƛŜŦǎ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘƘŜ ǘƻǇƛŎǎΣ ǇǊƻŎŜǎǎŜǎΣ ŀƴŘ ƻǳǘŎƻƳŜǎ ƻŦ ǊŜŀŘƛƴƎέ 

(Guthrie & Wigfield, 2000, p. 405). In the Reading Engagement for Adolescent Learning (REAL) 

study we are focusing on motivation for reading information books in and out of school because 

ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ǾŀǊƛŜǎ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ŘƛŦŦŜǊŜƴǘ kinds of reading, and these 

differences become increasingly important as children get older. Motivation for an activity can 

affect behavior in a number of ways. First, it often dirŜŎǘǎ ƛƴŘƛǾƛŘǳŀƭǎΩ ŎƘƻƛŎŜǎ ƻŦ ǿƘƛŎƘ ŀŎǘƛǾƛǘƛŜǎ 

to do, and such choices become increasingly important as children get older (see Wigfield et al., 

2006).  Children and (especially) adolescents have many activities available to them, and their 

motivation for an activity is one important determinant of whether they choose to engage in it. 

Motivation also is important for the maintenance of behavior, particularly when activities are 

cognitively demanding. Reading is one such activity, as many different cognitive skills are 

involved in reading, and the books children encounter in school become increasingly more 

difficult each year with respect to the cognitive skills needed to comprehend them.   Because of 

its role in choice and behavioral persistence, motivation is crucial to reading engagement. Even 

the reader with the strongest cognitive skills may not spend much time reading if she is not 

motivated to do so. 

 

The middle school years are an especially important time to consider reading motivation and its 

ǊŜƭŀǘƛƻƴǎ ǘƻ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ CƛǊǎǘ ƻŦ ŀƭƭΣ Ƴŀƴȅ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ŀŎŀŘŜƳƛŎ 

activities decreases during middle school (Wigfield et al., 2006). In reading, children who have 

struggled with reading can become actively resistant to reading in school, at the same time they 

ŀǊŜ ǊŜǉǳƛǊŜŘ ǘƻ ǊŜŀŘ ƛƴŎǊŜŀǎƛƴƎƭȅ ŎƻƳǇƭŜȄ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ Ƴŀƴȅ ƻŦ ǘƘŜƛǊ ŎƭŀǎǎŜǎΦ  /ƘƛƭŘǊŜƴΩǎ 

motivational beliefs and values become more stable (Eccles et al., 1989; Gottfried, Fleming, & 

Gottfried, 2001). This means that children whose beliefs, values, and goals regarding reading are 

positive are more likely to maintain these positive attributes, and children whose beliefs, values, 

and goals for reading are negative also are more likely to continue to hold these negative views 

of reading. Separate classes for reading usually end in either sixth or seventh grade, so students 

who have not mastered fundamental reading skills may not be receiving the instruction that 

ǘƘŜȅ ƴŜŜŘ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜƛǊ ǎƪƛƭƭǎΦ !ǎ ƴƻǘŜŘΣ ǘƘŜǎŜ ƴŜƎŀǘƛǾŜ ŎƘŀƴƎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ 

reading may be especially strong for the reading middle school students do in school. Guthrie, 

Klauda, and Morrison, in this volume, reported that the middle school students we interviewed 

about their reading reported little interest in the information books they read in school, and 

that this was particularly true for higher-achieving students. Indeed, students in our study 

describe these books as boring, hard, and irrelevant to their lives (see also Guthrie, Coddington, 
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& Mason-Singh, this volume). The data we present in this chapter from our questionnaire 

ƳŜŀǎǳǊŜǎ ƻŦ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻoks show the 

students are not positively motivated to read them, and that their motivation declines during 

ǘƘŜ ǎŜǾŜƴǘƘ ƎǊŀŘŜ ȅŜŀǊΦ  ¢Ƙƛǎ ŘƻŜǎ ƴƻǘ ōƻŘŜ ǿŜƭƭ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ŎƻƴǘƛƴǳŜŘ ƛƴǾƻƭǾŜƳŜƴǘ ǿƛǘƘ ǘƘŜǎŜ 

kinds of books, which is problematic, because these are exactly the kinds of books that are most 

prevalent in middle and high school classes in many different subject areas. 

 

This chapter is organized as follows.  We begin with a brief presentation of our engagement 

perspective on reading. We then turn to a discussion of the different aspects of motivation we 

ŀǊŜ ǎǘǳŘȅƛƴƎ ƛƴ ǘƘŜ ǇǊƻƧŜŎǘΣ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ŀƴŘ ƻǳǘ ƻŦ ǎŎƘƻƻƭΦ ²Ŝ 

next discuss gender and ethnic differences in motivation for reading in and out of school. 

Throughout the chapter we present illustrative findings from the REAL study and other relevant 

ǊŜǎŜŀǊŎƘΦ  ! ŘŜǎŎǊƛǇǘƛƻƴ ƻŦ ǘƘŜ ǉǳŜǎǘƛƻƴƴŀƛǊŜǎ ǿŜ ǳǎŜŘ ǘƻ ƳŜŀǎǳǊŜ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ 

reading information books in and out of school, and details about the kinds of statistical 

ŀƴŀƭȅǎŜǎ ǿŜ ŘƛŘ ƻƴ ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴƴŀƛǊŜǎΣ ŀƭǎƻ ŀǊŜ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ 

chapter. 

The findings we present from the REAL study focus on the following questions: 

1. ²Ƙŀǘ ƛǎ ǘƘŜ ƭŜǾŜƭ ƻŦ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ 

information books in and out of school? 

2. What are the relations among different aspects of affirming and undermining 

motivations for reading information books? 

3. !ǊŜ ǘƘŜǊŜ ƎŜƴŘŜǊ ŀƴŘ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ 

for reading information books? 

4. Iƻǿ ŘƻŜǎ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ 

relate to their reading comprehension? 

 

Engagement Perspective on Reading 

The theoretical grounding for our project is our engagement perspective on reading 

comprehension development (Guthrie & Wigfield, 2000; see also Baker, Dreher, & Guthrie, 

нлллΤ DǳǘƘǊƛŜΣ aŎDƻǳƎƘΣ .ŜƴƴŜǘǘΣ ϧ wƛŎŜΣ мффсύΦ .ȅ άŜƴƎŀƎŜƳŜƴǘέ ǿŜ ƳŜŀƴ ƛƴǘŜǊŀŎǘƛƴƎ ǿƛǘƘ 

text in ways that are both strategic and motivated. We describe engaged readers as motivated 

to read, strategic in their approaches to comprehending what they read, knowledgeable in their 

construction of meaning from text, and socially interactive while reading (Guthrie, Van Meter, 

McCann, & Wigfield, 1996; Guthrie & Wigfield, 2000; Guthrie, Wigfield, & Perencevich, 2004).  

Engagement in reading is crucial to the development of reading comprehension skills and 

reading achievement. Moreover, engaged reading can compensate for factors, such as low 

family education and low income, in the development oŦ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ǎƪƛƭƭǎ όǎŜŜ DǳǘƘǊƛŜ ϧ 

Wigfield, 2000, for further discussion).  
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Affirming and Undermining Motivations for Reading Information Books  
 

!ǎ ƴƻǘŜŘ ŀōƻǾŜΣ ƳǳŎƘ ƻŦ ǘƘŜ ǊŜŎŜƴǘ ǿƻǊƪ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ƛǘǎ ǊŜƭŀǘƛƻƴǎ ǘƻ ǎŎƘƻƻƭ 

achievement has focused on a constellation of motivational constructs focused broadly on 

ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŎƻƳǇŜǘŜƴŎŜ ƻǊ ŜŦŦƛŎŀŎȅΣ ƛƴǘǊƛƴǎƛŎ ŀƴŘ ŜȄǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ƭŜŀǊƴƛƴƎΣ 

and goals and values for achievement (Eccles & Wigfield, 2002; Wigfield et al., 2006). Research 

investigating these variables has shown that students who are more positively motivated have 

strong beliefs in their competence in different tasks, are intrinsically motivated to learn and 

value learning, and have clear goals for achievement. Students with lower motivation for 

achievement often are characterized as lacking or being relatively low on beneficial student 

outcomes. 

 

 This work differentiates more or less positively motivated students in important ways, but does 

not fully capture negative or undermining motivations (Guthrie, Coddington, & Mason-Singh, 

2010; Guthrie, Coddington, & Wigfield, 2009). These negative or undermining motivations may 

become particularly prevalent in middle school or beyond. Some researchers have attended 

directly to undermining motivations.  For instance, self-determination theorists (Ryan & Deci, 

2000) described a motivation continuum from amotivation to intrinsic motivation, amotivation 

representing an unmotivated state.  Some goal orientation theorists have defined and measured 

work avoidance as a goal of some students; such students are motivated to avoid doing their 

schoolwork rather than to engage in it (Meece & Holt, 1993; Nicholls, Cobb, Wood, Yackel, & 

Patashnick, 1990). Other researchers have discussed perceptions of the difficulty of different 

ŀŎǘƛǾƛǘƛŜǎ ǎǳŎƘ ŀǎ ǊŜŀŘƛƴƎ ŀƴŘ Ƙƻǿ ǎǳŎƘ ǇŜǊŎŜǇǘƛƻƴǎ ƛƳǇŀŎǘ ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǊŜŀŘƛƴƎΦ 

 

In the REAL study we are examining four affirming and four undermining motivations that 

originate in different theoretical perspectives on motivation. We are looking at how they relate 

ǘƻ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ ²Ŝ ǘǊŜŀǘ ǘƘŜǎŜ ƳƻǘƛǾŀǘƛƻƴǎ ŀǎ ŘƛǎǘƛƴŎǘΣ ōǳǘ ǊŜƭŀǘŜŘΣ ǇŀƛǊǎ ƻŦ 

motivations: (1) intrinsic motivation and avoidance, which stem from the work on self-

determination theory and goal orientation theory, (2) valuing and devaluing of reading, which 

come from expectancy-value theory, (3) reading self-efficacy and perceived difficulty, which 

come from self-efficacy theory, and (4) peer valuing of reading and peer devaluing of reading. 

²Ŝ ƛƴŎƭǳŘŜ ǘƘƛǎ ǇŀƛǊ ōŜŎŀǳǎŜ ƻŦ ǘƘŜ ŜƴƎŀƎŜƳŜƴǘ ǇŜǊǎǇŜŎǘƛǾŜΩǎ ŦƻŎǳǎ ƻƴ ǎƻŎƛŀƭ ŀǎǇŜŎǘǎ ƻŦ ǊŜŀŘƛƴƎ 

and the importance of positive social interactions around reading as promoting reading 

engagement.  As will be discussed in more detail later, these pairs of motivation can be 

distinguished empirically.  They also relate to each other in interesting ways, and a number of 

them predict reading comprehension. We next describe each of these pairs of motivations in 

more detail. 

 

Intrinsic Motivation to Read  

Intrinsic motivation, as studied by self-determination theorists, is defined as performing a task 

because it is inherently interesting or enjoyable (Deci & Ryan, 2000).  Previous researchers have 

examined intrinsic motivation across various domains (Gottfried, Fleming, & Gottfried, 2001), 
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gender, and ethnic groups (Unrau & Schlackman, 2006), and developmentally across age groups 

(Gottfried et al., 2001; Gottfried, Marcoulides, Gottfried, Oliver, & Guerin, 2007).  One major 

theoretical approach to intrinsic motivation is the self-determination theory developed by Deci, 

Ryan, and their colleagues.  These researchers have performed extensive empirical studies and 

literature reviews on intrinsic motivation.  They propose a continuum of motivation from 

extrinsic to intrinsic, and discuss how intrinsic motivation is associated with greater autonomy 

(see Ryan & Deci, 2000, 2009 for review).  The focus of this portion of review will be intrinsic 

motivation, which is the pinnacle of this continuum.    

 

Intrinsic motivation has been consistently positively correlated with academic achievement 

across domains and gender groups (Gottfried et al., 2007; Guthrie, Coddington, & Wigfield, 

2009: Ryan & Deci, 2009; Standage, Duda, & Ntoumanis, 2005; Unrau & Schlackman, 2006) and 

in different countries (Guthrie, Coddington, & Wigfield, 2009; Lam, Cheng, & Ma, 2009).  This 

work suggests that the more inherently enjoyable a task is the higher students will perform. 

Researchers have shown that academic performance may be increased by fostering intrinsic 

motivation through autonomy and competence support (Ryan & Deci, 2009). 

 

Intrinsic motivation for reading develops throughout the school years. Gottfried et al. (2001) 

provided a developmental overview of intrinsic motivation from early through late adolescence 

in their study of intrinsic motivation for reading/English from ages 9 to 17.  They found that 

ƎǊƻǳǇ Ǌŀƴƪ ƻŦ ǎǘǳŘŜƴǘǎΩ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴ ƛǎ ƎŜƴŜǊŀƭƭȅ ǎǘŀōƭŜ ƻǾŜǊ ǘƘŜ ȅŜŀǊǎ ŀƴŘ ōŜŎƻƳŜǎ 

increasingly stable over time.  They also found that group means of intrinsic motivation for 

reading declines over time, but not as substantially as math and science and more substantially 

than school in general.   

 

Several studies have measured intrinsic motivation for reading using the Motivations for 

Reading Questionnaire (MRQ). Wigfield and Guthrie (1997) examined the associations between 

intrinsic motivation and the amount and breadth of reading in 105 fourth- and fifth-grade 

students.  They found that children with higher ratings of intrinsic motivation read more often 

and across a wider breadth of topics.  Baker and Wigfield (1999) measured the three aspects of 

intrinsic motivation for reading composite (efficacy, curiosity, and involvement) and found that 

these constructs were highly positively correlated. They also used K-means cluster analysis and 

found that clusters with higher means on these constructs tended to perform higher on reading 

achievement tests.  

 

Because of the established empirical and conceptual associations between interest and intrinsic 

motivation (Deci, 1992, 1998; Guthrie, Hoa, Wigfield, Tonks, & Perencevich, 2006; Renninger & 

Hidi, 2002), a review of the interest literature may also inform a discussion of intrinsic 

motivation.  Intrinsic motivation is most widely defined as enjoyment or interest for a given task 

or topic (Ryan & Deci, 2000) and has been distinguished as an overarching construct that is 

related to interest (see Deci, 1992, 1998; Renninger & Hidi, 2002; Wigfield & Cambria, 2010).  

Schiefele (2009) defined interest in terms of relations between the individual and an activity or 
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set of activities in a given area (see also Krapp, 2002). Renninger and Hidi (2002) stated that 

interest includes affective and cognitive ŎƻƳǇƻƴŜƴǘǎΣ ǿƘƛŎƘ ŀǊŜ ǇŀǊǘ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎΩ ŜƴƎŀƎŜƳŜƴǘ 

in activities. The affective component consists primarily of feelings that are associated with 

engagement in an activity, while the cognitive components have to do with the perceived 

engagement and thoughts about the activity.  

 

Lƴ ƻǳǊ ŎǳǊǊŜƴǘ ǎǘǳŘȅ ƻŦ ŜŀǊƭȅ ŀŘƻƭŜǎŎŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴΣ ǿŜ ŀǎƪŜŘ ǎŜǾŜƴǘƘ-grade-students 

about their intrinsic motivation for reading information books in and out of school (see 

Appendix for the specific items). Overall, the students reported relatively low levels of intrinsic 

motivation for reading information books in both conditions, and their intrinsic motivation for 

these kinds of books declined from September to April (see Tables 1 and 2  presented in the 

Statistical Analyses section).  

 

Reading Avoidance 

Reading avoidance is conceptually related to previous studies on work avoidance from the goal 

orientation literature. Work avoidance has consistently been defined as a desire to avoid a task 

completely or to perform it as little as possible (Meece & Miller, 2001; Nicholls, Cheung, Lauer, 

& Patashnick, 1989).  Avoidance of reading has been examined as a predictor of reading 

achievement, and research shows that it is associated with less reading and lower reading 

achievement (Baker & Wigfield, 1999; Meece & Miller, 2001; Wigfield & Guthrie, 1997).  It also 

is negatively associated with affirming motivation constructs that are associated with increased 

achievement (Guthrie & Coddington, 2009).  In addition, avoidance is also negatively associated 

with beliefs for success (Nicholls et al., 1990), deep level text processing, strategy use, task 

values (Nolen, 1988), and superficial learning strategies (Meece & Miller, 2001).  Each of these 

associations means that reading avoidaƴŎŜ ǇƻǎŜǎ ŀ ǘƘǊŜŀǘ ǘƻ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘΦ    

 

Extensive correlational work has shown that avoidance is associated with goal orientations and 

beliefs about success.  Nicholls and colleagues (1990) studied work avoidance and its relations 

to beliefs about success and different types of knowledge in second grade students.  

Correlational analyses showed that work avoidance is positively associated with ego orientation, 

and negatively associated with task orientation and knowledge and beliefs about success in 

math.  

 

Work avoidance is also associated with different types of strategy use with eighth grade science 

students (Nolen, 1988). Nolen reported that work avoidance was negatively associated with 

achievement outcomes and also with a general value of deep-level processing and task-specific 

strategy use, and was unrelated to surface-level strategy use.  In addition, work avoidance had a 

moderate negative association with task-specific value, and task-specific use of deep- and 

surface-level processing.   

 

Avoidance of reading is also associated with decreased amount and breadth of reading in 

elementary school students (Wigfield & Guthrie, 1997). Wigfield and Guthrie (1997) defined 
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reading work avoidance as the desire to avoid reading activities and to attempt to do as little 

work as possible. This was assessed using the reading work avoidance subscale of the 

Motivations for Reading Questionnaire (MRQ). Using correlational analyses, they reported that 

work avoidance was negatively associated with other scales on the MRQ, including social goals, 

curiosity, involvement, challenge, and importance. Wigfield and Guthrie (1997) and Baker and 

²ƛƎŦƛŜƭŘ όмфффύ ǊŜǇƻǊǘŜŘ ǘƘŀǘ ǿƻǊƪ ŀǾƻƛŘŀƴŎŜ ǊŜƭŀǘŜŘ ƴŜƎŀǘƛǾŜƭȅ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ŀƳƻǳƴǘ ƻŦ 

reading.  Baker and Wigfield (1999) also found that reading work avoidance was negatively 

related to reading achievement.  

 

Person-centered analyses have also been used to examine motivational profiles of readers.  

Baker and Wigfield (1999) used K-means cluster analysis and found 7 clusters, with 2 clusters 

scoring above the mean on reading work avoidance.  The first of these two clusters was high on 

reading work avoidance and low on other motivation clusters, which replicated previous 

findings that work avoidance is negatively correlated with affirming motivation variables 

(Wigfield & Guthrie, 1997).  The second cluster was high on reading work avoidance and high on 

competition, which suggests a profile of students who focus on demonstrating they are better 

than others in reading (a performance orientation), but also prefer not to do work in reading.  

Clusters with higher work avoidance scores also tended to have lower achievement test scores.   

 

Reviews on work avoidance have reported negative associations between work avoidance and 

positive forms of motivation, strategy use, and achievement.  Thus, students who avoid work 

are less likely to be successful in academic tasks.  In these studies, samples are generally 

comprised of elementary and middle school European American students (with the exception of 

Baker & Wigfield, 1999), thereby limiting the generalization of these findings. These studies 

provide a theoretical precedent for the conceptualization of work avoidance; however, they did 

ƴƻǘ ŀŘŘǊŜǎǎ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΦ  

 

Many studies have examined the association between intrinsic motivation and work avoidance 

(Baker & Wigfield, 1999; Bokhorst-Heng & Pereira, 2008).  Bokhorst-Heng and Pereira (2008) 

reported that reading avoidance decreased over the course of the school year. Coddington 

(2009) found that intrinsic motivation and avoidance are factorially distinct for school reading 

while items loaded on the same factor for nonschool reading, which suggests that the reading 

context is also an important consideration.  

 

Lƴ ƻǳǊ ŎǳǊǊŜƴǘ ǎǘǳŘȅ ǿŜ ŀƭǎƻ ŦƻǳƴŘ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ŀǾƻƛŘŀƴŎŜ ŦƻǊƳŜŘ 

separate factors such that they appear to be distinct constructs empirically; this occurred for 

both the school and nonschool variables. As has been found in previous research, intrinsic 

motivation and avoidance correlated negatively and moderately strongly for both kinds of 

books, as would be expected. Students who enjoy reading these kinds of books avoid them less. 

IƻǿŜǾŜǊΣ ƻǾŜǊŀƭƭ ǎǘǳŘŜƴǘǎΩ ŘŜǎƛǊŜ ǘƻ ŀǾƻƛŘ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ŀƴŘ ƻǳǘ ƻŦ ǎŎƘƻƻƭ ǿŀǎ 

moderately high and increased from September to April.  
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Readers also have different profiles of avoidance and intrinsic motivation. Guthrie, Coddington, 

and Wigfield (2009) created four theoretically-based reading profiles of students, which were 

avid (high on intrinsic motivation, low on avoidance), averse (low on intrinsic motivation, high 

on avoidance), apathetic (low on intrinsic motivation and avoidance), and ambivalent (high or 

low on both constructs based on the type of reading).  MANOVA followed by post-hoc 

comparisons revealed that the avid reading profile had significantly higher scores on the 

comprehension portion of Gates-MacGinitie Reading test and the fluency portion of the 

Woodcock-Johnson than the other three profiles, which did not significantly differ from each 

other on the achievement tests (see also Guthrie, Klauda, & Morrison, Chapter 1 of this volume). 

 

Valuing Reading 

Within the achievement motivation literature, the construct of values primarily has been 

discussed and studied from the perspective of expectancy-value theory (Eccles & Wigfield, 2002; 

Wigfield & Cambria, 2010).  Lewin (1938) initially defined the value (or valence) of an activity 

ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ƛǘǎ ƛƳǇƻǊǘŀƴŎŜ ǘƻ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΦ  9ŎŎƭŜǎ ŀƴŘ ƘŜǊ ŎƻƭƭŜŀƎǳŜǎΩ ŜȄǇŜŎǘŀƴŎȅ- value 

model proposes that these constructs are the most immediate or direct predictors of 

achievement performance and choice, and are themselves influenced by a variety of 

psychological, social, and cultural influences (e.g., Eccles, 2005; Eccles (Parsons) et al., 1983; 

Wigfield, 1994; Wigfield & Eccles, 1992, 2000, 2002). Across studies, the values construct tends 

to be more strongly associated with academic choices (i.e. class selections) than achievement 

(Wigfield & Cambria, 2010).  

 

wŜǎŜŀǊŎƘŜǊǎ ƘŀǾŜ ƭƻƻƪŜŘ ŀǘ ŎƘŀƴƎŜ ƻǾŜǊ ǘƛƳŜ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǾŀƭǳƛƴƎ ƻŦ ŘƛŦŦŜǊŜƴǘ ŀctivities. Wigfield 

and his colleagues (1997) examined the development of subjective task value for reading in 615 

elementary school students. The investigation spanned across three years beginning with 

cohorts in first, second, and fourth grade, and found that attainment, utility, and intrinsic value 

for reading decreased over time.  Researchers in the United States have examined change over 

ǘƘŜ ŜƴǘƛǊŜ ŜƭŜƳŜƴǘŀǊȅ ŀƴŘ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ȅŜŀǊǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŎƻƳǇŜǘŜƴŎŜ ōŜƭƛŜŦǎ ŦƻǊ ƳŀǘƘΣ 

language arts, and sports (Fredricks & Eccles, 2002; Jacobs, Lanza, Osgood, Eccles, & Wigfield, 

2002), and Watt (2004) found declines in values across middle and senior high school students  

in Australia.  Jacobs et al. (2002) examined changes in subjective task values from middle school 

ǘƘǊƻǳƎƘ ƘƛƎƘ ǎŎƘƻƻƭΦ  ¢ƘŜȅ ŦƻǳƴŘ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŎŜǇǘƛƻƴǎ ƛƴ ŜŀŎƘ ŀǊŜŀ ǿŜǊŜ ǎǘǊƻƴƎƭȅ ǇƻǎƛǘƛǾŜ 

early on; however, the overall pattern of change was a decline in each domain. In language arts, 

the strongest declines occurred during elementary school, with little change observed after that. 

 

hǘƘŜǊ ǊŜǎŜŀǊŎƘŜǊǎ ƘŀǾŜ ŜȄŀƳƛƴŜŘ Ƙƻǿ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜǎ ǇǊŜŘƛŎǘ ǘƘŜƛǊ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ŘƛŦŦŜǊŜƴǘ 

activities. Durik, Vida, and Eccles (2006) used structural equation modeling and found that 

intrinsic value for reading in fourth grade directly predicted intrinsic value in 10th grade and 

indirectly predicted amount of leisure reading in 10th  grade (through 10th  grade intrinsic value 

ratings).  Additionally, the investigation also revealed that attainment value for reading in fourth 

grade directly predicted English-related course choice in 10th  grade and indirectly predicted 

career choices related to reading and language arts in 12th  grade (through 10th  grade 
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attainment value ratings). The values construct is important in the study of motivation because 

of its strong positive associations with academic choices and other academic outcomes, as well 

as with other affirming motivations. 

 

Devaluing Reading 

Devaluing reading is conceptualized here as the belief that reading information books for school 

ƛǎ ƴƻǘ ƛƳǇƻǊǘŀƴǘ ƻǊ ǳǎŜŦǳƭ ŦƻǊ ƻƴŜΩǎ ǎǳŎŎŜǎǎ ƻǊ ŦǳǘǳǊŜ ŀƴŘ ƛǎ ƴƻǘ ŀ ƎƻƻŘ ǿŀȅ ǘƻ ǎǇŜƴŘ ǘƛƳŜΦ  The 

term devalue has not been used often, and instead, relevant studies discussed here have 

different aspects of devalue such as the notions of cost (Battle & Wigfield, 2003), decreased 

academic values (Legault, Green-Demers, & Pelletier, 2006), and student apathy (Brophy, 2004).  

 

Devaluing of academics is also associated with negative academic outcomes.  Legault, Green-

Demers, ŀƴŘ tŜƭƭŜǘƛŜǊ όнллсύ ŜȄŀƳƛƴŜŘ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǾŀƭǳŜǎ ŦƻǊ ŘƻƛƴƎ ƘƻƳŜǿƻǊƪΦ They 

found that lacking values for studying (operationalized as lacking importance) was negatively 

associated with performance, time spent studying, and academic self-esteem, and was 

positively associated with lack of academic interest, indifference toward academics, and intent 

to drop out of school.  

 

Devaluing has also been examined as an attitude in school that is generally related to disinterest 

in school. Taylor, Casten, Flickinger, Roberts, and Fulmore (1994) used the term devalue to 

describe the trivialization of and disidentification with school.  In a sample of 344 high school 

students, they found that devaluing was positively associated with disengagement with school 

and achieving lower grades in school. This work on devaluing sheds light on the amotivational 

aspects of achievement values. 

 

Children performing poorly in school may begin to devalue school achievement as a way of 

protecting their self-esteem (see Covington, 2009). This devaluing could lead to apathy as a self-

protective mechanism. Engaging in learning has risks, particularly for unsuccessful students, and 

one way to protect against those risks is to be apathetic about learning. These apathetic, non-

participatory students do not find much worthwhile or interesting to do in school or in other 

situations, and may even be so alienated from these activities that they actively resist attempts 

to become involved.  

 

!ƴƻǘƘŜǊ ǊŜƭŀǘŜŘ ŎƻƴǎǘǊǳŎǘ ǘƻ ŘŜǾŀƭǳƛƴƎ ƛǎ ǎǘǳŘŜƴǘǎΩ ŀǇŀǘƘȅΦ .ǊƻǇƘȅ όнллпύ contended that 

apathy is the most serious motivational problem that teachers must contend with in their 

students, more serious than learned helplessness or anxiety. The apathy construct has some 

overlap with the construct of amotivation in self-determination theory, and is defined as a lack 

of motivation for learning or other activities (Vallerand et al., 1993), thereby implying the strong 

devaluing of learning. Reasons for apathy include difficulty in mastering various academic 

subject areas, general perceptions that what is taught in school is not meaningful or relevant, 

and an inability to see a connection between school and later economic opportunities. 
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CŜǿ ǎǘǳŘƛŜǎ ƘŀǾŜ ƛƴǾŜǎǘƛƎŀǘŜŘ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳƛƴƎ ŀƴŘ ŘŜǾŀƭǳƛƴƎ ƻŦ ŀŎǘƛǾƛǘƛŜǎΦ Lƴ ƻǳǊ ŎǳǊǊŜƴǘ ǎǘǳŘȅΣ 

ǎǘǳŘŜƴǘǎΩ ǾŀƭǳƛƴƎ ŀƴŘ ŘŜǾŀƭǳƛƴƎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ŀƴŘ ƻǳǘ ƻŦ ǎŎƘƻƻƭ ōƻǘƘ ŦŀŎǘƻǊŜŘ 

separately, indicating that the constructs can be separated empirically for each type of reading. 

These variables correlated negatively and moderately strongly with each other. The mean level 

of these variables both in and out of school was at approximately the midpoint of our 4-point 

scale, indicating that students moderately value these books, but also moderately devalue them. 

These findings show that students see some value for the information books they read in school, 

even though they are not intrinsically motivatŜŘ ǘƻ ǊŜŀŘ ǘƘŜƳΦ {ǘǳŘŜƴǘǎΩ ŘŜǾŀƭǳƛƴƎ ƻŦ ǎŎƘƻƻƭ 

information books increased from September to April; however, their valuing of these books did 

ƴƻǘ ŎƘŀƴƎŜΦ ¢ƘŜǎŜ ǊŜǎǳƭǘǎ ǎǳƎƎŜǎǘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƴŜƎŀǘƛǾŜ ŦŜŜƭƛƴƎǎ ŀōƻǳǘ ǘƘŜǎŜ ōƻƻƪǎ ƛǎ 

strengthening across the school year 

 

Self-Efficacy 

Self-efficacy has been a prominent construct in the motivation literature over the last 30 years 

(Schunk & Pajares, 2009).  Bandura (1977) initially defined self-ŜŦŦƛŎŀŎȅ ŀǎ ƛƴŘƛǾƛŘǳŀƭǎΩ 

confidence in their ability to organize and execute a given course of action to solve a problem or 

accomplish a task.  Bandura characterized self-efficacy as a multidimensional construct that can 

vary in strength (i.e., positively or negatively), generality (relating to many situations or a few), 

and level of difficulty (feeling efficacious for all tasks or only easy tasks). Bandura (1977) 

ǇǊƻǇƻǎŜŘ ǘƘŀǘ ƛƴŘƛǾƛŘǳŀƭǎΩ ǇŜǊŎŜƛǾŜŘ ǎŜƭŦ-efficacy is determined primarily by four things: (a) 

previous performance (succeeding leads to a stronger sense of personal efficacy), (b) vicarious 

learning (watching models succeed or fail on tasks), (c) verbal encouragement by others such as 

ǘŜŀŎƘŜǊǎ ƻǊ ǇŜŜǊǎΣ ŀƴŘ όŘύ ƻƴŜΩǎ ǇƘȅǎƛƻƭƻƎƛŎŀƭ ǊŜŀŎǘƛƻƴǎ όƻǾŜǊ ŀǊƻǳǎŀƭ ŀƴŘ ŀƴȄƛŜǘȅκǿƻǊǊȅ ƭŜŀŘƛƴƎ 

to a lower sense of personal efficacy).  Of these four, Bandura stated that previous performance 

ƛǎ ǘƘŜ ǎǘǊƻƴƎŜǎǘ ƛƴŦƭǳŜƴŎŜΦ vǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ǎƘƻǿǎ ǘƘŀǘ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ǎŜƴǎŜ ƻŦ 

efficacy indeed is based in these four factors. Usher (2008) interviewed middle school students 

about their sense of self-efficacy in math and found that those with high self-efficacy were 

higher achievers who said they generally received positive academic feedback from parents and 

teachers, and approached achievement situations with little anxiety. Furthermore, an extensive 

ōƻŘȅ ƻŦ ǊŜǎŜŀǊŎƘ ǎǳǇǇƻǊǘǎ .ŀƴŘǳǊŀΩǎ ǘƘŜƻǊŜǘƛŎŀƭ ǇǊŜŘƛŎǘƛƻƴǎ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ŜŦŦƛŎŀŎȅΩǎ ƛƴŦƭǳŜƴŎŜǎ 

on performance and choice.  For example, high personal academic efficacy predicts subsequent 

performance, course enrollment, and choices of different kinds (see Bandura, 1997; Schunk & 

Pajares, 2009). 

 

Bandura (1997) and Schunk and Pajares (2009) discussed social and school environmental 

factors influencing the development of self-efficacy.  They proposed that children who have 

mastery experiences in which they exert some control over their environments develop the 

earliest sense of personal agency.  Parents and other adults can facilitate the growth of this 

sense of agency by the kinds of experiences they provide children.  Through the preschool 

period, children are exposed to extensive performance information that is crucial to their 

emerging sense of self-efficacy.  However, the usefulness of such information likely depends on 

ǘƘŜ ŎƘƛƭŘΩǎ ŀōƛƭƛǘȅ ǘƻ ƛƴǘŜƎǊŀǘŜ ŀƴŘ ŎŀƭƛōǊŀǘŜ ƛǘ ŀŎǊƻǎǎ ǘƛƳŜΣ contexts, and domains.   
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Studies of elementary and middle school children in the area of reading have shown that 

reading self-efficacy relates positively to reading frequency and reading comprehension (Baker 

& Wigfield, 1999; Wigfield & Guthrie, 1997). These researchers also found that reading self-

efficacy relates positively to aspects of intrinsic reading motivation and social motivation to 

read, and negatively to reading work avoidance. 

 

Schunk and his colleagues have done several intervention studies focused on enhancing reading 

and writing self-efficacy and achievement (see Schunk, 2008; Schunk & Zimmerman, 1997, for 

review). Schunk and Rice (1986) provided strategies to children with reading problems related 

to identifying main ideas in text. They also provided different kinds of feedback after children 

read a passage, and found that children receiving feedback that attributed their successful 

performance to ability and effort had the highest self-efficacy following the training. Schunk and 

Rice (1992, 1993), again working with struggling readers, found that children who received 

strategy training and feedback about the value of using strategies as they read had the highest 

self-efficacy and comprehension following the training.  

 

In summary, self-efficacy is a powerful motivational predictor of performance and choice. It 

relates positively to other affirming motivations like intrinsic motivation, and can be enhanced 

through interventions. In Concept-Oriented Reading Instruction (CORI), childreƴΩǎ ǊŜŀŘƛƴƎ ǎŜƭŦ-

efficacy is enhanced by teaching students comprehension strategies so that they have the 

necessary skills to read well, and giving them many opportunities to experience success in 

reading (see Guthrie, Coddington, & Mason-Singh, in this volume, for detailed discussion of 

these points). 

 

Perceived Difficulty in Reading  

Perceived difficulty refers to perceptions of how hard different tasks are.  Nicholls (1980) and 

Nicholls and Miller (1984) discussed different levels of perceptions of task difficulty that children 

can have.  Objective difficulty refers to judgments of difficulty based primarily on the properties 

of the task or activity (e.g., a book with many pages and few pictures would be seen as harder 

than a book with fewer pages and many pictures).  Children whose judgments of difficulty are at 

the objective level have some sense that harder tasks require more ability, but have not fully 

developed this understanding. The normative difficulty level includes these objective criteria 

about tasks, but also includes a clearer sense of the links of difficulty to performance norms. 

That is, difficult tasks are ones that only a few children do because they require more ability. 

Nicholls and Miller (1984) stated that children can make normative difficulty judgments around 

the age of 7, although their accuracy in doing so increases across the school years. The 

normative level clearly shows the relations of ability and difficulty; hard things are those that 

only the brightest children can do, so ability and perceptions of task difficulty are inversely 

related. With respect to self-efficacy, this implies that children with high self-efficacy would see 

challenging books as easier to read than would children with low self-efficacy. 
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Researchers have studƛŜŘ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǊŜŀŘƛƴƎ ŘƛŦŦƛŎǳƭǘȅΦ  Chapman and Tunmer 

(1995) studied 5- to 10-ȅŜŀǊ ƻƭŘ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŎƻƳǇŜǘŜƴŎŜ ƛƴ ǊŜŀŘƛƴƎΣ ŘƛŦŦƛŎǳƭǘȅ ƻŦ 

reading, and attitudes toward reading, using their Reading Self-Concept Scale. They found that 

each construct formed a separate factor.  Reading difficulty related negatively to reading self-

concept and reading attitudes, and the strength of these relations increased over age. Younger 

ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǊŜŀŘƛƴƎ ŘƛŦŦƛŎǳƭǘȅ ǊŜƭŀǘŜŘ ǘƻ ǇƻƻǊŜǊ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǊŜŀŘƛƴƎΤ ŦƻǊ ǘƘŜ 

older children, perceptions of competence and difficulty related to performance, and the 

relations were stronger than they were for the younger children. Chapman and Tunmer (2003) 

proposed that children who begin to struggle with reading in school are more likely to develop a 

sense of reading being difficult, and lack a sense of competence or efficacy in reading. In a 

ƭƻƴƎƛǘǳŘƛƴŀƭ ǎǘǳŘȅΣ /ƘŀǇƳŀƴ ŀƴŘ ¢ǳƴƳŜǊ όмффтύ ŦƻǳƴŘ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǊŜŀŘƛƴƎ 

predicted their reading self-perceptions during the first two years in school. In a related study, 

Seifert and O'Keefe (2001) reported that students who perceived tasks to be difficult were likely 

to be work avoidant in the sense of minimizing effort and reducing the necessary activities to 

maintain a minimally acceptable grade.  

 

In sum, reading self-efficacy and perceptions of the difficulty of reading are important beliefs 

ǘƘŀǘ ǊŜƭŀǘŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ ǊŜŀŘƛƴƎΦ 9ŦŦƛŎŀŎȅ ǊŜƭŀǘŜǎ ǇƻǎƛǘƛǾŜƭȅ ǘƻ ǊŜŀŘƛƴƎ 

comprehension and engagement, and perceptions that reading is difficult relate negatively to 

these things.  These beliefs begin to take shape in the early school years, and likely are based on 

ŎƘƛƭŘǊŜƴΩǎ ŜŀǊƭȅ ǎǳŎŎŜǎǎ ŀƴŘ ŦŀƛƭǳǊŜ ƛƴ ǊŜŀŘƛƴƎΦ tŜǊŎŜǇǘƛƻƴǎ ǘƘŀǘ ǊŜŀŘƛƴƎ ƛǎ ŘƛŦŦƛŎǳƭǘ ŀǊŜ especially 

ƛƳǇƻǊǘŀƴǘ ŜŀǊƭȅ ǇǊŜŘƛŎǘƻǊǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǊŜŀŘƛƴƎΤ ȅƻǳƴƎ ŎƘƛƭŘǊŜƴ ǿƘƻ ōŜƭƛŜǾŜ 

that reading is difficult do less well in reading from the first years of school.  

 

hǳǊ ŦƛƴŘƛƴƎǎ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy and task difficulty for school and nonschool 

information books were the following: Factor analyses showed that the two constructs form 

separate factors in both settings. Scales based on these factors correlate negatively and 

moderately strongly with each other; thus students who believe they are efficacious at reading 

think the books are less difficult. Children had a relatively strong sense of efficacy for reading 

information texts in and out of school; they averaged around 3.0 on the 4-point scale used to 

measure ŜŦŦƛŎŀŎȅΦ LƴŘŜŜŘΣ ŎƘƛƭŘǊŜƴΩǎ ǎŜƭŦ-efficacy was the highest of the motivations for reading 

that we measured, indicating that these children were reasonably confident in their ability to 

read these books, even though they were not intrinsically motivated to Řƻ ǎƻΦ {ǘǳŘŜƴǘǎΩ 

perceptions that the books were difficult were somewhat lower than their sense of efficacy, 

especially for the nonschool books. Perceptions of efficacy decreased significantly from 

September to April, as did perceptions that the information books in school were difficult. 

 

Peer Valuing of Reading  

Peer influence on school outcomes has been a point of overlap between educational and 

developmental psychologists (Rubin, Bukowski, & Parker, 2006; Wentzel & Watkins, 2002). 

Broadly, researchers who have examined peer support, peer groups, and peer value have shown 

that there are positive relations between positive social variables and academic outcomes (see 
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Wentzel, 1996). We are particularly interested in peŜǊǎΩ ǊŜŀŎǘƛƻƴǎ ǘƻ ŜŀŎƘ ƻǘƘŜǊǎΩ ǊŜŀŘƛƴƎ ŀƴŘ 

ǿƘŜǘƘŜǊ ǘƘŜȅ ǾŀƭǳŜ ƻǊ ŘŜǾŀƭǳŜ ǘƘŜƛǊ ŦǊƛŜƴŘǎΩ ǊŜŀŘƛƴƎΦ  ¦ƴŦƻǊǘǳƴŀǘŜƭȅΣ ǘƘŜǊŜ Ƙŀǎ ōŜŜƴ ƭƛǘǘƭŜ ǿƻǊƪ 

ǘƘŀǘ ŘƛǊŜŎǘƭȅ ŜȄŀƳƛƴŜŘ Ƙƻǿ ǇŜŜǊǎ ǾŀƭǳŜ ƻǊ ŘŜǾŀƭǳŜ ŜŀŎƘ ƻǘƘŜǊǎΩ ǊŜŀŘƛƴƎΣ ƻǊ Ƙƻǿ ǇŜŜǊǎ Ƴŀȅ 

influence others in the groǳǇΦ  CƻǊ ǘƘƛǎ ǊŜŀǎƻƴΣ ǿŜ ŘƛǎŎǳǎǎ ǊŜƭŀǘŜŘ ƭƛǘŜǊŀǘǳǊŜ ƻƴ Ƙƻǿ ǎǘǳŘŜƴǘǎΩ 

interactions influence their motivation and achievement values.  

 

! ƴǳƳōŜǊ ƻŦ ǊŜǎŜŀǊŎƘŜǊǎ ƘŀǾŜ ŜȄŀƳƛƴŜŘ Ƙƻǿ ǇŜŜǊǎ ƛƴŦƭǳŜƴŎŜ ŎƘŀƴƎŜ ƛƴ ŜŀŎƘ ƻǘƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴΣ 

engagement, or decisions to become more similar to the group. In a study of upper elementary 

ǎŎƘƻƻƭ ŎƘƛƭŘǊŜƴΣ YƛƴŘŜǊƳŀƴƴ όнллтύ ŦƻǳƴŘ ǘƘŀǘ ǘƘŜ ǇŜŜǊ ƎǊƻǳǇΩǎ ŜƴƎŀƎŜƳŜƴǘ ƭŜǾŜƭ ƛƴ ǘƘŜ Ŧŀƭƭ 

predicted their engagement in the spring, after controlling for variables that were previously 

assoŎƛŀǘŜŘ ǿƛǘƘ ŜƴƎŀƎŜƳŜƴǘΦ ²ƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ǇŜŜǊǎΩ ǾŀƭǳƛƴƎ ŀƴŘ ŘŜǾŀƭǳƛƴƎ ƻŦ ǊŜŀŘƛƴƎΣ 

YƛƴŘŜǊƳŀƴƴΩǎ ǿƻǊƪ ƳƛƎƘǘ ǎǳƎƎŜǎǘ ǘƘŀǘ ǿƘŜƴ ǇŜŜǊǎ ǾŀƭǳŜ ŜŀŎƘ ƻǘƘŜǊǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ 

and involvement in reading, individual value of reading may increase. Other researchers have 

ǎǘǳŘƛŜŘ ƳƻǊŜ ŘƛǊŜŎǘƭȅ Ƙƻǿ ǇŜŜǊǎ ƳƛƎƘǘ ƛƴŦƭǳŜƴŎŜ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀŎƘƛŜǾŜƳŜƴǘ ōȅ ƛƴŦƭǳŜƴŎƛƴƎ 

their academic values. Ryan (2001) assessed intrinsic value, utility value, and expectancies for 

success in naturally occurring middle school peer groups and how they influenced individual 

ƎǊƻǳǇ ƳŜƳōŜǊǎΩ ǾŀƭǳŜǎΦ {ƘŜ ǊŜǇƻǊǘŜŘ ǘƘŀǘ ǘƘŜ ƎǊƻǳǇΩǎ ƛƴǘǊƛƴǎƛŎ ǾŀƭǳŜ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ ǘƘŜ Ŧŀƭƭ 

ǇƻǎƛǘƛǾŜƭȅ ǇǊŜŘƛŎǘŜŘ ŎƘŀƴƎŜ ƛƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ǊŀǘƛƴƎ ƻƴ ǘƘŜǎŜ ǾŀǊƛŀōƭŜǎ ƛƴ ǘƘŜ ǎǇǊƛƴƎΣ ǿƘƛŎƘ 

indicated that the individualΩǎ ŎƘŀƴƎŜǎ ƳŀŘŜ ǘƘŜƳ ƳƻǊŜ ǎƛƳƛƭŀǊ ǘƻ ǘƘŜ ƎǊƻǳǇΦ  

 

Hijzen, Boekaerts, and Vedder (2006) evaluated academic peer support, which was 

conceptualized as the level of comfort students feel to approach their peers with academic 

issues. They examined how fifth- and sixth-ƎǊŀŘŜ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŀŎŀŘŜƳƛŎ ǇŜŜǊ 

support related to the perceptions of the quality of collaborative learning and working with 

peers. They found that academic peer support was associated with quality of collaborative 

learning after controlling for gender, goals, and other contextual factors such as teacher 

support. This study indicates that academic peer support uniquely contributes to variance in 

ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǳǎŜŦǳƭƴŜǎǎ ƻŦ ƎǊƻǳǇ ǿƻǊƪΦ  

 

These studies provide evidence of how peer values may influence changes in student motivation 

and perceptions over time, and have established the importance of peers on academic 

motivation generally.  Given the presence of peer discussion in Reading and English classes, it is 

likely that these findings would extend to the reading domain. 

 

Peer Devaluing of Reading 

Negative peer variables, such as poor peer relations, have consistently been associated with 

lower standardized test scores (Buhs, Ladd, & Herald, 2006) and a decreased likelihood of 

enrolling in advanced courses (French & Conrad, 2001).  Given these results, researchers have 

focused on understanding why these peer variables and academic outcomes are so highly 

related.  
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bŜƎŀǘƛǾŜ ŜƴŎƻǳƴǘŜǊǎ ǿƛǘƘ ǇŜŜǊǎ ŀǊŜ ƭƛƪŜƭȅ ǘƻ ŀŦŦŜŎǘ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-perceptions over time that can 

impact academic outcomes.  Using confirmatory analyses, Buhs (2005) examined the influence 

of peer variables on motivation in fifth-grade students. He found that peer victimization was 

negatively related to self-concept and change in achievement by way of self-concept.   

 

Lǘ ƛǎ ǇƻǎǎƛōƭŜ ǘƘŀǘ ǘƘŜǎŜ ǇŜŜǊ ǾŀǊƛŀōƭŜǎ Ƴŀȅ ǊŜƭŀǘŜ ǘƻ ǎǘǳŘŜƴǘ ƳƻǘƛǾŀǘƛƻƴ ōŜŎŀǳǎŜ ǘƘŜ ƎǊƻǳǇΩǎ 

ŀŎŀŘŜƳƛŎ ǾŀƭǳŜǎ Ƴŀȅ ƛƴŦƭǳŜƴŎŜ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ŀŎŀŘŜƳƛŎ ǾŀƭǳŜǎΦ aŎLƴŜǊƴŜȅΣ 5ƻǿǎƻƴΣ ŀƴŘ ¸ŜǳƴƎ 

(2005) examined the ǊŜƭŀǘƛƻƴǎ ƻŦ ƴŜƎŀǘƛǾŜ ŀƴŘ ǇƻǎƛǘƛǾŜ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǇŜŜǊǎΩ Ǝƻŀƭǎ ŦƻǊ 

themselves, such as wanting them to be successful in school or telling them to leave school as 

ǎƻƻƴ ŀǎ ǇƻǎǎƛōƭŜΣ ǘƻ ŎƘƛƭŘǊŜƴΩǎ Dt!. ¢ƘŜȅ ǳǎŜŘ ǘƘŜ ǘŜǊƳǎ άǇŜŜǊ ǇƻǎƛǘƛǾŜέ ŀƴŘ άǇŜŜǊ ƴŜƎŀǘƛǾŜέ ǘo 

describe the perceptions of peer academic values.  These constructs were factorially distinct and 

contributed uniquely and equally in significance to grade point average (GPA) in both 

ŜƭŜƳŜƴǘŀǊȅ ǎŎƘƻƻƭ ŀƴŘ ƘƛƎƘ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΦ !ǎ ŜȄǇŜŎǘŜŘΣ άǇŜŜǊ ǇƻǎƛǘƛǾŜέ ǿŀǎ ǇƻǎƛǘƛǾŜƭȅ 

ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ Dt! ǿƘƛƭŜ άǇŜŜǊ ƴŜƎŀǘƛǾŜέ ǇǊŜŘƛŎǘŜŘ ƴŜƎŀǘƛǾŜƭȅΦ 

 

The association between peers and academic outcomes exists in a context of many other 

possible intervening variables. Boehnke (2008) found that achievement values may also 

influence the relation between peer pressure in school and grades. He examined students in 

Israel, Germany, and Canada and found that high-achieving students in countries with lower 

achievement values were more likely to be called names. Furthermore, for high-achieving 

students with high ratings of fear of social exclusion, there was a negative association between 

achievement test scores and grades.  

 

Peer Interactions and Reading  

Recently researchers have examined how social aspects of reading may influence academic 

performance in middle school students (see Guthrie & Coddington, 2009, for review).  The 

majority of this research has been focused on teacher-student relationships surrounding 

academic performance (Furrer & Skinner, 2003; Hughes & Kwok, 2007). Work on peer 

relationships and outcomes specific to reading is just at its inception. Some studies have 

examined the associations between social interaction and reading motivation or reading 

performance.   

 

In one of the first studies to examine social interaction and reading, Guthrie, Schafer, Wang, and 

Afflerbach (1995) found that social interactions with peers and family members was positively 

related to strategy use and reading amount for 9-, 13-, and 17-year-old students.  In addition, 

Ng, Guthrie, Van Meter, McCann, and Alao (1998) found that social interaction surrounding 

reading in school was positively related to intrinsic motivation in third-grade students. This work 

has shown the importance of social interaction for reading motivation and performance in 

reading.   

 

Researchers have also examined the beneficial outcomes of peer discussions in Reading and 

English class. Isaac, Sansone, and Smith (1999) found that students who read in collaborative 
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groups were more likely to rate the text as interesting than students who worked individually.  

Almasi (1994; 1995) examined how peer- or teacher-led text discussions were associated with 

different text interpretations. She randomly assigned groups to either discussion format and 

reported that decentralized peer-led discussion groups had significantly more sophisticated and 

complex discussions involving more student-provoked questions than discussions in which a 

teacher predominantly asked explicit questions. She also found that decentralized group 

discussion fostered a context in which students were more able to resolve incongruities of 

interpretations because they were freely able to ask questions and discuss their points of view. 

With respect to valuing and devaluing of reading, these findings suggest that in classrooms 

where positive peer interactions and discussions around reading occur, peers may come to 

ǾŀƭǳŜ ŜŀŎƘ ƻǘƘŜǊǎΩ ǊŜŀŘƛƴƎ ƳƻǊŜ.  

 

In a qualitative study of fifth grade literature circles, Allen, Möller, and Stroup (2003) found that 

the productivity of the literature circle was highly influenced by peer support as an intervening 

variable.  They concluded that peer reading circles can be detrimental to readers in a hostile 

environment, and concluded that the success of the literature circle was tied to support and 

values held by the group.  If this is lacking, they suggested that the group may be better served if 

the teacher takes a more active role in the literature circle. 

 

Lƴ ǎǳƳƳŀǊȅΣ ǘƘŜǊŜ ƛǎ ŎƭŜŀǊ ŜǾƛŘŜƴŎŜ ǘƘŀǘ ǇŜŜǊǎ ƛƴŦƭǳŜƴŎŜ ŜŀŎƘ ƻǘƘŜǊǎΩ ŀŎŀŘŜƳƛŎ ƻǳǘŎƻƳŜǎΣ 

motivation, and valuing of achievement in both positive and negative ways. Because the CORI 

instructional practices focus on collaboration and social interactions in reading, we assessed in 

ƻǳǊ ǎǘǳŘȅ ǎǘǳŘŜƴǘǎΩ ǎŜƴǎŜ ƻŦ ǿƘŜǘƘŜǊ ǘƘŜƛǊ ǇŜŜǊǎ ǾŀƭǳŜ ƻǊ ŘŜǾŀƭǳŜ ǘƘŜƛǊ ǊŜŀŘƛƴƎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ 

books in and out of school.  

 

Factor analyses of the peer value and devalue items showed a somewhat complex factor 

structure, with between two and three factors identified in both the school and nonschool 

settings.  Scales based on two factor solutions correlated negatively and moderately strongly 

with each other. Students said their friends valued their reading somewhat, and did not devalue 

their reading strongly, indicating that they were getting some support from their peers for their 

reading of information books in school. Neither variable changed from September to April for 

ǎŎƘƻƻƭ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΦ {ǘǳŘŜƴǘǎΩ ǎŜƴǎŜ ƻŦ ǇŜŜǊǎΩ ŘŜǾŀƭǳƛƴƎ ǘƘŜƛǊ nonschool reading of 

information books increased slightly from September to April. 

 

To summarize, the affirming and undermining motivations we are measuring are distinct 

constructs both theoretically and empirically (as shown in our study and others), and relate to 

other aspects of motivation and to academic outcomes. We turn next to a discussion of how 

ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ǊŜƭŀǘŜǎ ǘƻ ǘƘŜƛǊ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ  

 

Relations of {ǘǳŘŜƴǘǎΩ aƻǘƛǾŀǘƛƻƴ ǘƻ ¢ƘŜƛǊ LƴŦƻǊƳŀǘƛƻƴ ¢ŜȄǘ /ƻƳǇǊŜƘŜƴǎƛƻƴ 

²Ŝ ƴƻǘŜŘ ŜŀǊƭƛŜǊ ǘƘŀǘ ǊŜǎŜŀǊŎƘŜǊǎ ƘŀǾŜ ŦƻǳƴŘ ǘƘŀǘ ŘƛŦŦŜǊŜƴǘ ŀǎǇŜŎǘǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ 

reading relates to and predicts their reading comprehension (e.g., Baker & Wigfield, 1999). Little 
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ƻŦ ǘƘƛǎ ǿƻǊƪ Ƙŀǎ ōŜŜƴ ŘƻƴŜ ǿƛǘƘ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΣ ƘƻǿŜǾŜǊΦ ²Ŝ ƭƻƻƪŜŘ ŀǘ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ 

motivation for reading information books in and out of school and nonschool motivation 

predicted their knowledge construction from information text, performing regression analyses 

to accomplish this. Significant positive predictors in the set of school motivation variables 

included self-efficacy for school reading and school devaluing of reading. Significant negative 

predictors included school intrinsic motivation, avoidance, and perceptions that the information 

books in school are difficult. Fewer nonschool variables were significant predictors; nonschool 

efficacy was a positive predictor and nonschool difficulty was a negative predictor.  

 

A number of these findings are similar to what other researchers have reported with respect to 

relations of motivation and comprehension.  There are two notable exceptions: (a) the negative 

correlation of intrinsic motivation and comprehension, and (b) the positive correlation of 

devaluing reading and comprehension. These correlations indicate that higher achievers in our 

study are less intrinsically motivated to read the information books in school and also devalue 

them. We believe these findings are due to the specific genre of books the children responded 

to; the higher achievers in our sample are not intrinsically motivated to read their school 

information books. We also asked a subset of these children about their intrinsic motivation for 

reading in general, and found that intrinsic motivation to read and reading comprehension were 

positively related, as is typically found. These findings show the importance of measuring 

reading motivation at a specific level. They also indicate that higher achievers in school are not 

intrinsically motivated to read the kinds of information books they have to read in school. They 

process enough information from these books to achieve well, but do not see them as enjoyable 

or relevant, which does not bode well for their long-term engagement with these kinds of books 

(see Guthrie, Coddington, and Mason-Singh, this volume, for further discussion of this finding).  

 

Gender and Ethnic Differences in Reading Motivation and Achievement  

 

Researchers studying both motivation and achievement have studied gender and ethnic 

differences in each, in a variety of achievement domains including reading. The sample in the  

REAL study is large and diverse, which allows us to address both gender and ethnic differences 

ƛƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ during middle school. 

 

Overview of Gender Differences in Motivation and Achievement  

Early studies of gender differences in motivation showed that female students were motivated 

ǘƻ ŀǾƻƛŘ ǎǳŎŎŜǎǎ ōŜŎŀǳǎŜ ǘƘŜȅ ŦŜƭǘ άŀƴȄƛƻǳǎέ ŀōƻǳǘ ŀŎƘƛŜǾƛƴƎ ǎǳŎŎŜǎǎΣ ŀƴŘ ŦŜƭǘ ƳƻǊŜ ŀƴȄƛƻǳǎ 

during testing and performance on school tasks than male students (Hill & Sarason, 1966; 

IƻǊƴŜǊΣ мфтнύΦ IƻǿŜǾŜǊΣ ǎǳōǎŜǉǳŜƴǘ ƛƴǾŜǎǘƛƎŀǘƛƻƴǎ ŜȄŀƳƛƴƛƴƎ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ 

ƳƻǘƛǾŀǘƛƻƴ ǎƘƻǿŜŘ  ǘƘŀǘ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ǿƛǘƘƛƴ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƳƻǘƛǾŀǘƛƻƴ ŀǊŜ ŀƎŜ-

specific, domain-specific, and culturally-specific (Meece, Glienke, & Askew, 2009; Wigfield et al., 

нллсύΦ {ƛƳƛƭŀǊƭȅΣ ŀƴŀƭȅǎŜǎ ƻŦ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ǊŜƎŀǊŘƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ŀƭǎƻ ǎƘƻǿŜŘ 

that they are domain-specific, with girls having somewhat higher achievement in reading and 

writing, and boys in advanced math and science. According to the National Center for Education 
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Statistics (2009), over the last 30 years, the gender differences in reading and writing 

achievement have shown little change, while the math and science achievement gender gap 

continues to widen.  

 

LƴǘŜǊŜǎǘƛƴƎƭȅΣ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎ ƘŀǾŜ ōŜŜƴ ŦƻǳƴŘ ŀǎ ŜŀǊƭȅ ŀǎ ƪƛƴŘŜǊƎŀǊǘŜƴ 

with regard to literacy skills. One study showed that girls tended to be better at their verbal 

skills than boys and had better command of their literacy skills than boys at the start of 

ƪƛƴŘŜǊƎŀǊǘŜƴΦ ¢Ƙƛǎ ǘǊŜƴŘ ǎŜŜƳŜŘ ǘƻ ǊŜƳŀƛƴ ǎǘŀōƭŜ ǘƘǊƻǳƎƘƻǳǘ ǎǘǳŘŜƴǘǎΩ ǎŎƘƻƻƭƛƴƎΣ ŀǎ ƎƛǊƭǎ 

showed more learning in literacy than boys (Ready, LoGerfo, Lee, & Burkam, 2005).  This section 

will provide an overview of available findings related to gender differences in reading 

motivation, according to the motivation constructs presented in this chapter.  

 

Intrinsic motivation and avoidance. Unrau and Schlackman (2006) investigated the 

ŜŦŦŜŎǘǎ ƻŦ ƎŜƴŘŜǊ ƻƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ƭƻƴƎƛǘǳŘƛƴŀƭƭȅΣ ǳǎƛƴƎ ǘƘŜ aƻǘƛǾŀǘƛƻƴǎ ŦƻǊ wŜŀŘƛƴƎ 

Questionnaire (MRQ) developed by Wigfield and Guthrie (1997). Intrinsic motivation was 

defined and formed by averaging ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ƻƴ ǘƘŜ ŎǳǊƛƻǎƛǘȅΣ ƛƴǾƻƭǾŜƳŜƴǘΣ ŀƴŘ 

challenge subscales of the MRQ. They found that intrinsic motivation means decreased from 

sixth to seventh grade and seventh to eighth grade and these means decreased more for males 

than females. Moreover, they found that gender related positively to the direct reading 

ƛƴǾƻƭǾŜƳŜƴǘ ǎŎŀƭŜΣ ŀ ŎƻƳǇƻƴŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴΦ ¢Ƙƛǎ ǎǘǳŘȅ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ƛƴ 

middle school, girls tend to have higher intrinsic motivation in reading than boys, and that while 

ōƻǘƘ ōƻȅǎΩ ŀƴŘ ƎƛǊƭǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ŘŜŎƭƛƴŜǎ ŘǳǊƛƴƎ ǘƘŜ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ȅŜŀǊǎΣ ƎƛǊƭǎ ǎƘƻǿ 

smaller declines in intrinsic motivation than boys.  

 

Gender differences in intrinsic motivation have also been examined during reading motivation 

interventions (Bokhorst-Heng & Pereira, 2008; Guthrie et al., 2006). Bokhorst-Heng and Pereira 

(2008) studied the change in intrinsic motivation during the course of a year-long program called 

the Extended Reading Program, which focused on students choosing their own books, modelling 

strong reading habits, self-selection, role modelling, and avoiding accountability. They 

developed an Attitudes Toward Reading survey using items from previously published measures 

(Baker & Wigfield, 1999; McKenna, Kear, & Ellsworth, 1995) to assess intrinsic motivation in 173 

high-achieving, 13-year-old students in Singapore. Results revealed that intrinsic motivation 

significantly declined over the course of the year for both boys and girls in which the Extended 

Reading Program was used. Mean comparisons of intrinsic motivation for reading showed that 

females experienced a stronger decrease in intrinsic motivation than males, even though female 

students had higher intrinsic motivation means at the beginning of the year, although this was 

not statistically significant. Additionally, this study demonstrated that both boys and girls 

showed significant declines in their avoidance motivation aspect, suggesting that these 

ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ǊŜŀŘƛƴƎ Ƴŀȅ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ōŜŎƻƳŜ ƳƻǊŜ ƴŜƎŀǘƛǾŜΦ wŀǘƘŜǊΣ ǎǘǳŘŜƴǘǎΩ 

reading motivations may become more neutral by the end of the school year.  
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Value and devalue. tŀǎǘ ǊŜǎŜŀǊŎƘ Ƙŀǎ ǎƘƻǿƴ ǎƘƻǿǎ ǘƘŀǘ ōƻȅǎΩ ŀƴŘ ƎƛǊƭǎΩ ǾŀƭǳŜǎ ǘŜƴŘ ǘƻ 

follow gender stereotypic patterns, with boys having more positive achievement values in 

domains such as math and sports, and girls in reading/English and music (Eccles, Wigfield, 

Harold, & Blumenfeld, 1993; Wigfield et al., 1997). Recent studies of gender differences in 

expectancies and values have revealed a somewhat different picture, especially for math value, 

with gender differences decreasing for this variable (Jacobs et al., 2002). Wigfield and Guthrie 

(1997) found gender differences in fourth- and fifth-ƎǊŀŘŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ǎǳŎƘ 

that girls scored higher than boys in the fall assessment on the Importance motivational scale.  

Importance is one of the components of task value, and these findings indicated that girls valued 

reading more than did boys.   

 

Pajares and Valiante (2001) investigated gender ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ǿǊƛǘƛƴƎ ƳƻǘƛǾŀǘƛƻƴΣ ŀƴŘ 

ŦƻǳƴŘ ǎƛƎƴƛŦƛŎŀƴǘ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ŦŀǾƻǊƛƴƎ ƎƛǊƭǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜƛǾŜŘ ǾŀƭǳŜ ƻŦ ǿǊƛǘƛƴƎΦ ²ŀǘǘ 

(2004) examined gender differential trajectories in the associations between talent perceptions, 

intrinsic value, utility value, success expectancies, perceptions of difficulty, and effort required in 

math and English in 7th- to 11th- grade Australian students. She found that males generally rated 

themselves more highly on math talent, expectancies, and values than did females, and females 

generally followed similar patterns for English (math utility value, English expectancies for 

success, and talent perceptions were not significantly different).  Although the magnitude of 

many of these value ratings did follow gender-typed patterns, the developmental trajectories of 

ratings were identical over time.  

 

Efficacy and perceived difficulty. {ǘǳŘƛŜǎ ƛƴǾŜǎǘƛƎŀǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ǘƘŜƛǊ ǎŜƭŦ-

efficacy and expectations and other kinds of competence beliefs have found that boys tend to 

report feeling more efficacious in their math and science achievement, while girls tend to have 

higher scores on measures of efficacy in language arts and writing (Wigfield et al., 1997). In the 

Wigfield and Guthrie (1997) study of reading motivation, girls reported feeling more efficacious 

about reading compared to boys in the fall assessment.  

 

Pajares and VŀƭƛŀƴǘŜ όнллмύ ŦƻǳƴŘ ǎƛƳƛƭŀǊ ǊŜǎǳƭǘǎ ǊŜƎŀǊŘƛƴƎ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy 

ōŜƭƛŜŦǎ ƛƴ ǘƘŜ ƭŀƴƎǳŀƎŜ ŀǊǘǎ ŀƴŘ ǿǊƛǘƛƴƎ ŘƻƳŀƛƴǎΦ  {ǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ ǿŜǊŜ 

assessed and gender differences were analyzed. The researchers found that girls had higher 

achievement in the area of language arts, and reported having higher self-efficacy and self-

ŎƻƴŎŜǇǘ ƛƴ ǿǊƛǘƛƴƎ ǘƘŀƴ ōƻȅǎΦ IƻǿŜǾŜǊΣ ǿƘŜƴ ǎǘǳŘŜƴǘǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ƎŜƴŘŜǊ ǿŜǊŜ ŎƻƴǎƛŘŜǊŜŘΣ 

which was assessed through a gender orientation scale asking students how much they 

identified with statements stereotypically associated with male and female characteristics, 

results showed that no gender differences were found, suggesting that a more feminine 

ƻǊƛŜƴǘŀǘƛƻƴ Ƴŀȅ ǇǊŜŘƛŎǘ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ŀŎƘƛevement in language arts better than the 

categorization of gender itself. These studies provide further insight to queries about how and 

why gender differences may exist in reading and other school domains. 
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There also appear to be gender differences in hoǿ ōƻȅǎΩ ŀƴŘ ƎƛǊƭǎΩ ŎƻƳǇŜǘŜƴŎŜ ōŜƭƛŜŦǎ ŀƴŘ 

values for language arts change over time. For example, Jacobs et al. (2002) found that boys and 

girls have similar self-perceptions of their ability in language arts at the start of elementary 

school. However, thrƻǳƎƘ ǘƘŜ ȅŜŀǊǎΣ ōƻȅǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƛǊ ŀōƛƭƛǘȅ ƛƴ ƭŀƴƎǳŀƎŜ ŀǊǘǎ ŘŜŎƭƛƴŜ ŀǘ 

a more rapid pace over time compared to girls. By middle school and through high school, the 

ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŘŜǾŜƭƻǇƳŜƴǘŀƭ ǇŀǘǘŜǊƴǎ ǎƘƻǿ ǘƘŀǘ ƎƛǊƭǎΩ ŎƻƳǇŜǘŜƴŎŜ ōŜƭƛŜŦǎ ƛƴ language 

arts continue to remain higher than boys, although the gender differences gap narrows during 

high school.   

 

Peer value and peer devalue. Although few studies have examined gender differences 

ƛƴ ǎǘǳŘŜƴǘǎΩ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜƛǊ ǊŜading motivation and achievement, some 

ǎǘǳŘƛŜǎ ƘŀǾŜ ǎƘƻǿƴ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƴŘ ǘƘŜƛǊ ŜŦŦŜŎǘ ƻƴ ǎǘǳŘŜƴǘǎΩ 

motivation and achievement in math and science. One study investigated how high school 

ǎǘǳŘŜƴǘǎΩ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ Ƴŀȅ ƛƴŦƭǳŜƴce their self-perception of a possible future in the field 

of science (Stake & Nickens, 2005). Subjects from the study participated in a summer science 

ǇǊƻƎǊŀƳ ƛƴ ǿƘƛŎƘ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ƴƻǘ ǇǊŜǾƛƻǳǎƭȅ ŀŎǉǳŀƛƴǘŜŘΦ {ǘǳŘŜƴǘǎΩ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƴŘ 

perception of their possible self were assessed. Results from the study revealed that at the end 

of the program, girls scored higher than boys on the social niche scale, which measured 

ǎǘǳŘŜƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ǿƛǘƘ ƻǘƘŜǊ ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜ ǇǊƻƎǊŀƳΦ DƛǊƭǎ ŀlso reported 

keeping in contact with their peers from the program more than the boys. These results suggest 

that while boys and girls may have peer support outside of the program, girls may lack the peer 

support, specifically in science, that may help to enhance their perception of a possible future in 

the field of science.  

 

Another area that has received research attention is how the gender composition of school 

ƎǊƻǳǇǎ ƛƴŦƭǳŜƴŎŜǎ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΦ [ŜŀǊƴƛƴƎ ƎǊƻǳǇǎ ŎƻƴǘŀƛƴƛƴƎ ƳƻǊŜ ƳŀƭŜǎ ǘƘŀƴ ŦŜƳŀƭŜǎ Ŏŀƴ 

iƳǇŜŘŜ ǘƘŜ ƎƛǊƭǎΩ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜ ƎǊƻǳǇǎ ŀƴŘ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎΦ LƴǘŜǊŜǎǘƛƴƎƭȅΣ ǎƛƳƛƭŀǊ ŦƛƴŘƛƴƎǎ 

occurred for groups containing more females than males. Groups containing equal numbers of 

boys and girls were more likely to produce equal achievement and patterns of interactions for 

both genders (see Webb & Palincsar, 1996, for review).  However, little is known about gender 

differences in how peers support or do not support each other in reading, or how group 

ŎƻƳǇƻǎƛǘƛƻƴ ƛƳǇŀŎǘǎ ōƻȅǎΩ ŀƴŘ ƎƛǊƭǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ŀƴd motivation in reading. Future 

investigations should examine this topic.  

 

²Ŝ ƭƻƻƪŜŘ ŀǘ ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ŀƴŘ 

out of school. When gender differences emerged in the affirming motivations for school 

information book reading they favored girls; this result occurred for value, self-efficacy, and 

ǇŜŜǊ ǾŀƭǳŜ ƻŦ ǊŜŀŘƛƴƎΦ .ƻȅǎΩ ǎŎƻǊŜǎ ǿŜǊŜ ƘƛƎƘŜǊ ƻƴ ŀǾƻƛŘŀƴŎŜΣ ŘŜǾŀƭǳŜΣ ŀƴŘ ǇŜŜǊ ŘŜǾŀƭǳŜ ƻŦ 

school information book reading.  Girls rated themselves as valuing nonschool information 

books and perceived that their peers valued them more as well. Boys devalued reading these 

books more, and also thought their peers devalued them more. Based on these results, middle 

school boys appear to be less engaged with the information books they have to read in school. 
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Overview of Ethnic Variation in Motivation and Achievement  

wŜǎŜŀǊŎƘ ƛƴǾŜǎǘƛƎŀǘƛƻƴǎ ǊŜƎŀǊŘƛƴƎ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ ǘƘŀǘ ƛƴŎƭǳŘŜ ǎŀƳǇƭŜǎ ƻŦ 

non-European American ethnic groups were scant prior to the 1960s (Graham & Taylor, 2002; 

Wigfield et al., 2006). While past studies have shown that ethnic variaǘƛƻƴ ŜȄƛǎǘǎ ƛƴ ǎǘǳŘŜƴǘǎΩ 

motivation and achievement, it is important to understand that these differences often vary 

with socioeconomic status, gender, and school environments (Graham, 1994; Hudley & 

Gottfried, 2008; Travis & Anthony, 1975).  

 

Over the years some research investigations have found ethnic differences in school 

achievement. For example, achievement trends have shown differences between various ethnic 

ƎǊƻǳǇǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƻƴ ǾŀǊƛƻǳǎ ǎǘŀƴŘŀǊŘƛȊŜŘ ǘŜǎǘǎΦ  !ǎƛŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎ Ƙŀve 

typically performed better than European American students, and students from these ethnic 

backgrounds typically show higher achievement scores than students of African American and 

Latino and Mexican American ethnic backgrounds, with Mexican American students having the 

highest drop-out rate relative to other groups (NCES, 2003, 2010; Wigfield et al., 2006). 

Motivational trends, on the other hand, have somewhat less clear patterns. Some research has 

shown that students from ethnic minority groups typically report higher self-efficacy, 

competency beliefs, and expectancies than European American students, despite their lower 

achievement scores. Other studies reported that ethnic minority students tend to have a more 

avoidant approach towards learning, report lower self-efficacy beliefs, and demonstrate lower 

value of academic achievement in school (Taylor & Graham, 2007; Vogler & Bakken, 2007; 

Wigfield et al., 2006). 

 

Historical and cultural contexts affecting underrepresented ethnic minority groups may provide 

insight into how and why ethnic differences may be seen in studies of motivation and 

achievement. Different ethnic groups may have different perceptions towards schooling in 

American society due to the manner in which the groups arrived in America. The historical and 

political treatment associated with their arrival may affect their perceptions and regard toward 

the values and norms within the larger American society. For example, involuntary ethnic 

minorities, such as African Americans, may adopt an oppositional identity by showing disdain or 

disregard toward achievement-related behaviors valued by the larger majority group as a way of 

protecting their social identity within American society (Graham, 1998; Obgu, 1983).  

 

The next section will provide an overview of available findings related to ethnic differences in 

reading motivation according to the motivation constructs that are presented in this chapter.  

 

Intrinsic motivation and avoidance. {ŜǾŜǊŀƭ ǎǘǳŘƛŜǎ ƘŀǾŜ ǎƘƻǿƴ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƛƴǘǊƛƴǎƛŎ 

motivation and avoidance for reading vary across ethnic groups. Wang and Guthrie (2004) found 

that for both American and Chinese fourth-grade students, intrinsic motivation, as measured by 

the MRQ (Wigfield & Guthrie, 1997), was positively related to text comprehension when past 

achievement, amount of reading, enjoyment for reading, and extrinsic motivation were 
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controlled for. The American participants from this study were predominantly European 

American students from a suburban area in the mid-Atlantic region, and approximately 15% of 

the participants received free or reduced lunch, indicating low economic status. The Chinese 

students were from an urban area in Taipei, and the majority of these students came from 

middle class families.  

 

Unrau and Schlackman (20лсύ ƛƴǾŜǎǘƛƎŀǘŜŘ ǘƘŜ ŜŦŦŜŎǘǎ ƻŦ ŜǘƘƴƛŎƛǘȅ ƻƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ 

longitudinally also using the MRQ. The study included Asian and Hispanic middle school students 

living in an urban area, and the majority of the participants were from socioeconomically, 

disadvantaged families who received free or reduced school lunch. Overall, intrinsic motivation 

for reading significantly declined from sixth to seventh grade and from seventh to eighth grade 

for both Asian and Hispanic students. Furthermore, this study found ethnic differences when 

examining the association between intrinsic motivation and reading achievement, as measured 

by the Gates-MacGinitie Reading test. Intrinsic motivation was positively associated with 

achievement for Asian students, but the relations were not significant for Hispanic students.  

The researchers adopted the argument that ethnic differences in achievement motivation may 

be affected by the attitudes and perceptions students may have about schooling within 

American society, which is shaped by the manner in which their ethnic group arrived in the 

United States. There may be a sense of mistrust and disdain toward American society among 

involuntary ethnic minorities, including Hispanics, due to the negative treatment that these 

groups have historically received (see Ogbu, 1983, for review).  

 

Baker and Wigfield (1999) also examined ethnicity effects on fifth- and sixth- ƎǊŀŘŜ ǎǘǳŘŜƴǘǎΩ 

reading motivation (measured by the MRQ). They found that African American students 

reported higher challenge and involvement (aspects of intrinsic motivation) than did European 

American children. Results showed that there were no interactions of gender and ethnicity in 

this study. There were no ethnic differences in reading avoidance, and this variable correlated 

negatively with achievement for both ethnic groups in the study.  

 

Vogler and Bakken (2007) found that non-European American (African American, Asian, 

Hispanic, Biracial, and Other) students reported engaging in more avoidant behaviors in reading 

when compared to European American students. It should be noted that while previous studies 

have found different patterns of achievement among these ethnic groups identified as non-

European American, the researchers combined these groups due to far fewer students in each 

group relative to the larger sample of European American students. The sample included fourth- 

and fifth-grade students from a large urban school district; approximately 52% of the 

participants came from low-income households, as indicated by studeƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǘƘŜ 

ǎŎƘƻƻƭǎΩ ŦǊŜŜ ƻǊ ǊŜŘǳŎŜŘ ƭǳƴŎƘ ǇǊƻƎǊŀƳΦ !ǾƻƛŘŀƴǘ ōŜƘŀǾƛƻǊǎ ǿŜǊŜ ƳŜŀǎǳǊŜŘ ǳǎƛƴƎ ǘƘŜ 

Avoidance Novelty subscale developed by the researchers using items from the Patterns of 

Adaptive Learning Scales (Midgley et al., 2000) that assesǎŜŘ ǎǘǳŘŜƴǘǎΩ ǇǊŜŦŜǊŜƴŎŜ ŦƻǊ ŀǾƻƛŘƛƴƎ 

ǳƴŦŀƳƛƭƛŀǊ ǘŀǎƪǎΣ ǿƘƛŎƘ ŎƻƳǇǊƛǎŜŘ ƻŦ ǎǘŀǘŜƳŜƴǘǎ ǎǳŎƘ ŀǎΣ ΨΨL ǿƻǳƭŘ ǇǊŜŦŜǊ ǘƻ Řƻ ǊŜŀŘƛƴƎ ǿƻǊƪ 

ǘƘŀǘ ƛǎ ŦŀƳƛƭƛŀǊ ǘƻ ƳŜΣ ǊŀǘƘŜǊ ǘƘŀƴ ǿƻǊƪ L ǿƻǳƭŘ ƘŀǾŜ ǘƻ ƭŜŀǊƴ Ƙƻǿ ǘƻ ŘƻΦΩΩ ¢ƘŜǎŜ ǎǘǳŘƛŜǎ ǎǳƎƎŜǎǘ 
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the complexity of the intrinsic motivation for reading developmentally, across groups, and in 

association with reading achievement. 

 

Value and devalue. Prior research in this area has shown ethnic differences in terms of 

ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜǎ ŦƻǊ ǎŎƘƻƻƭ ƛƴ ƎŜƴŜǊŀƭΦ CƻǊ ŜȄŀƳǇƭŜΣ CǳƭƛƎƴƛΣ Witkow, and Garcia (2005) found 

ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ǾŀƭǳŜǎ ŀƳƻƴƎ ǎǘǳŘŜƴǘǎ ƻŦ aŜȄƛŎŀƴΣ 

/ƘƛƴŜǎŜΣ ŀƴŘ 9ǳǊƻǇŜŀƴ ōŀŎƪƎǊƻǳƴŘǎΦ {ǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ǾŀƭǳŜǎ ǿŜǊŜ ƳŜŀǎǳǊŜŘ 

using scales developed by the researchers; theǎŜ ǎŎŀƭŜǎ ŀǎǎŜǎǎŜŘ ǎǘǳŘŜƴǘǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ǘƘŜ 

extent to which students believed school was useful for their present and future lives (utility 

value of school) as adapted from the Eccles et al. (1983) study, placed importance on succeeding 

and doing well academically (value of academic success), and believed education was an 

important part of their success in the future (educational utility). Results from the study showed 

that Mexican and Chinese students reported having more positive attitudes and values than 

students of European background. More specifically, Mexican and Chinese students had higher 

means in their educational utility beliefs and utility value of school ratings than European 

American students. Additionally, Chinese students reported higher mean rating of value for 

academic success than their Mexican and European American peers. These more positive 

attitudes and values existed even when Mexican students had lower grades and Chinese 

students had similar grades when compared to students of European backgrounds. 

 

aƻǊŜ ǎǇŜŎƛŦƛŎ ǊŜǎŜŀǊŎƘ ƻƴ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜǎ ŦƻǊ ǊŜŀŘƛƴƎ Ƙŀǎ ŀƭǎƻ ǎƘƻǿƴ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ǿƛǘƘƛƴ 

the domain of reading. Baker and Wigfield (1999) found ethnic differences among African 

!ƳŜǊƛŎŀƴ ŀƴŘ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜ ƻŦ ǊŜŀŘing on the Importance scale of the 

MRQ, such that African American students had higher mean rating of the importance of reading 

ǘƘŀƴ ŘƛŘ ǘƘŜƛǊ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǇŜŜǊǎΦ IƻǿŜǾŜǊΣ ǿƘŜƴ ŎƻǊǊŜƭŀǘŜŘ ǿƛǘƘ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ 

achievement scores, the results showed non-significant relationships between the importance 

of reading and reading achievement for both African American and European American 

students. This study included fifth- and sixth- grade elementary school students with a diverse 

range of socioeconomic stŀǘǳǎŜǎΣ ŀǎ ƛƴŘƛŎŀǘŜŘ ōȅ ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǘƘŜ ŦǊŜŜ ƭǳƴŎƘ 

program (approximately 54% of the sample received free lunch; 46% paid for lunch). One 

interpretation of the results is that one dimension of motivation may not fully capture how 

students of different ethnic backgrounds may value or devalue achievement, and that these 

values may relate to the achievement of different ethnic students in different ways. Perhaps the 

ǎǘǊŜƴƎǘƘ ƻŦ ǎǘǳŘŜƴǘǎΩ ŜǘƘƴƛŎ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ Ƴŀȅ ǇǊƻǾƛŘŜ ŦǳǊǘƘŜǊ ƛƴǎƛƎƘǘ ƛƴǘƻ Ƙƻǿ students from 

underrepresented backgrounds may value school differently (Fuligni et al., 2005). Further 

ǊŜǎŜŀǊŎƘ ƛƴ ǘƘƛǎ ŀǊŜŀ ƛǎ ƴŜŜŘŜŘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ǘƘŀǘ ŜȄƛǎǘ ƛƴ ǎǘǳŘŜƴǘǎΩ 

academic values and actual achievement in school. 

 

Self-efficacy and perceived difficulty. Ethnic differences have been found in prior 

ǊŜǎŜŀǊŎƘ ǊŜƎŀǊŘƛƴƎ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy and perceived difficulty in reading and writing. 

Interestingly, in light of research findings regarding the achievement motivation gap between 

African American and European American students, Graham (1994) found in her review of the 
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literature that African American students had positive academic self-concept and self-

perception, and strong academic beliefs even when faced with failure, and when compared to 

their European American peers, seemed to have stronger self-competence beliefs in school, 

even when they were doing less well in school. 

 

hƴŜ ǎǘǳŘȅ ǘƘŀǘ ǎǳǇǇƻǊǘǎ DǊŀƘŀƳΩǎ ŦƛƴŘƛƴƎǎ ƛǎ ǘƘŜ {ǘŜǾŜƴǎƻƴΣ /ƘŜƴΣ ŀƴŘ ¦ǘǘŀƭ όмффлύ ǎǘǳŘȅΣ 

which founŘ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǘƘŜƛǊ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ŜȄŀƳƛƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ǘƘŜƛǊ 

abilities and achievement in reading. The sample included African American, Hispanic, and 

European American students in the first, third, and fifth grade; European American students 

tended to come from families with higher incomes than African American and Hispanic students. 

The findings showed that although African American and Hispanic students had significantly 

lower mean reading achievement test scores, as measured using curriculum-based 

comprehension and vocabulary tests, compared to their European American peers in all three 

grades (first, third, and fifth), third- and fifth-grade African American students tended to have 

higher ratings of their ability in reading than Hispanic and European American students. 

Additionally, fifth-grade students were asked to rate their perceptions of difficulty and of how 

hard they worked in reading; results showed that mean ratings were higher among African 

American students than Hispanic ŀƴŘ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎΦ IƻǿŜǾŜǊΣ ǿƘŜƴ ǎǘǳŘŜƴǘǎΩ 

mean ratings of their reading beliefs were correlated with achievement scores, only correlations 

among European American students were statistically significant. Baker and Wigfield (1999) 

found similŀǊ ǊŜǎǳƭǘǎ ƛƴ ǘƘŜƛǊ ŀƴŀƭȅǎƛǎ ƻŦ ǾŀǊƛŀƴŎŜ ƻŦ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ǎŜƭŦ-efficacy beliefs, as 

measured with the Self-Efficacy scale on the MRQ, with African American students having higher 

ƳŜŀƴǎ ǘƘŀƴ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎΦ IƻǿŜǾŜǊΣ ǿƘŜƴ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy was correlated 

with their reading achievement, statistically significant results were found only for European 

American students.  

 

! ŘƛŦŦŜǊŜƴǘ ǇŀǘǘŜǊƴ ǿŀǎ ǎŜŜƴ ƛƴ ŀ ǎǘǳŘȅ ŜȄŀƳƛƴƛƴƎ IƛǎǇŀƴƛŎ ŀƴŘ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴ ǎǘǳŘŜƴǘǎΩ 

self-efficacy in the domain of writing. Pajares and Johnson (1996) found that Hispanic high 

school students had lower essay writing performance and writing efficacy, and higher writing 

apprehension than their European American peers. The structural equation modeling analyses 

suggested that self-efficacy had a direct effect on apprehension, which in turn, affected 

ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜΦ tŜǊƘŀǇǎ ǘƘŜ ŎƻƴǘŜƴǘ ǿƛǘƘƛƴ ǊŜŀŘƛng is based on knowledge and 

experiences that may be more reflective of the daily lives of European American students, thus 

requiring more effort and motivation among African American and Hispanic students to 

understand and comprehend the materials (Stevenson et al., 1990). It may be that lack of 

ŎƻƴǘŜƴǘ ŦŀƳƛƭƛŀǊƛǘȅ ŀƴŘ ǊŜƭŀǘŜŘƴŜǎǎ ŀƭǎƻ ŀǘǘǊƛōǳǘŜ ǘƻ IƛǎǇŀƴƛŎ ǎǘǳŘŜƴǘǎΩ ƭƻǿŜǊ ŜŦŦƛŎŀŎȅ ŀƴŘ 

performance in writing.  

 

Peer value and devalue of achievement. As discussed in the previous sections regarding 

research ƻƴ ǇŜŜǊǎΩ ǾŀƭǳŜ ŀƴŘ ŘŜǾŀƭǳŜ of achievement, one procedure used to investigate this 

issue is through the peer nomination method. Although there are few studies that have 

investigated ethnic differences in peer value and devalue of reading, previous studies using the 
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peer nomination method have found ethnic differences in the way middle school students 

nominate their classmates when examining achievement values among peers (Graham, 1998).  

 

Taylor and Graham (2007) also used the peer nomination procedure as a way to investigate and 

ǳƴŘŜǊǎǘŀƴŘ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǾŀƭǳŜǎ ŀƴŘ ƳƻǘƛǾŀǘƛƻƴ ŀƳƻƴƎ ŀŘƻƭŜǎŎŜƴǘ ǇŜŜǊǎΦ ¢ƘŜ ǎŀƳǇƭŜ 

included African American and Latino students in second, fourth, and seventh grade from 

monoethnic schools where approximately 80% to 90% of the student population were African 

American and Latino respectively. On average, 90% of the students qualified for the free lunch 

program, thus indicating that students in this study were within the low socioeconomic status. 

The researchers found that both African American and Latino girls in all three grades (second, 

fourth, and seventh) tended to nominate same-gender peers who were high or average 

achievers as classmates they respected, admired, and wanted to emulate. 

 

! ŘƛŦŦŜǊŜƴǘ ǇŀǘǘŜǊƴ ǿŀǎ ǎŜŜƴ ŦƻǊ ōƻȅǎΩ peer nominations. In elementary school, African American 

and Latino boys in second and fourth grade showed a preference for nominating same-gender, 

high-achieving classmates. However, by the seventh grade, both African American and Latino 

boys were more likely to nominate same-gender classmates who were low achievers as peers 

they admired, respected, and wanted to be like. This study provides insight into what 

adolescents may value among their peers, but it also shed light onto how these values may be 

shared among certain groups of peers, such as underrepresented boys, in which the shared set 

ƻŦ ǳƴŘŜǊŀŎƘƛŜǾŜƳŜƴǘ ǾŀƭǳŜǎ Ƴŀȅ ōŜ ǎŜŜƴ ŀǎ ƴƻǊƳŀǘƛǾŜΣ ŀƴŘ ǿƻǳƭŘ ǘƘǳǎ ŀŦŦŜŎǘ ǎǘǳŘŜƴǘǎΩ 

approach toward learning and their achievement motivation. 

 

We assessed ethnic and ƎŜƴŘŜǊ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴΦ 

²Ŝ ŦƻǳƴŘ ǎƻƳŜ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΣ ŀǎ 

well as interactions of ethnicity and gender. For both school and nonschool intrinsic motivation 

there was an interaction of ethnicity and gender, such that African American boys reported the 

highest intrinsic motivation for reading these kinds of books, and European American boys the 

lowest. African American students valued school information books more than did European 

American students and also believed their peers valued these books more as well. However, the 

significant interaction of ethnicity and gender indicated that these patterns varied across boys 

and girls within each ethnic group. African American boys were higher than African American 

girls on this variable, and the opposite pattern occurred for the European American students.  

European American students devalued these books more. African American students also stated 

that these books were more difficult than did the European American students. 

 

African American students valued nonschool information books more and believed their peers 

valued them more than European American students. The interaction of ethnicity and gender on 

the peer devalue variable showed the same pattern as occurred on the school version of this 

variable. European American students devalued school information books more than did the 

African American students. African American students thought these books were more difficult 

than did European American students. There was an interaction of ethnicity and gender for self-
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ŜŦŦƛŎŀŎȅ ŦƻǊ ƴƻƴǎŎƘƻƻƭ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΦ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ōƻȅǎΩ ǎŜƭŦ-efficacy for nonschool 

ǊŜŀŘƛƴƎ ǿŀǎ ƘƛƎƘŜǊ ǘƘŀƴ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ƎƛǊƭǎΩ ŜŦŦƛŎŀŎȅΤ ǘƘŜ opposite pattern occurred for 

European American girls and boys. 

 

In sum, researchers have found interesting gender and ethnic differences in motivation and 

achievement. Explanations for these differences often focus on the different kinds of 

socialization practices girls and boys experience (Meece, Glienke, & Askew, 2009), and 

differences in broader cultural beliefs, cultural values, societal customs, and parental practices 

within specific ethnic groups in this country (Graham & Hudley, 2005; Murdock, 2009). These 

ǊŜǎǳƭǘǎ ƘŀǾŜ ƛƳǇƻǊǘŀƴǘ ƛƳǇƭƛŎŀǘƛƻƴǎ ŦƻǊ ŘƛŦŦŜǊŜƴǘ ƎǊƻǳǇǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ŘƛŦŦŜǊŜƴǘ 

activities. 

 

Implications and Conclusions  

 

We believe the findings reported in this chapter make a number of important contributions to 

both the motivation and literacy fields. This is the first study we know to investigate 

ǎȅǎǘŜƳŀǘƛŎŀƭƭȅ ŘƛŦŦŜǊŜƴǘ ŀǎǇŜŎǘǎ ƻŦ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ 

text. Through our newly-developed measures of motivations for reading information texts, we 

have documented quantitatively that there are a number of distinguishable facets of 

ŀŘƻƭŜǎŎŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ŀƴŘ ƻǳǘ ƻŦ ǎŎƘƻƻƭΦ LƳǇƻǊǘŀƴǘƭȅΣ ǿŜ 

found clear, empirical distinctions between affirming and undermining motivations. Our results 

suggest that these kinds of motivation are separable both conceptually and empirically. An 

important theoretical implication of these results is that prominent motivation theories such as 

expectancy-value theory and self-efficacy theory should incorporate relevant undermining 

motivations into their theoretical models. Theories that already include undermining 

motivations (e.g., self-determination theory with its construct of amotivation and goal 

orientation theory with its various avoidance goals) may need to expand the set of undermining 

motivations included in the theory. 

 

Second, the affirming and undermining motivations relate to reading outcomes in different 

ways, some in expected directions and others not.  As expected, the affirming motivations of 

self-efficacy and peer value positively predicted comprehension, and the undermining 

motivations of avoidance and difficulty negatively predicted it. Interestingly, as can be seen in 

Table 6, overall the undermining variables are stronger associates with comprehension than the 

affirming variables. In Table 6, the betas for school motivations uniquely associated with reading 

comprehension are avoidance (-.24), perceived difficulty (-.21), and devaluing (.16). The 

affirming motivation of intrinsic motivation was negative (-.24). These findings suggest that high-

achieving readers are dedicated to putting forth time and effort in reading information texts and 

they find reading them to be easy, while they dislike information book reading and devalue it. In 

this context, the undermining scales of avoidance, perceived difficulty, and devaluing carry the 

most weight in predicting comprehension. Thus, it is reasonable to say that for reading 

ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǎǘǳŘŜƴǘǎΩ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƛǎ ƳƻǊŜ ƛƴŦƭǳenced by their undermining than their 
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affirming motivations.  This is an important contribution to the literature because few studies 

ƘŀǾŜ ƳŜŀǎǳǊŜŘ ƛƴ ŘŜǇǘƘ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊƳƛƴƛƴƎ ƳƻǘƛǾŀǘƛƻƴǎΦ 

 

It is critical to state that these findings are conditional on at least two aspects of the contexts of 

this study. The first is the distinction between school and nonschool reading. Overall, significant 

relations are more frequent for school reading than for nonschool reading; for the latter 

variables, only self-efficacy and perceived difficulty contribute to the explained variance in 

reading comprehension. Second, the negative association of intrinsic motivation for information 

books to comprehension goes against many findings in the literature, showing that intrinsic 

motivation relates positively to various achievement outcomes. We believe this finding occurred 

ōŜŎŀǳǎŜ ƻŦ ǘƘƛǎ ǎǘǳŘȅΩǎ ŦƻŎǳǎ ƻƴ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ όǿƘƛŎƘ ŘƻƳƛƴŀǘŜ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭύΦ Lƴ 

another study, where middle school children were asked about motivation for literary texts, the 

association between intrinsic motivation and comprehension was positive (Coddington, 2009). 

The negative relation we observed suggests that higher achievers lack intrinsic motivation for 

the kinds of information books they read in school; other analyses we have done suggest that 

this pattern is stronger for the higher achievers than for the lower achievers. These children are 

achieving well without being intrinsically motivated to read the material. We think this pattern 

has negatiǾŜ ƛƳǇƭƛŎŀǘƛƻƴǎ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ƭƻƴƎ-term engagement with these kinds of reading 

materials. 

 

Regarding the individual constructs, it is reasonable that avoidance is negatively associated with 

achievement in reading, and this concurs with recent work showing associations between 

behavioral engagement and achievement (Fredricks, Blumenfeld, & Paris, 2004). Likewise, 

perceived difficulty is negatively associated with achievement, which supports a body of findings 

in the self-efficacy literature (Schunk & Pajares, 2009). The negative correlation of intrinsic 

motivation and reading comprehension may possibly be explained by the fact that children learn 

to read through literature, a kind of reading which is positively associated with intrinsic 

motivation (Coddington, 2009). While fiction is easy reading, information books are dense, 

challenging in vocabulary, and associated with hard study. All these attributes, combined with 

the fact that students find them difficult, irrelevant, nonsocial, and incoherent, make these texts 

uninteresting.  

 

Interpreting the positive correlation of devaluing and achievement is not immediately obvious. 

One possibility is that the highest achievers in reading are intensely attached to fiction and 

literature and the contrast with information books leads these students to be adverse to them. 

Another possibility is that the undesirable attributes of the texts stated in the previous 

paragraph are more evident to higher than to lower achievers. A third possibility is that this 

correlation is a spurious result of the many variables in the multiple regression.   

 

An alternative way to investigate the devaluing construct is to use it to predict avoidance. We 

assume that avoidance is the single most egregious undermining variable, because if one never 

reads one cannot learn anything. In a regression analysis when avoidance is a dependent 
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variable and all the motivation constructs are independent variables, devaluing has a high 

positive beta, showing that high avoidance is associated with high devaluing. Also, perceived 

difficulty has a moderate positive beta, as expected.  From these analyses, it is reasonable to 

conclude that avoidance is the strongest predictor of achievement and devaluing is the highest 

predictor of avoidance. 

 

Another contribution of this study is its examination of ethnic and gender differences in reading 

motivation. There are some interesting differences across the different ethnic and gender 

ƎǊƻǳǇǎ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ ǎǘǳŘȅΣ ǿƘƛŎƘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ƻǳǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜǎŜ ƎǊƻǳǇǎΩ ƳƻǘƛǾŀǘƛƻƴ 

for reading. Various authors (e.g., Graham & Hudley, 2005) called for examination of different 

ŜǘƘƴƛŎ ƎǊƻǳǇǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ŘƛŦŦŜǊŜƴǘ ŀŎǘƛǾƛǘƛŜǎΤ ǘƘƛǎ ƛǎ ǘƘŜ ŦƛǊǎǘ ǎǘǳŘȅ ǿŜ ƪƴƻǿ ǘƻ ŜȄŀƳƛƴŜ 

ethnic differences in motivation for reading information books. There have been some 

suggestions in the literature that boys prefer information books more than girls do; our findings 

do not support this view. The gender differences we observed suggest that overall boys were 

less positively motivated for reading the information books they have in school, and this was 

especially true for European Americŀƴ ōƻȅǎΦ ¢ƘŜǎŜ ŦƛƴŘƛƴƎǎ ŀǊŜ ǎƛƳƛƭŀǊ ǘƻ ƻǘƘŜǊ ǎǘǳŘƛŜǎΩ ƻŦ 

ŀŘƻƭŜǎŎŜƴǘ ōƻȅǎΩ ǊŜŀŘƛƴƎΣ ǿƘƛŎƘ ǎƘƻǿ ǘƘŀǘ ǘƘŜȅ ǇǊŜŦŜǊ ŀ ǾŀǊƛŜǘȅ ƻŦ nonschool kinds of literacy 

activities to school reading (Smith & Wilhelm, 2006). 

 

The analyses reported in this chapter and in other places in this book have important 

ƛƳǇƭƛŎŀǘƛƻƴǎ ŦƻǊ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƛƴ ǎŎƘƻƻƭΦ LƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǊŜŀŘƛƴƎ ōŜŎƻƳŜǎ 

more prevalent in middle school; our findings that students find these books hard, irrelevant, 

and boring do not bode well for their engagement with them. Second, the finding that the 

ǳƴŘŜǊƳƛƴƛƴƎ ƳƻǘƛǾŀǘƛƻƴǎ ǇǊŜŘƛŎǘ ǎǘǳŘŜƴǘǎΩ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƳƻǊŜ ǎǘǊƻƴƎƭȅ ǘƘŀƴ ǘƘŜ ŀŦŦƛǊƳƛƴƎ 

motivations suggests that teachers and other reading professionals will have to work hard to 

ōƻƻǎǘ ǎǘǳŘŜƴǘǎΩ motivation for reading information texts. We believe it likely is easier to 

increase the value of reading than to reduce the devaluing of reading. Jang (2008) successfully 

increased the value of reading by merely activating it through the suggestion that reading 

specific content will be important. However, to change devaluing, teachers will likely need to 

confront students with their view and its implications. They will need to enable students to 

experience benefits and uses of reading in concrete situations. Through repeated, positively 

affective and instrumentally powerful experiences with reading, students may decrease their 

devaluing, and their avoidance of reading information texts also may decrease. Possibly at the 

same time, positive valuing will increase. Further research on this hypothesis may be warranted. 

These findings also suggest strongly that a careful look at the kinds of information books 

children are given in school is needed. Replacing these books with other kinds of texts that 

present information in ways that are interesting, relevant, and engaging is another way to 

ƛƴŎǊŜŀǎŜ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǘƘƛǎ ƪƛƴŘ ƻŦ ǊŜŀŘƛƴƎΦ ¢ƘŀǘΣ ƻŦ ŎƻǳǊǎŜΣ ƛǎ ǿƘŀǘ ǘƘŜ /hwL 

intervention is doing, as described in other chapters in this book. 
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Statistical Analy ses of Childrenõs Motivation for Reading Information Texts  

In and Out of School  

 

In this section, we describe the sample for the Reading Engagement for Adolescent Learning 

(REAL) study and the procedures for administrating the questionnaire measures of student 

motivation during the September and April data collection times during first year of the CORI 

intervention.   We present details about the statistical analyses used to answer the following 

research questions: 

1.  What is the level of middle school stuŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ 

books in and out of school?  

2. What are the relations among different aspects of affirming and undermining 

motivations for reading information books? 

3. !ǊŜ ǘƘŜǊŜ ƎŜƴŘŜǊ ŀƴŘ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ motivation for 

reading information books? 

4. Iƻǿ ŘƻŜǎ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ 

relate to their reading comprehension? 

!ŘŘƛǘƛƻƴŀƭ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ǘƘŜ ǎŎŀƭŜǎ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ƛƴŘƛǾƛŘǳŀƭ ƛǘŜƳǎ ƻƴ ǘƘŜ 

scales can be found at www.corilearning.com. 

 

Participants 

These surveys were given as part of our study of instructional influences on adolescent reading 

ǘƘŀǘ ƛǎ ŜȄŀƳƛƴƛƴƎ ǘƘŜ ƴŀǘǳǊŜ ƻŦ ǎŜǾŜƴǘƘ ƎǊŀŘŜǊǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ for information books, their 

ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ǘƘƻǎŜ ōƻƻƪǎΣ ŀƴŘ Ƙƻǿ /hwL ƛƴŦƭǳŜƴŎŜǎ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ 

comprehension. The data reported here was collected in September 2008 and April 2009. 

Participants come from four middle schools located in a rural area of a mid-Atlantic state; we 

focus in this chapter on the data collected in September and April.  In September 2008, the 

Motivations for Reading Information Books School questionnaire (MRIB-S) was completed by 

1085 students, and 1124 students completed the Motivations for Reading Information Books 

Nonschool questionnaire (MRIB-N). The sample, which was comprised equally of males and 

females, was 72.6% European American, 20.8% African American, and 6.6% other ethnicities; 

22.0% of the sample was eligible for free or reduced-priced lunch. The sample in April was 

similar. In April 2010, the MRIB-S was completed by 1146 students, while 1124 students 

completed the MRIB-N. The sample, which was comprised equally of males and females, was 

73.1% European American, 20.6% African American, and 6.6% other ethnicities. 

 

Procedures 

Teachers, with the assistance of project staff, administered the surveys as separate assessments 

ƻƴ ŎƻƴǎŜŎǳǘƛǾŜ ŘŀȅǎΣ ŀǎ ǇŀǊǘ ƻŦ ƻǳǊ ŀǎǎŜǎǎƳŜƴǘ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ŀƴŘ 

reading motivation. Total administration time for the motivation questionnaires was about 12 

minutes per survey. The teachers read aloud directions and sample questions, but students read 

the remainder of the items themselves. Students rated their agreement with each survey item. 

The response choices included: Not at all true of me, Not very true of me, Somewhat true of me, 

http://www.corilearning.com/
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and Very true of me.  Responses were coded on a 1 to 4 scale such that higher scores meant the 

response was truer of the individual. The REAL motivation report on the CORI Web site contains 

the instructions for administering the measures. 

 

Motivations for Reading Information Texts In and Out of School 

The Motivations for Reading Information Books School questionnaire (MRIB-S) and the 

Motivations for Reading Information Books Nonschool questionnaire (MRIB-N) were developed 

ƛƴ ƻǊŘŜǊ ǘƻ ƭŜŀǊƴ ŀōƻǳǘ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ǊŜŀŘƛƴƎ ƴƻƴŦƛŎǘƛƻƴ ōƻƻƪǎΦ 9ƛƎƘǘ 

motivation constructs are contained in each scale. Four of the motivation constructs represent 

affirming motivations for reading because they are associated with relatively frequent reading 

and high achievement, and the other four represent undermining motivations because they are 

associated with less reading and lower reading achievement (Guthrie & Coddington, 2009). The 

items in both scales are presented in the Appendix. As discussed earlier, the affirming reading 

motivations included: intrinsic motivation for reading, valuing of reading, reading efficacy, and 

peer value of reading. Our definitions were based on previous motivation literature that was not 

always specific to reading motivation. Intrinsic motivation for reading was conceptualized as the 

enjoyment of reading and having a desire to read often (Gottfried et al., 2001; Ryan & Connell, 

1989; Unrau & Schlackman, 2006). Valuing reading was defined as belief in the importance and 

usefulness of reading (Trautwein, Lüdtke, Schnyder, & Niggli, 2006; Wigfield & Eccles, 2000). 

Reading efficacy ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ōŜƭƛŜŦǎ ŀōƻǳǘ Ƙƛǎ ƻǊ ƘŜǊ ŎŀǇŀŎƛǘȅ ǘƻ ŎƻƳǇƭŜǘŜ 

reading tasks (Schunk, 2003; Usher & Pajares, 2006). Lastly, peer value of reading was defined as 

ŦŜŜƭƛƴƎ ǘƘŀǘ ƻƴŜΩǎ ǊŜŀŘƛƴƎ Ƙŀōƛǘǎ ŀƴŘ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ ŀōƻǳǘ ǊŜŀŘƛƴƎ ŀǊŜ ǾŀƭǳŜŘ ōȅ ǇŜŜǊǎΣ ǿƘƛŎƘ ƛǎ ŀ 

new construct we are exploring based on the work previous reviewed on social support in 

ǊŜŀŘƛƴƎ ŀǎ ǿŜƭƭ ŀǎ ²ƛƎŦƛŜƭŘ ŀƴŘ 9ŎŎƭŜǎΩ όнлллύ ǿƻǊƪ ƻƴ ǾŀƭǳŜǎΦ 

 

The undermining reading motivations included: reading avoidance, devaluing of reading, 

perceived difficulty in reading, and peer devalue of reading. Reading avoidance was defined as 

having an aversion toward reading information text for school and therefore minimizing time 

and effort spent on these tasks (Dowson & McInerney, 2001; Meece & Miller, 2001; Nicholls, 

1990). Devaluing reading was conceptualized as the belief that reading information books for 

ǎŎƘƻƻƭ ƛǎ ƴƻǘ ƛƳǇƻǊǘŀƴǘ ƻǊ ǳǎŜŦǳƭ ŦƻǊ ƻƴŜΩǎ ǎǳŎŎŜǎǎ ƻǊ ŦǳǘǳǊŜ ό[ŜƎŀǳƭǘ Ŝǘ ŀƭΦΣ нллсύΦ Perceived 

difficulty in reading was defined as holding the perception that reading information books in 

school is hard (Chapman & Tunmer, 1995; see egocentric difficulty in Nicholls & Miller, 1984). 

Peer devalue of reading ǿŀǎ ŎƻƴŎŜǇǘǳŀƭƛȊŜŘ ŀǎ ǘƘŜ ōŜƭƛŜŦ ǘƘŀǘ ǇŜŜǊǎ Řƻ ƴƻǘ ǊŜǎǇŜŎǘ ƻƴŜΩǎ ǊŜŀŘƛƴƎ 

Ƙŀōƛǘǎ ƻǊ ŀƎǊŜŜ ǿƛǘƘ ƻƴŜΩǎ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ ŀōƻǳǘ ǊŜŀŘƛƴƎΣ ǿƘƛŎƘ ƛǎ ŀ ƴŜǿ ŎƻƴǎǘǊǳŎǘ ǿŜ ŀǊŜ 

exploring also based on the work previous reviewed on social support in reading. 

 

It is important to recognize that we do not view the affirming and undermining constructs as 

direct opposites of each other. Therefore, the items representing undermining constructs are 

not simply negatively or oppositely worded versions of the affirming items (e.g., One intrinsic 

ƳƻǘƛǾŀǘƛƻƴ ƛǘŜƳ ƛǎΣ άL ŜƴƧƻȅ ǊŜŀŘƛƴƎ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭέΤ ƘƻǿŜǾŜǊΣ άL Řƻ bh¢ ŜƴƧƻȅ ǊŜŀŘƛƴƎ 

ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭέ ŘƻŜǎ ƴƻǘ ŀǇǇŜŀǊ ƻƴ ǘƘŜ ŀǾƻƛŘŀƴŎŜ ǎŎŀƭŜΦύ {ƛƳƛƭŀǊƭȅΣ ǘƘŜ ǿƻrding of 
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items on the MRIB-S and MRIB-N representing the same construct are not identical in wording, 

because we believe each construct may have a somewhat different meaning in the school and 

nonschool contexts. 

 

Items to measure each of the eight constructs were adapted from existing measures of reading 

motivation when possible or written specifically for this study. Items were adapted from the 

following motivation measures:   

 Motivations for Reading Questionnaire (Wigfield & Guthrie, 1997) 

 Adolescent Motivation for School Reading (Coddington, 2009) 

 Adolescent Motivation for Outside School Reading (Coddington, 2009) 

 

The original scales administered to the students included seven items intended to measure each 

construct.  This number was chosen so that we could be free to remove items with poor 

psychometric properties. Many of these items were written in accordance with previous 

measurement in motivation (Coddington, 2009; Guthrie & Wigfield, 1997). After data were 

collected, items were removed if they had less than a .2 item-total correlation. This is an index 

ƻŦ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ƛǘŜƳΩǎ ŀǎǎƻŎƛŀǘƛƻƴ ǿƛǘƘ ǘƘŜ ǊŜǎǘ ƻŦ ǘƘŜ ƛǘŜƳǎ ƻƴ ŜŀŎƘ ǎŎŀƭŜΦ  CǳǊǘƘŜǊ ŀƴŀƭȅǎŜǎ 

included principal components analyses.  Conceptual pairs of constructs were entered into the 

analysis (i.e. intrinsic motivation and avoidance, value and devalue, etc.). Items were removed if 

they did not load at .3 on the intended factor.  

 

Initially there were 56 items measuring each construct. Through the analytical process described 

below, six or seven item measures of each subscale were included in the final version of the 

questionnaire. The total survey thus contains 55 items assessing school reading and 52 items 

assessing nonschool reading.  To administer the measure, the items on each survey were first 

ordered by using a random number table. Then, the order of the items on each was adjusted so 

that the first and last two items of each scale were positively worded items. Next, all items were 

reviewed so that there were never two or more consecutive items measuring the same 

construct. 

 

                                                   Results 

Factor Analyses, Internal Consistency Reliability, and Descriptive Statistics for 

the MRIB-S and MRIB-N 

 

In this section we present information on the factor structure of the motivation subscales, their 

internal consistency reliability coefficients, means and standard deviations of the school and 

nonschool motivation measures, internal consistency reliabilities, and correlations among the 

constructs. 

 

Subscale Factor Structure and Reliabilities 

 Exploratory factor analyses were conducted on the pairs of theoretically derived subscales. The 

ƛǘŜƳǎ ƭƻŀŘƛƴƎ ŀǘ Φо ƻƴ ŜŀŎƘ ŦŀŎǘƻǊ ǿŜǊŜ ǎǳƳƳŜŘ ǘƻ ŦƻǊƳ ǎŎŀƭŜǎΦ /ǊƻƴōŀŎƘΩǎ ŀƭǇƘŀǎ ǿŜǊŜ 
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computed (reported above) on each of these scales to judge their internal consistency reliability. 

Two factor solutions best described the intrinsic-avoidance, value-devalue, and efficacy-

difficulty pairs of subscales, for both school and nonschool reading. For peer value and devalue 

three factors emerged; however, the third factor was small and not clearly interpretable in each 

case and so forced two factor solutions were run.  The primary factor loadings for the two 

factors that emerged in each analysis were the seven items designed to measure each construct. 

There were some double loadings in each of the analyses reflecting the correlation among the 

motivation constructs which replicates previous research (Baker & Wigfield, 1999). In the case of 

a double loading, the item included in the composite of the theoretically expected construct as 

long as it reached the .3 loading threshold. 

 

Following the factor analyses item-total correlations were run for each individual subscale. 

Based on the factor analyses and the item-total correlations scales to be used in the subsequent 

analyses were created by averaging the items. The scales for school reading all contained the 

original seven items, with the exception of peer devalue of school reading, which has six items. 

For nonschool reading, intrinsic motivation, efficacy, and difficulty have the original seven items; 

the others scales have six.  The items that were not included in the scales used for data analysis 

ŀǊŜ ƛƴŘƛŎŀǘŜŘ ǿƛǘƘ ŀƴ ŀǎǘŜǊƛǎƪ ƛƴ ¢ŀōƭŜ мΦ /ǊƻƴōŀŎƘΩǎ ŀƭǇƘŀǎ ǿŜǊŜ ŎƻƳǇǳǘŜŘ ƻƴ ŜŀŎƘ ƻŦ ǘƘese 

scales to judge their internal consistency and scale reliability. The alphas are presented in Table 

1, and range from .70 for peer devaluing of school reading to .89 for intrinsic motivation for 

nonschool reading. The median value for the alphas is .83, indicating that these measures have 

satisfactory internal consistency reliabilities.  

 

Means and Standard Deviations of the Scales 

The means and standard deviations of each scale as measured in September and April are 

presented in Tables 1 and 2, for the whole sample, European American students, and African 

American students. The means fall primarily between 2.0 and 3.0, with none higher than 2.9. 

¢ƘŜ ƘƛƎƘŜǎǘ ǎŎƻǊŜ ǇƻǎǎƛōƭŜ ƛǎ пΦлΣ ǎƻ ǘƘŜ ǊŀƴƎŜ ƻŦ ƳŜŀƴǎ ǎƘƻǿǎ ǘƘŀǘ ǘƘŜ ŜŀǊƭȅ ŀŘƻƭŜǎŎŜƴǘǎΩ 

motivation for information books contains satisfactory variance.  The means for self-efficacy are 

among the highest, indicating that students believe they are reasonably capable of reading the 

information books they encounter in and out of school. They also believe that these books are 

somewhat valuable. However, they view the books as difficult, are not intrinsically motivated to 

read them, and indeed, seek to avoid them. They believe their peers somewhat value the 

information book reading they do in and out of school, and do not devalue their reading either 

in or out of school. Thus, students believe their peers do not undermine their reading by 

devaluing it; they do not express strong valuing of reading either. It is interesting that the 

patterns in the means are quite similar for information books read both in and out of school.  

 

The standard deviations for the subscales range from .53 to .69, indicating that there is 

ǊŜŀǎƻƴŀōƭŜ ǾŀǊƛŀǘƛƻƴ ƛƴ ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ǘƘŜ ƳƻǘƛǾŀǘƛƻƴ ǎŎŀƭŜǎΦ ¢ƘŜǊŜ ŀǊŜ ǎƻƳŜ ŘƛŦŦŜǊŜƴŎŜǎ 

in the means for African American and European American students with African American 

students higher on a number of the variables; these differences are discussed next. There also 
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ŀǊŜ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ōŜǘǿŜŜƴ {ŜǇǘŜƳōŜǊ ŀƴŘ !ǇǊƛƭΤ ǘƘŜǎŜ ŘƛŦŦŜǊŜnces also are 

discussed later. 

 

Table 1   

       Means and Standard Deviations for the Motivation Scales, September 

 Whole Sample EA Students AA Students 

School scales M SD M SD M SD 

     School intrinsic 2.14 .63 2.07 .66 2.37 .66 

     School avoidance  2.62 .65 2.64 .66 2.60 .61 

     School value 2.78 .62 2.72 .63 2.96 .57 

     School devalue    2.52 .69 2.57 .69 2.40 .67 

     School efficacy   2.91 .57 2.90 .57 2.91 .60 

     School difficulty 2.28 .65 2.25 .64 2.39 .69 

     School peer value 2.26 .57 2.63 .56 2.77 .58 

     School peer devalue 2.17 .56 2.17 .54 2.20 .63 

Nonschool scales       

     Nonschool intrinsic 2.08 .73 2.00 .71 2.26 .72 

     Nonschool avoidance 2.74 .69 2.77 .69 2.70 .66 

     Nonschool value 2.40 .69 2.34 .68 2.53 .68 

     Nonschool devalue 2.82 .80 2.89 .78 2.63 .81 

     Nonschool efficacy     2.88 .64 2.87 .65 2.86 .63 

     Nonschool difficulty 2.11 .67 2.08 .66 2.23 .74 

     Nonschool peer value 2.39 .64 2.33 .63 2.56 .64 

     Nonschool peer devalue    2.00 .57 2.02 .57 1.96 .66 

Note. EA = European American; AA = African American 
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Table 2   

Means and Standard Deviations for the Motivation Scales, April 

 Whole Sample EA Students AA Students 

School scales M  SD M  SD M  SD 

     School intrinsic 2.14 .63 2.07 .66 2.37 .66 

     School avoidance  2.62 .65 2.64 .66 2.60 .61 

     School value 2.78 .62 2.72 .63 2.96 .57 

     School devalue    2.52 .69 2.57 .69 2.40 .67 

     School efficacy   2.91 .57 2.90 .57 2.91 .60 

     School difficulty 2.28 .65 2.25 .64 2.39 .69 

     School peer value 2.66 .57 2.63 .56 2.77 .58 

     School peer devalue 2.17 .56 2.17 .54 2.20 .63 

Nonschool scales       

     Nonschool intrinsic 2.08 .73 2.00 .71 2.26 .72 

     Nonschool avoidance 2.74 .69 2.77 .69 2.70 .66 

     Nonschool value 2.40 .69 2.34 .68 2.53 .68 

     Nonschool devalue 2.82 .80 2.89 .78 2.63 .81 

     Nonschool efficacy     2.88 .64 2.87 .65 2.86 .63 

     Nonschool difficulty 2.11 .67 2.08 .66 2.23 .74 

     Nonschool peer value 2.39 .64 2.33 .63 2.56 .64 

     Nonschool peer devalue    2.00 .57 2.02 .57 1.96 .66 

Note. EA = European American; AA = African American 

 

Correlations of the Motivation Scales 

Correlations of the school and nonschool motivation scales in September are presented in Table 

3; we focus on the analysis of the whole sample. There are several important things to note 

about these correlations. First, the like constructs for school and nonschool reading (e.g., 

intrinsic motivation for reading in and out of school) are relatively strongly correlated, ranging 

from .54 for peer devalue to .75 for intrinsic motivation. Second, each pair of affirming and 

undermining constructs relates negatively and relatively strongly to one another. The highest of 

these correlations is -.68 between value and devalue for nonschool reading The lowest is -.29 for 

peer value and devalue for nonschool reading. Third, the affirming constructs all relate 

positively to one another, as do the undermining constructs, and the strength of these relations 

are similar to those reported in previous research. Fourth, these patterns occurred in the total 

sample, the African American sample, and the European American sample. There are some 

small differences in the strengths of the correlations in the two subgroups, but the patterns are 

quite similar.  
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Table 3 

Correlations of the School and Nonschool Motivation Variables 

 

Note. Correlations higher than .10 are significant at the .01 level; Correlations between .07 and .10 are significant at the .05 level.

   1   2   3   4   5   6   7   8   9  10  11  12  13  14  15  16 

1. School intrinsic                 

2. School avoidance -.59                

3. School value .68 -.60               

4. School devalue -.57 .79 -.68              

5. School efficacy .34 -.35 .45 -.30             

6. School difficulty -.05 .37 -.17 .28 -.59            

7. School value .35 -.26 .44 -.26 .48 -.20           

8. School devalue -.06 .32 -.15 .31 -.23 .36 -.45          

9. Nonschool intrinsic .75 -.54 .56 -.54 .30 -.10 .29 -.07         

10. Nonschool avoidance -.56 .63 -.44 .61 -.22 .23 -.17 .19 -.70        

11. Nonschool value .69 -.56 .68 -.59 .39 -.17 .38 -.14 .80 -.62       

12. Nonschool devalue -.59 .63 -.50 .68 -.23 .21 -.21 .18 -.76 .81 -.71      

13. Nonschool efficacy .26 -.32 .36 -.25 .72 -.56 .39 -.20 .36 -.20 .49 -.24     

14. Nonschool difficulty  -.03 .33 -.13 .25 -.54 .73 -.21 .35 -.13 .29 -.17 .24 -.61    

15. Nonschool peer value .41 -.28 .43 -.32 .35 -.11 .61 -.31 .49 .27 .55 -.36 .44 -.13   

16. Nonschool peer devalue .07 .15 -.02 .17 -.11 .26 -.32 .54 .05 .11 .00 .12 -.12 .35 -.29  
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DŜƴŘŜǊ ŀƴŘ 9ǘƘƴƛŎ 5ƛŦŦŜǊŜƴŎŜǎ ƛƴ /ƘƛƭŘǊŜƴΩǎ wŜŀŘƛƴƎ aƻǘƛǾŀǘƛƻƴ 

!ǎ ŘƛǎŎǳǎǎŜŘ ŜŀǊƭƛŜǊΣ ǊŜǎŜŀǊŎƘŜǊǎ ƘŀǾŜ ŦƻǳƴŘ ƎŜƴŘŜǊ ŀƴŘ ŜǘƘƴƛŎ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ reading 

motivation. Few studies have looked for such differences in middle school students, and even 

ŦŜǿŜǊ ƘŀǾŜ ƭƻƻƪŜŘ ŀǘ ƎŜƴŘŜǊ ōȅ ŜǘƘƴƛŎƛǘȅ ƛƴǘŜǊŀŎǘƛƻƴǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎΦ 

Because we have a large sample of both African American and European American students in 

this study, we were able to examine gender and ethnic differences in reading motivation. 

 

Two (ethnicity) by 2 (gender) analyses of variance were run on the eight school and nonschool 

motivation scales measured in September.   Results showed there were numerous main effects 

for both gender and ethnicity, but relatively few interactions. Table 4 presents the means for the 

significant interaction effects. Beginning with the school motivation scales, on the intrinsic 

motivation scale the main effect for ethnicity was significant, F (1, 936) = 32.71, p = .001, as was 

the interaction of gender and ethnicity, F (1, 936) = 8.26, p = .004. African American students (M 

= 2.37) reported significantly higher intrinsic motivation for information books than did 

European American students (M Ґ нΦлтύΤ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ōƻȅǎΩ ǎŎƻǊŜǎ ǿŜǊŜ ƘƛƎƘŜǎǘ ƻƴ ǘƘƛǎ 

subscale. Boys (M = 2.70) had significantly higher avoidance scores than did girls (M = 2.55), F (1, 

936) = 13.08, p = .001.  For valuing of school reading the ethnicity and gender effects both were 

significant, F (1, 936) = 20.43, p = .001.Both African American students (M = 2.96) and girls (M = 

2.87) valued reading more than did European American students (M = 2.72) and boys (M = 2.69). 

European American students (M = 2.89) devalued information text reading more strongly than 

did African American students (M = 2.39), F (1,936) = 9.30, p = .002, and boys (M = 2.61) did so 

more than girls (M = 2.44), F (1, 936) = 17.05, p = .001. Girls (M = 2.95) had higher reading self-

efficacy than did boys (M = 2.87), F (1, 936) = 6.57, p = .01, and African American students (M = 

2.39) believed that information texts were more difficult than did European American students 

(M = 2.25), F (1, 917) = 5.70, p = .02. African American students (M = 2.77) stated that peers 

valued their reading more than did European American students (M = 2.63), F (1, 912) = 7.46, p 

= .006, and girls (M = 2.77) did so more than boys (M = 2.54), F (1, 912) = 36.31, p = .001. The 

gender by ethnicity interaction showed that the pattern differed for boys and girls within each 

group, F (1, 912) = 19.27, p =.001; African American boys were higher than African American 

girls, whereas European American girls were higher than European American boys (see Table 4 

for the means). Boys (M = 2.30) believed that their peers devalued their reading more than did 

girls (M = 2.06), F (1, 912) = 40.42, p = .001. 

 

Turning to the nonschool reading scales, for intrinsic motivation both the ethnicity main effect 

and interaction of gender and ethnicity were significant, F (1, 958) = 14.43, p = .001, and F (1, 

958) = 9.31, p = .002.  African American students (M = 2.26) reported being more intrinsically 

motivated to read information out of school than did European American students (M = 2.00) 

and African American boys reported the highest intrinsic motivation for nonschool information 

texts (see Table 5). The ethnicity and gender effects were significant for value of nonschool 

information books, F (1, 958) = 7.32, p = .007, and F (1, 958) = 12.14, p = 000. African American 

students (M = 2.55) and girls (2.47) valued these books more than did European American 
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students (M = 2.34) and boys (M = 2.32); these results are quite similar to those for school 

intrinsic motivation.  

 

By contrast, European American students (M = 2.89) devalued reading these books more than 

African American students did (M = 2.63), F (1, 958) = 12.99, p = .001, as did boys (M = 2.90) 

compared to girls (M =2.74), F (1, 958) = 8.98, p = .003. The interaction of gender and ethnicity 

was significant for nonschool self-efficacy, F (1, 974) = 4.15, p = ΦлпΦ  !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ ōƻȅǎΩ ǎŜƭŦ-

efficacy was higher than was African American girls; the opposite pattern occurred for European 

American boys and girls (see Table 4). As with school reading, African American students (M = 

2.24) believed that nonschool information books were more difficult than did European 

American students (M = 2.08, F (1, 974) = 5.18, p = .018.   

 

Again, similar to the results for school reading, African American students (M = 2.57) and girls 

(M = 2.48) believed their peers valued their reading more than did European American children 

(M = 2.33) and boys (M = 2.29), F (1, 974) = 16.52, p = .001, and F (1,974) = 21.90, p = .001. The 

interaction of ethnicity and gender for peer valuing, F (1, 974) = 13.20, p = .001, followed the 

same pattern as the school reading peer valuing results: African American boys were higher on 

this variable than African American girls, whereas European American girls were higher than 

European American boys. Finally, boys (M = 2.12) believed their peers devalued their reading of 

nonschool information books more than did girls (M = 1.90), F (1, 974) = 30.31, p =.001.  

 

Table 4 

Means for the Significant Interaction Effects for School and Nonschool Reading Motivations 

 School Intrinsic Motivation 

 Boys Girls 

African American  2.47 2.28 

European American 2.02 2.12 

 School Peer Valuing of Reading 

African American  2.80 2.75 

European American 2.48 2.77 

 Nonschool Intrinsic Motivation 

African American  2.36 2.14 

European American 1.92 2.00 

 Nonschool Efficacy 

African American  2.91 2.80 

European American 2.82 2.92 

 Nonschool Peer Valuing of Reading 

African American  2.64 2.54 

European American 2.27 2.51 

 

Relations of Motivation to Text Comprehension  

wŜǎŜŀǊŎƘ ŘƛǎŎǳǎǎŜŘ ŀōƻǾŜ ƛƴŘƛŎŀǘŜǎ ǘƘŀǘ ŘƛŦŦŜǊŜƴǘ ŀǎǇŜŎǘǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴ ǊŜƭŀǘŜ 

to their reading comprehension. Few of these studies have included middle school children, and 
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even fewer have included measures of both school and nonschool reading. We examined 

correlations of the various reading motivation scales to their performance on the knowledge 

ŎƻƴǎǘǊǳŎǘƛƻƴ ŦǊƻƳ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ǿŜ ŘŜǾŜƭƻǇŜŘ ǘƻ ŀǎǎŜǎǎ ǎǘǳŘŜƴǘǎΩ ŎƻƳǇǊŜƘension (see 

Chapter 3 this volume for detailed description of this measure). We also did regression analyses 

looking at how the motivation variables knowledge construction. We selected this measure as 

our primary measure of comprehension because of its large variance and associations with 

other assessments.   
 

¢ƘŜ ŎƻǊǊŜƭŀǘƛƻƴǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ǘƘŜƛǊ ǇŜǊŦƻǊƳŀƴŎŜ ƻƴ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ŎƻƴǎǘǊǳŎǘƛƻƴ 

measure are presented in Table 5, for the sample as a whole and for the European American 

and African American students for the September data collection. Looking first at the school 

motivation variables, significant positive correlations of motivation and knowledge construction 

occurred for school self-efficacy and peer value (for the whole sample and European American 

children). Significant negative correlations of motivation and knowledge construction occurred 

for school difficulty, school avoidance (for the whole sample and European American children), 

and intrinsic motivation (for the whole sample and African American children).  Fewer relations 

were significant for the nonschool variables. Positive correlations occurred for nonschool self-

efficacy and knowledge construction for the whole sample and European American children. 

Negative correlations occurred for nonschool difficulty for all three groups. For European 

American children only, nonschool value related positively and significantly to knowledge 

construction. For African American children only, nonschool peer devalue related negatively to 

knowledge construction scores. 
 

Table 5 

Correlations of the Motivation Variables with Knowledge Construction from Information Text  

Motivation Scale     Whole Sample          EA Students    AA Students 

School intrinsic  -.10**              .00 -.29** 

School avoidance  -.11**             -.15**                .04 

School value                 .00              .06               -.07 

School devalue                 .00             -.05                .11 

School efficacy   .23**              .26**                .18* 

School difficulty  -.31**             -.32**               -.24** 

School peer value                 .07*              .09*                .11 

School peer devalue                -.06             -.02               -.13 

Nonschool intrinsic                 .00              .05               -.06 

Nonschool avoidance                -.01             -.01                .06 

Nonschool value                 .05              .10*                .00 

Nonschool devalue                -.01             -.03               -.01 

Nonschool efficacy   .30**              .35**                .14 

Nonschool difficulty   -.35**             -.36**               -.29** 

Nonschool peer value                 .02              .05                .02 

Nonschool peer devalue                -.05             -.02               -.14* 

Note. EA = European American; AA = African American 
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Predicting Information Text Comprehension from the Motivation Variables 

Two regression analyses were done to look at predictive links of the motivation variables to the 

knowledge construction from information text measure of comprehension. In the first analysis, 

knowledge construction was the dependent variable and the school motivation variables were 

predictor variables. In the second analysis, the nonschool motivation variables were the 

predictors. Results of the analyses of the September data set for the school motivation variables 

are presented in Table 6 and the nonschool variables are presented in Table 7. 
 

Significant positive school motivation predictors of knowledge construction include school 

devalue, school efficacy, and school peer devalue. Significant negative predictors include school 

intrinsic motivation, school avoidance, and school difficulty. Thus, the positive and negative 

predictors included both affirming and undermining motivations.  Possible explanations for the 

negative relations of intrinsic motivation and comprehension, and positive relations of devalue 

and comprehension are provided above. 
 

Table 6 

Predicting Informŀǘƛƻƴ ¢ŜȄǘ /ƻƳǇǊŜƘŜƴǎƛƻƴ ŦǊƻƳ {ǘǳŘŜƴǘǎΩ {ŎƘƻƻƭ aƻǘƛǾŀǘƛƻƴ 
 

Variable         ̡          SE           St ̡          t         Sig 

School intrinsic -7.30 1.47 -.23 -4.96 .001 

School avoidance  -7.66 1.67 -.24 -4.56 .001 

School value    .20 1.64  .01    .11           .90 

School devalue 4.67 1.59  .16  2.93 .003 

School efficacy 4.92 1.59  .14  3.08 .002 

School difficulty            -6.48 1.34 -.21 -4.84 .001 

School peer value 1.68 1.41   .047  1.12       .23 

School peer devalue 2.67 1.35   .073  1.99 .048 

 

Fewer of the nonschool variables were significant predictors. The only significant positive 

predictor was nonschool efficacy and the only significant negative predictor was nonschool 

perceived difficulty. 

 

Table 7 

Predicting Information Text /ƻƳǇǊŜƘŜƴǎƛƻƴ ŦǊƻƳ {ǘǳŘŜƴǘǎΩ bƻƴǎŎƘƻƻƭ aƻǘƛǾŀǘƛƻƴ 
 

Variable     ̡          SE         St ̡            t          Sig 

Nonschool intrinsic        -1.16 1.59 -.04  -.73 .47 

Nonschool avoidance           -.21 1.47 -.01  -.15 .89 

Nonschool value   -.06 1.67 -.00  -.04 .97 

Nonschool devalue       41.28 1.47  .05   .87 .38 

Nonschool efficacy  5.96 1.47  .19        4.07   .001 

Nonschool difficulty        -8.23 1.28 -.28      -6.44   .001 

Nonschool peer value        -1.61 1.27 -.05      -1.27 .21 

Nonschool peer devalue         1.92 1.19  .055       1.61 .11 
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These analyses also were done separately for the African American and European American 

children.  For the European American children, the predictive relations were very similar to 

ǘƘƻǎŜ ƛƴ ǘƘŜ ƻǾŜǊŀƭƭ ǎŀƳǇƭŜΣ ŜȄŎŜǇǘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ŘŜǾŀƭǳƛƴƎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ book reading was a 

marginally significant positive predictor. For African American children, the only significant 

ǇǊŜŘƛŎǘƻǊ ƻŦ ƪƴƻǿƭŜŘƎŜ ŎƻƴǎǘǊǳŎǘƛƻƴ ǿŀǎ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴ όʲ Ґ -11.30, t = -4.10, p < .01). 

These analyses also were done with a variable representing economic assistance for lunch (an 

ƛƴŘƛŎŀǘƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǎƻŎƛƻŜŎƻƴƻƳƛŎ ǎǘŀǘǳǎύ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ ŀƴŀƭȅǎƛǎΦ CƻǊ ŜŀŎƘ ǎǳōƎǊƻǳǇ ǘƘƛǎ 

variable was a significant negative predictor, indicating that poorer children performed less well 

on knowledge construction; the other predictors were unchanged.  
 

In the analyses of the nonschool motivation variables, results for the European American 

children were quite similar to those of the total sample. Nonschool efficacy predicted 

knowledge construction positƛǾŜƭȅ όʲ ҐтΦсΣ t = 4.57, p < .01) and perceived difficulty did so 

ƴŜƎŀǘƛǾŜƭȅ όʲ Ґ -7.6, t = -.51, p < .01). For the African American children, nonschool difficulty 

ǇǊŜŘƛŎǘŜŘ ƪƴƻǿƭŜŘƎŜ ŎƻƴǎǘǊǳŎǘƛƻƴ ƴŜƎŀǘƛǾŜƭȅ όʲ Ґ -8.58, t = -3.34, p < .01). These analyses also 

were done with the free and reduced lunch variable included. It was a significant predictor 

indicating that for each subgroup, poorer children performed less well; the other predictors 

were unchanged.  
 

Changes in Motivation from September to April 

¢ƘŜ ƭƻƴƎƛǘǳŘƛƴŀƭ ƴŀǘǳǊŜ ƻŦ ǘƘƛǎ ǎǘǳŘȅ ŀƭƭƻǿŜŘ ǳǎ ǘƻ ŜȄŀƳƛƴŜ ŎƘŀƴƎŜ ƻǾŜǊ ǘƛƳŜ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

motivations. Paired sample t-ǘŜǎǘǎ ǿŜǊŜ ǳǎŜŘ ǘƻ ŜȄŀƳƛƴŜ ŎƘŀƴƎŜ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦǊƻƳ 

September to April.  Each like pair of subscales was analyzed (e.g., school intrinsic measured in 

September paired with school intrinsic measured in April). 
 

For the school variables, all of the paired ts were significant, with the exception of the peer 

value and devalue scales.  For the affirming motivations of intrinsic motivation and value, 

ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴ ǿŀǎ ƭƻǿŜǊ ƛƴ !ǇǊƛƭ ǘƘŀƴ ƛǘ ƘŀŘ ōŜŜƴ ƛƴ {ŜǇǘŜƳōŜǊΦ {ǘǳŘŜƴǘǎΩ ŜŦŦƛŎŀŎȅ ŦƻǊ 

reading information school books increased from September to April.  The means and t values 

are presented in Table 8.  For the undermining motivations of avoidance and devalue the means 

were higher in April than September, indicating that these undermining motivations were 

ǎǘǊƻƴƎŜǊ ƛƴ ǘƘŜ ǎǇǊƛƴƎ ǘƘŀƴ ŦŀƭƭΦ  {ǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ǘƘŀǘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ǎŎƘƻƻƭ ǿŜǊŜ 

difficult decreased from September to April. The difference between peer devalue in September 

and April was not significant. 
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Table 8 

5ƛŦŦŜǊŜƴŎŜǎ ƛƴ {ǘǳŘŜƴǘǎΩ {ŎƘƻƻƭ aƻǘƛǾŀǘƛƻƴ .ŜǘǿŜŜƴ {ŜǇǘŜƳōŜǊ ŀƴŘ !ǇǊƛƭ 

 

Variable   September M            April M             t          Sig 

School intrinsic 2.14 1.94 10.56  .001 

School value 2.78 2.57 11.40  .001 

School efficacy 2.92 2.98 -3.74  .001 

School peer value 2.68 2.68    -.37 .72 

School avoidance 2.61 2.76  -7.27  .001 

School devalue 2.52 2.72 -9.38 .001 

School difficulty 2.28 2.16   6.81 .001 

School peer devalue 2.16 2.13  1.41 .158 

 

 

CƻǊ ǘƘŜ ƴƻƴǎŎƘƻƻƭ ŀŦŦƛǊƳƛƴƎ ǾŀǊƛŀōƭŜǎ όǎŜŜ ¢ŀōƭŜ фύΣ ǎǘǳŘŜƴǘǎΩ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴ ŀƴŘ ǾŀƭǳŜ ƻŦ 

information book reading decreased significantly from September to April. As with the school 

variables, nonschool efficacy for reading information books increased significantly. Peer valuing 

of reading did not change. For the undermining variables, avoidance, devalue, and peer devalue 

ŀƭƭ ƛƴŎǊŜŀǎŜŘ ǎƛƎƴƛŦƛŎŀƴǘƭȅΦ {ǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ that nonschool information book reading is 

difficult decreased significantly. 

 

Table 9 

5ƛŦŦŜǊŜƴŎŜǎ ƛƴ {ǘǳŘŜƴǘǎΩ bƻƴǎŎƘƻƻƭ aƻǘƛǾŀǘƛƻƴ .ŜǘǿŜŜƴ {ŜǇǘŜƳōŜǊ ŀƴŘ !ǇǊƛƭ 

 

Variable September M April M t Sig 

Nonschool intrinsic 2.06 1.95 4.98 .001 

Nonschool value 2.40 2.28 5.51 .001 

Nonschool efficacy 2.89 2.98           -4.89 .001 

Nonschool peer value 2.40 2.38    .93 .351 

Nonschool avoidance 2.75 2.86           -5.29 .001 

Nonschool devalue 2.82 2.96           -5.93 .001 

Nonschool difficulty 2.09 1.98 5.82 .001 

Nonschool peer devalue 1.99 2.05           -2.89 .004 

  

Lƴ ǎǳƳƳŀǊȅΣ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŎƘŀƴƎŜŘ ƛƴ ƛƳǇƻǊǘŀƴǘ ǿŀȅǎ 

from September to April.  Two affirming motivations (intrinsic and value) decreased and two 

undermining motivations increased (avoidance and devalue), suggesting that students became 

less interested in the information books they were reading in school and were more likely to 

avoid them. Interestingly, they felt more efficacious about being able to read these books even 

as they tried harder to avoid them. The change in efficacy was matched by a decrease in 
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perceptions that the books were difficult. In general, the peer variables showed fewer changes 

over time. 

 

References 

 

Allen, J., Möller, K., & Stroup, D. (2003). "Is this some kind of soap opera?" A tale of two readers 
across four literature discussion contexts. Reading & Writing Quarterly, 19, 1-27. 

Almasi, J. F. (1994). The effects of peer-led and teacher-led discussions of literature on fourth-
graders' sociocognitive conflicts. In C. K. Kinzer & D. J. Leu (Eds.), Multidimensional 
aspects of literacy research, theory, and practice (43rd Yearbook of the National Reading 
Conference, pp. 40-59). Chicago, IL: National Reading Conference.  

Almasi, J. F. (1995). The nature of fourth graders' sociocognitive conflicts in peer-led and 
teacher-led discussions of literature. Reading Research Quarterly, 30, 314-351.  

Baker, L., Dreher, M. J., & Guthrie, J. T. (Eds.) (2000). Engaging young readers: Promoting 
achievement and motivation. New York: Guilford. 

.ŀƪŜǊΣ [Φ ϧ ²ƛƎŦƛŜƭŘΣ !Φ όмфффύΦ 5ƛƳŜƴǎƛƻƴǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ŀƴŘ ǘƘŜƛǊ 
relations to reading activity and reading achievement. Reading Research Quarterly, 34, 
452-477. 

   Bandura, A. (1977).  Self-efficacy: Toward a unifying theory of behavioral change.  Psychological Review,  
  84, 191-215. 
   Bandura, A. (1997).  Self-efficacy: The exercise of control.  New York: W. H. Freeman. 
   Battle, A., & ²ƛƎŦƛŜƭŘΣ !Φ όнллоύΦ  /ƻƭƭŜƎŜ ǿƻƳŜƴΩǎ ǾŀƭǳŜ ƻǊƛŜƴǘŀǘƛƻƴǎ ǘƻǿŀǊŘ ŦŀƳƛƭȅΣ ŎŀǊŜŜǊΣ ŀƴŘ  
                  graduate  school.  Journal of Vocational Behavior, 62, 56-75. 
   Boehnke, K. (2008). Peer pressure: A cause of scholastic underachievement? A cross-cultural    
                 study of mathematical achievement among German, Canadian, and Israeli middle school  
                 students. Social Psychology of Education, 11, 149-160. 
    Bokhorst-Heng, W. D., & Pereira, D. (2008). Non-at-risk adolescents' attitudes towards reading in 
    a Singapore secondary school. Journal of Research in Reading, 31, 285-301. 
    Brophy, J. E. (2004). Motivating students to learn (2nd ed).  Mahwah, NJ:  Erlbaum. 

Buhs, E. S. (2005). Peer rejection, negative peer treatment, and school adjustment: Self-concept 
and classroom engagement as mediating processes. Journal of School Psychology, 43, 
407-424. 

Buhs, E. S., Ladd, G. W., & Herald, S. L. (2006). Peer exclusion and victimization: Processes that 
mediate the relation between peer group rejection and children's classroom 
engagement and achievement. Journal of Educational Psychology, 98, 1-13. 

/ƘŀǇƳŀƴΣ WΦ ²Φ ϧ ¢ǳƴƳŜǊΣ ²Φ 9Φ όмффрύΦ 5ŜǾŜƭƻǇƳŜƴǘ ƻŦ ȅƻǳƴƎ ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛng self-concepts: 
An examination of emerging subcomponents and their relationship with reading 
achievement. Journal of Educational Psychology, 87, 154-167.  

Chapman, J. W., Tunmer, W. E. (1997).  A longitudinal study of beginning reading achievement 
and reading self-concept. British Journal of Educational Psychology, 67, 279-291. 

Chapman, J. W. & Tunmer, W. E. (2003). Reading difficulties, reading-related self-perceptions, 
and strategies for overcoming negative self-beliefs. Reading and Writing Quarterly: 
Overcoming Learning Difficulties, 19, 5-24.  

Coddington, C. S. (2009). The effects of constructs of motivation that affirm and undermine 
reading achievement inside and outside of school on middle school students' reading 
achievement (Unpublished doctoral dissertation). University of Maryland, College Park, 
MD. Retrieved April 14, 2010, from ERIC database. 



Motivation for Reading Information Texts   93  

 

 

Covington, M. V. (2009). Self-worth theory: Retrospection and prospects.  In K. R. Wentzel & A. Wigfield  
 (Eds.), Handbook of motivation at school (pp. 141-169). New York: Routledge/Taylor & Francis.  
Deci, E. L. (1992). The relation of interest to the motivation of behavior: A self-determination theory  
 perspective. In K. A. Renninger, S. Hidi, & A. Krapp (Eds.), The role of interest in learning and 

development (pp. 43-70). Hillsdale, NJ: Erlbaum. 
Deci, E. L. (1998). The relation to interest to motivation and human needs: The self-determination 

theory viewpoint. In. L. Hoffman, A. Krapp, K. A. Renninger, & J. Baumert (Eds.), Interest and 
learning (pp. 146-162). Kiel, Germany: IPN Press. 

Deci, E. L., & Ryan, R. M. (2000). The "what" and "why" of goal pursuits: Human needs and the self-
determination of behavior. Psychological Inquiry, 11, 227-268. 

 Dowson, M., & McInerney, D. M. (2001). Psychological ǇŀǊŀƳŜǘŜǊǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǎƻŎƛŀƭ ŀƴŘ ǿƻǊƪ 
avoidance goals: A qualitative investigation. Journal of Educational Psychology, 93, 35-42. 

Durik, A, Vida, M., & Eccles, J. (2006). Task values and ability beliefs as predictors of high school 
literacy choices: A developmental analysis. Journal of Educational Psychology, 98, 382-
393.  

Eccles, J. S. (2005). Subjective task values and the Eccles et al. model of achievement related choices.  
 In A. J. Elliot & C. S. Dweck (Eds.), Handbook of competence and motivation (pp. 105-121).  
 New York: Guilford. 

   Eccles (Parsons), J. S., Adler, T. F., Futterman, R., Goff, S. B., Kaczala, C. M., Meece, J. L., & Midgley, C.  
  (1983). Expectancies, values, and academic behaviors. In J. T. Spence (Ed.), Achievement and  
  achievement motivation (pp. 75-146). San Francisco, CA: W. H. Freeman. 

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values, and goals. Annual Review of Psychology,  
 53, 109-132. 

   Eccles, J. S., Wigfield, A., Flanagan, C., Miller, C., Reuman, D., & Yee, D. (1989).  Self-concepts, domain  
  values, and self-esteem: Relations and changes at early adolescence.  Journal of Personality, 57,  
  283-310. 

Eccles, J., Wigfield, A., Harold, R. D., & Blumenfeld, P. (1993). Age and gender differences in 
ŎƘƛƭŘǊŜƴΩǎ ǎŜƭŦ- and task perceptions during elementary school. Child Development, 64, 
830-847. 

Fredricks, J. A., Blumenfeld, P. C., & Paris, A. H. (2004).  School engagement: Potential of the 
concept, state of the evidence. Review of Educational Research, 74, 59-109. 

CǊŜŘǊƛŎƪǎΣ WΦΣ ϧ 9ŎŎƭŜǎΣ WΦ {Φ όнллнύΦ /ƘƛƭŘǊŜƴΩǎ ŎƻƳǇŜǘŜƴŎŜ ŀƴŘ ǾŀƭǳŜ ōŜƭƛŜŦǎ ŦǊƻƳ ŎƘƛƭŘƘƻƻŘ ǘƘǊƻǳƎƘ  
 adolescence: Growth trajectories in two male sex-typed domains. Developmental Psychology, 

38,  
 519-533. 
French, D. C. & Conrad, J. (2001). School dropout as predicted by peer rejection and antisocial 

behavior. Journal of Research on Adolescence, 11, 225-244.  
Fuligni, A. J., Witkow, M., & Garcia, C. (2005). Ethnic identity and the academic adjustment of 

adolescents from Mexican, Chinese, and European backgrounds. Developmental 
Psychology, 41, 799-811. 

Furrer, C. & Skinner, E. (2003). Sense of relatedness as a factor in children's academic 
engagement and performance. Journal of Educational Psychology, 95, 148-162. 

Gottfried, A. E., Fleming, J. S., & Gottfried, A. W. (2001). Continuity of academic intrinsic 
motivation from childhood through late adolescence: A longitudinal study. Journal of 
Educational Psychology, 93, 3-13. 

Gottfried, A. E., Marcoulides, G. A., Gottfried, A. W., Oliver, P.  H., & Guerin, G. W. (2007). 
Multivariate latent change modeling of developmental decline in academic intrinsic 



Motivation for Reading Information Texts   94  

 

 

math motivation and achievement: Childhood through adolescence. International 
Journal of Behavioral Development, 31, 317-327.  

Graham, S. (1994). Motivation in African Americans. Review of Educational Research, 64, 55-117. 
Graham, S. (1998). Social motivation and perceived responsibility in others: Attributions and 

behavior of African American boys labeled as aggressive. In J. Heckhausen & C. S. Dweck 
(Eds.), Motivation and self-regulation across the life span (pp. 137-158). New York: 
Cambridge University Press. 

Graham, S., & Hudley, C. (2005). Race and ethnicity in the study of motivation and competence. 
In A. Elliot & C. S. Dweck (Eds.), Handbook of competence and motivation (pp. 392-413). 
New York: Guilford Press. 

Graham, S., & Taylor, A.  Z. (2002). Ethnicity, gender, and the development of achievement 
values. In A. Wigfield & J. Eccles (Eds.), Development of achievement motivation (pp. 
121-146). San Diego, CA: Academic Press. 

Guthrie, J. T. & Coddington, C. S. (2009). Reading motivation. In K. Wentzel & A. Wigfield (Eds.), 
Handbook of Motivation at School. Mahwah, NJ: Erlbaum.  

Guthrie, J. T., & Mason-Singh, A. (2012). Instructional effects of Concept-Oriented Reading 
Instruction on motivation for reading information text in middle school.  In J. T. Guthrie, 
A. Wigfield, and S. L. Klauda (Eds.), !ŘƻƭŜǎŎŜƴǘǎΩ 9ƴƎŀƎŜƳŜƴǘ ƛƴ !ŎŀŘŜƳƛŎ [ƛǘŜǊŀŎȅ.  
Adolescents' engagement in academic literacy. Retrieved from 
http://www.corilearning.com/research-publications/  

Guthrie, J. T., Coddington, C. S., & Wigfield, A. (2009). Profiles of motivation for school reading 
among African American and Caucasian students. Journal of Adolescent and Adult 
Literacy, 41, 317-353. 

Guthrie, J. T., Hoa, L. W., Wigfield, A., Tonks, S. M., Perencevich, K. C. (2006). From spark to fire: 
Can situational reading interest lead to long-term reading motivation? Reading Research 
and Instruction, 45, 91-117. 

Guthrie, J. T. Klauda, S. L., Morrison, D.  (2012). Motivation, achievement, and classroom 
contexts for information book reading.  In J. T. Guthrie, A. Wigfield, and S. L. Klauda 
(Eds.), !ŘƻƭŜǎŎŜƴǘǎΩ 9ƴƎŀƎŜƳŜƴǘ ƛƴ !ŎŀŘŜƳƛŎ [ƛǘŜǊŀŎȅ.  Retrieved from 
http://www.corilearning.com/research-publications/  

Guthrie, J. T., McGough, K., Bennett, L., & Rice, M. E. (1996). Concept-Oriented Reading 
Instruction: An integrated curriculum to develop motivations and strategies for reading. 
In L. Baker, P. Afflerbach, & D. Reinking (Eds.), Developing engaged readers in school and 
home communities (pp. 165-190). Hillsdale, NJ: Erlbaum.  

Guthrie, J. T., Schafer, W. D., Wang, Y. Y., & Afflerbach, P. (1995). Relationships of instruction of  
 reading: An exploration of social, cognitive, and instructional connections. Reading Research  
 Quarterly, 30, 8-25. 
 Guthrie, J. T., Van Meter, P., McCann, A. D., & Wigfield, A. (1996). Growth of literacy engagement:  
 Changes in motivations and strategies during Concept-Oriented Reading Instruction. Reading  
 Research Quarterly, 31, 306-332. 
Guthrie, J. T., Wigfield, A., & Perencevich, K. C. (Eds.) (2004). Motivating reading comprehension: 
  Concept-Oriented Reading Instruction. Mahwah, NJ: Erlbaum. 

   Guthrie, J. T., & Wigfield, A. (2000).  Engagement and motivation in reading.  In. M. L. Kamil, P. B. 
Mosenthal, P. D. Pearson, & R. Barr (Eds.), Handbook of reading research (3rd. ed., pp. 
403-422).  New York: Longman. 

Hijzen, D., Boekaerts, M., & Vedder, P. (2006). The relationship between the quality of 
ŎƻƻǇŜǊŀǘƛǾŜ ƭŜŀǊƴƛƴƎΣ ǎǘǳŘŜƴǘǎΩ Ǝƻŀƭ ǇǊŜŦŜǊŜƴŎŜǎΣ ŀƴŘ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŎƻƴǘŜȄǘǳŀƭ ŦŀŎǘƻǊǎ 
in the classroom.  Scandinavian Journal of Psychology, 47, 9-21.  

https://exch.mail.umd.edu/owa/redir.aspx?C=30c145a35e1549a39280228a08c252fa&URL=http%3a%2f%2fwww.corilearning.com%2fresearch-publications%2f
https://exch.mail.umd.edu/owa/redir.aspx?C=30c145a35e1549a39280228a08c252fa&URL=http%3a%2f%2fwww.corilearning.com%2fresearch-publications%2f


Motivation for Reading Information Texts   95  

 

 

Hill, K. T., & Sarason, S. B. (1966). The relation of test anxiety and defensiveness to test and 
school performance over the elementary-school years. Monographs of the Society for 
Research in Child Development, 31, 1-6. 

Horner, M. S. (1972). Toward an understanding of achievement-related conflicts in women. 
Journal of Social Issues, 28, 157-175. 

Hudley, C., & Gottfried, A. (2008). Academic motivation and the culture of school in childhood 
and adolescence. New York: Oxford University Press. 

Hughes, J., & Kwok, O. (2007). Influence of student-teacher and parent-teacher relationships on 
ƭƻǿŜǊ ŀŎƘƛŜǾƛƴƎ ǊŜŀŘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ŀƴŘ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ ǘƘŜ ǇǊƛƳŀǊȅ ƎǊŀŘŜǎΦ Journal of 
Educational Psychology, 99, 39-51. 

Isaac, J. D., Sansone, C., & Smith, J. (1999). Other people as a source of interest in an activity. 
Journal of Experimental Social Psychology, 35, 239-265. 

Jacobs, J., Lanza, S., Osgood, D. W., Eccles, J. S., & Wigfield, A. (2002). Ontogeny of children's 
self-beliefs: Gender and domain differences across grades one through 12. Child 
Development, 73, 509-527. 

WŀƴƎΣ IΦ όнллуύΦ {ǳǇǇƻǊǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴΣ ŜƴƎŀƎŜƳŜƴǘΣ ŀƴŘ ƭŜŀǊƴƛƴƎ ŘǳǊƛƴƎ ŀƴ 
uninteresting activity. Journal of Educational Psychology, 100, 798-811. 

Kindermann, T. A. (2007). Effects of naturally existing peer groups on changes in academic 
engagement of sixth graders. Child Development, 78, 1186-1203. 

Krapp, A. (2002). Structural and dynamic aspects of interest development: Theoretical considerations 
  from an ontogenetic perspective. Learning and Instruction, 12, 383-409. 
Lam, S. F., Cheng, R. W., & Ma, W. Y. (2009) Teacher and student motivation in project-based 

learning. Instructional Science, 37, 565-578.  
Legault, L., Green-Demers, I., & Pelletier, L. (2006). Why do high school students lack motivation 

in the classroom? Toward an understanding of academic amotivation and the role of 
social support. Journal of Educational Psychology, 98, 567-58. 

Lewin, K. (1938).  The conceptual representation and the measurement of psychological forces.   
Durham, NC:  Duke University Press.  

McInerney, D. M., Dowson, M., & Yeung, A. S. (2005). Facilitating conditions for school 
motivation: Construct validity and applicability. Educational and Psychological 
Measurement, 65, 1046-1066. 

aŎYŜƴƴŀΣ aΦ /ΦΣ YŜŀǊΣ 5Φ WΦΣ ϧ 9ƭƭǎǿƻǊǘƘΣ wΦ !Φ όмффрύΦ /ƘƛƭŘǊŜƴΩǎ ŀǘǘƛǘǳŘŜǎ ǘƻǿŀǊŘ ǊŜŀŘƛƴƎΥ ! 
national survey. Reading Research Quarterly, 30, 934-956.  

Meece, J. L., Glienke, B. B., & Askew, K. (2009). Gender and motivation. In K. R. Wentzel & A. 
Wigfield (Eds.), Handbook of motivation at school (pp. 411-431). New York: Routledge. 

Meece, J. L., & HoltΣ YΦ όмффоύΦ ! ǇŀǘǘŜǊƴ ŀƴŀƭȅǎƛǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƎƻŀƭǎΦ Journal of 
Educational Psychology, 85, 582-590. 

aŜŜŎŜΣ WΦ [ΦΣ ϧ aƛƭƭŜǊΣ {Φ 5Φ όнллмύΦ ! ƭƻƴƎƛǘǳŘƛƴŀƭ ŀƴŀƭȅǎƛǎ ƻŦ ŜƭŜƳŜƴǘŀǊȅ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ 
achievement goals in literacy activities. Contemporary Educational Psychology, 26, 454-
480. 

Midgley, C., Maehr, M. L., Hruda, L. Z., Anderman, E., Anderman, L., Freeman, K. E. et al. (2000). 
Manual for the patterns of adaptive learning scales. Ann Arbor, MI: The University of 
Michigan. 

Murdock, T. (2009). Achievement motivation in racial and ethnic context. In K. R. Wentzel & A. 
Wigfield (Eds.), Handbook of motivation at school (pp. 433-461). New York: Routledge. 

National Center for Education Statistics. (2003). Digest of education statistics, 2002. (NCES 2003-
060). Washington, DC: U.S. Government Printing Office. 



Motivation for Reading Information Texts   96  

 

 

National Center for Education Statistics (2009). The nation's report card: Long-term trend 2008 
(NCES 2009-479). Washington, DC: U.S. Government Printing Office. 

National Center for Education Statistics. (2010). Digest of education statistics, 2009. (NCES 2010-
013). Washington, DC: U.S. Government Printing Office. 

Ng, M. M., Guthrie, J. T., Van Meter, P., McCann, A., & Alao, S. (1998). How classroom 
characteristics influence intrinsic motivations for literacy. Reading Psychology, 19, 319-
398. 

Nicholls, J. G. (1980). The development of the concept of difficulty. Merrill-Palmer Quarterly, 26, 
271-281. 

Nicholls, J. G. (1990). What is ability and why are we mindful of it? A developmental perspective.  
 In R. J. Sternberg & J. Kolligian (Eds.), Competence considered (pp. 11-40). New Haven, 
  CT: Yale University Press. 
Nicholls, J. G., Cheung, P. C., Lauer, J. & Patashnick, M. (1989). Individual differences in academic 

motivation: Perceived ability, goals, beliefs, and values. Learning and Individual 
Differences, 1, 63-84. 

bƛŎƘƻƭƭǎΣ WΦ DΦΣ /ƻōōΣ tΦΣ ²ƻƻŘΣ ¢ΦΣ ¸ŀŎƪŜƭΣ 9ΦΣ ϧ tŀǘŀǎƘƴƛŎƪΣ aΦ όмффлύΦ !ǎǎŜǎǎƛƴƎ ǎǘǳŘŜƴǘǎΩ 
theories of success in mathematics: Individual and classroom differences. Journal for 
Research in Mathematics Education, 21, 109-122. 

   Nicholls. J. G., & Miller, A. T. (1984).  The differentiation of the concepts of difficulty and ability.  
   Child Development, 54, 951-959. 

Nolen, S. B. (1988). Reasons for studying: Motivational orientations and study strategies. 
Cognition and Instruction, 5, 269-297. 

Ogbu, J. (1983). Minority status and schooling in plural societies. Comparative Education Review, 
27, 168-190. 

Pajares, F., & Johnson, M. J. (1996). Self-efficacy beliefs and the writing performance of high 
school students. Psychology in the Schools, 33, 163ς175.  

Pajares, F., & Valiante, G. (2001). Gender differences in writing motivation and achievement of 
middle school students: A function of gender orientation. Contemporary Educational 
Psychology, 26, 366ς381 

Ready, D. D., LoGerfo, L. F., Lee, V. E., & Burkam, D. T. (2005). Explaining girls' advantage in 
kindergarten literacy learning: Do classroom behaviors make a difference? Elementary 
School Journal, 106, 21-38 

Renninger, K. A., & Hidi, S. (2002). Student interest and achievement: Developmental issues 
raised by a case study. In A. Wigfield & J. S. Eccles (Eds.), Development of achievement 
motivation (pp. 173-195). San Diego: Academic Press. 

Rubin, K. H., Bukowski, W., & Parker, J. (2006). Peer interactions, relationships, and groups. In N. 
Eisenberg (Ed.), Handbook of Child Psychology (6th edition): Social, emotional, and 
personality development. (pp. 571-645) New York: Wiley.  

Ryan, A. M. (2001). The peer group as a context for the development of young adolescent 
motivation and achievement. Child Development, 72, 1135-1150. 

 Ryan, R. M., & Connell, J. P. (1989). Perceived locus of causality and internalization: Examining 
reasons for acting in two domains. Journal of Personality and Social Psychology, 57, 749-
761. 

Ryan, R. M. & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic 
motivation, social development, and well-being. American Psychologist, 55, 68-78. 

Ryan, R. M. & Deci, E. L. (2009). Promoting self-determined school engagement: Motivation, 
learning, and well-being. In K. R. Wentzel & A. Wigfield (Eds.), Handbook of motivation in 
school. New York: Taylor & Francis. 



Motivation for Reading Information Texts   97  

 

 

Schiefele, U. (2009). Situational and individual interest. In K. R. Wentzel & A. Wigfield (Eds.), 
Handbook of motivation in school (pp. 197-222). New York: Routledge. 

Schunk, D. H. (2003). Self-efficacy for reading and writing: Influence of modeling, goal setting, 
and self-evaluation. Reading & Writing Quarterly, 19, 159-172 

 Schunk, D. H. (2008).   Metacognition, self-regulation, and self-regulated learning: Research 
recommendations. Educational Psychology Review, 20, 463-467.     

 Schunk, D. H., & Pajares, F. (2009). Self-efficacy theory. In K. R. Wentzel & A. Wigfield (Eds.), 
Handbook of motivation in school (pp. 35-54). New York: Routledge. 

Schunk, D. H., & Rice, J. M. (1986). Extended attributional feedback: Sequence effects during 
remedial reading instruction. Journal of Early Adolescence, 6, 55-66. 

Schunk, D. H., & Rice, J. M. (1992). Influence of reading comprehension strategy information on 
ŎƘƛƭŘǊŜƴΩǎ ŀŎƘƛŜǾŜƳŜƴǘ ƻǳǘŎƻƳŜǎΦ Learning Disability Quarterly, 15, 51-64. 

Schunk, D. H. & Rice, J. M. (1993). Strategy fading and progress feedback: Effects on self-efficacy 
and comprehension among students receiving remedial reading services. Journal of 
Special Education, 27, 257-276. 

Schunk, D. H., & Zimmerman, B. J. (1997). Developing self-efficacious readers and writers: The 
role of social and self-regulatory processes. In J. T. Guthrie & A. Wigfield (Eds.), Reading 
engagement: Motivating readers through integrated instruction (pp. 34-50). Newark, 
DE: International Reading Association. 

{ŜƛŦŜǊǘΣ ¢Φ ϧ hΩYŜŜŦŜΣ .Φ όнллмύΦ ¢ƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇ ƻŦ ǿƻǊƪ ŀǾƻƛŘŀƴŎŜ ŀƴŘ ƭŜŀǊƴƛƴƎ Ǝƻŀƭǎ ǘo 
perceived competency, externality, and meaning, British Journal of Educational 
Psychology, 71, 81-92. 

Smith, M. W., & Wilhelm, J. (2006). Going with the flow: How to engage boys (and girls) in thei 
literacy learning. Portsmouth, NH: Heinemann. 

Stake, J. E., & Nickens, S. D. (2005). !ŘƻƭŜǎŎŜƴǘ ƎƛǊƭǎΩ ŀƴŘ ōƻȅǎΩ ǎŎƛŜƴŎŜ ǇŜŜǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƴŘ 
perceptions of the possible self as scientist. Sex Roles, 52, 1-12. 

Standage, M., Duda, J. L., & Ntoumanis, N. (2005). A test of self-determination theory in school 
physical education. British Journal of Educational Psychology, 75, 411-433. 

Stevenson, H. W., Chen, C., & Uttal, D. H. (1990). Beliefs and achievement: A study of Black, 
White, and Hispanic children. Child Development, 61, 508-523. 

Taylor, R. D., Casten, R., Flickinger, S. M., Roberts, D., & Fulmore, C. D. (1994). Explaining the 
school performance of African American adolescents. Journal of Research on 
Adolescence, 4, 21-44. 

Taylor, A. Z., & Graham, S. (2007). An examination of the relationship between achievement 
values and perceptions of barriers among low-SES African American and Latino students. 
Journal of Educational Psychology, 99, 52ς64.  

Trautwein, U., Lüdtke, O., Schnyder, I., & Niggli, A. (2006). Predicting homework effort: Support 
for a domain-specific, multilevel homework model. Journal of Educational Psychology, 
98, 438-456. 

Travis, C. B., & Anthony, S. E. (1975). Ethnic composition of schools and achievement motivation. 
The Journal of Psychology, 89, 271-279. 

Unrau, N., & Schlackman, J. (2006). Motivation and its relationship with reading achievement in 
an urban middle school. Journal of Educational Research, 100, 81-101.  

   ¦ǎƘŜǊΣ 9Φ όнллуύΦ {ƻǳǊŎŜǎ ƻŦ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy in mathematics: A qualitative  
 investigation. American Educational Research Association, 46, 275-314. 
   Usher, E. L., & Pajares, F. (2006). Sources of academic and self-regulatory efficacy beliefs of entering  
 middle school students. Contemporary Educational Psychology, 31, 125-141. 



Motivation for Reading Information Texts   98  

 

 

Vallerand, R. J., Pelletier, L. G., Blais, M. R., Briere, N. M., Sénécal, C., & Vallière, E. (1993). On 
the assessment of intrinsic, extrinsic, and amotivation in education: Evidence on the 
concurrent and construct validity of the Academic Motivation Scale. Educational and 
Psychological Measurement, 53, 159-172. 

Vogler, J. S., & Bakken, L. (2007). Motivation across domains: Do goals and attributions change 
with subject matter for Grades 4 and 5 students? Learning Environ Research, 10, 17ς33. 

Wang, J., & Guthrie, J. T. (2004). Modeling the effects of intrinsic motivation, extrinsic 
motivation, amount of reading, and past reading achievement on text comprehension 
between U. S. and Chinese students. Reading Research Quarterly, 39, 162-186.  

Watt, H. (2004). 5ŜǾŜƭƻǇƳŜƴǘ ƻŦ ŀŘƻƭŜǎŎŜƴǘǎΩ ǎŜƭŦ-perceptions, values, and task perceptions. Child  
 Development, 75, 1556-1574. 

   Webb, N. M. & Palincsar, A. M. (1996). Group processes in the classroom. In D. C. Berliner & R. C. 
Calfee (Eds.), Handbook of educational psychology (pp 841-873). New York: Macmillan. 

Wentzel, K. R. (1996). Motivation in context: Social relationships and achievement in middle 
school. In J. Juvonen & K. R. Wentzel (Eds.), Social motivation: Understanding children's 
school adjustment (pp. 226-247). New York: Cambridge University Press.  

   Wentzel, K. R., & Watkins, D. (2002). Peer relationships and collaborative learning as contexts for 
academic enablers. School Psychology Review, 31, 366-377.  

   Wigfield, A. (1994). Expectancy-value theory of achievement motivation: A developmental 
perspective. Educational Psychology Review, 6, 49-78. 

   ²ƛƎŦƛŜƭŘΣ !ΦΣ ϧ /ŀƳōǊƛŀΣ WΦ όнлмлύΦ /ƘƛƭŘǊŜƴΩǎ ŀŎƘƛŜǾŜƳŜƴǘ ǾŀƭǳŜǎΣ Ǝƻŀƭ ƻǊƛŜƴǘŀǘƛƻƴǎΣ ŀƴŘ ƛƴǘŜǊŜǎǘΥ 
Definitions, development, and relations to achievement outcomes. Developmental 
Review, 35, 1-30. 

Wigfield, A., & Eccles, J. (1992).  The development of achievement task values: A theoretical  
 analysis.  Developmental Review, 12, 265-310. 
Wigfield, A., & Eccles, J. S. (2000).  Expectancy-value theory of motivation.  Contemporary 

Educational Psychology, 25, 68-81. 
Wigfield, A., & Eccles, J. S. (2002).  The development of competence beliefs and values from 

childhood through adolescence.  In A. Wigfield & J. S. Eccles (Eds.), Development of 
achievement motivation (pp. 92-120).  San Diego: Academic Press. 

   Wigfield, A., Eccles, J. S., Schiefele, U., Roeser, R., & Davis-Kean, P.  (2006). Development of 
achievement motivation.  In W. Damon and N. Eisenberg (Eds.), Handbook of child 
psychology (6th ed., pp. 933-1002).  New York: Wiley.   

   Wigfield, A., Eccles, J. S., Yoon, K. S., Harold, R. D., Arbreton, A., Freedman-Doan, C., & 
Blumenfeld, P. C. (1997). Changes in children's competence beliefs and subjective task 
values across the elementary school years: A three-year study.  Journal of Educational 
Psychology, 89, 451-469.   

²ƛƎŦƛŜƭŘΣ !ΦΣ ϧ DǳǘƘǊƛŜΣ WΦ ¢Φ όмффтύΦ wŜƭŀǘƛƻƴǎ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ǘƻ ǘƘŜ ŀƳƻǳƴǘ 
and breadth of their reading.  Journal of Educational Psychology, 89, 420-432.  

   Wigfield, A., & Guthrie, J. T. (2010). The impact of Concept-Oriented Reading instruction on 
ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴΣ ǊŜŀŘƛƴƎ ŜƴƎŀƎŜƳŜƴǘΣ ŀƴŘ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ Lƴ WΦ 
Meece & J. S. Eccles (Eds.), Handbook on schools, schooling, and human development (pp. 
463-477).  Mahwah, NJ: Erlbaum. 

  



Motivation for Reading Information Texts   99  

 

 

Appendix 

Motivations for Reading Information Books- School Questionnaire  

(MRIB-S) 
 

Intrinsic Motivation for reading was conceptualized as the enjoyment of reading for school and having a 

ŘŜǎƛǊŜ ǘƻ ǊŜŀŘ ƻŦǘŜƴΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φуоύ 

1) I enjoy reading information books for school.  

2) I read information books for school as much as I can. 

3) I read information books for ǎŎƘƻƻƭ ōŜŎŀǳǎŜ ƛǘΩǎ ŦǳƴΦ 

4) The information books I read for school are interesting. 

5) I read information books for school during my free time. 

6) I read information books for school for long periods of time. 

7) If the teacher discusses something interesting, I might read information books about it.   

 

Avoidance was defined as having an aversion toward reading information text for school and therefore 

ƳƛƴƛƳƛȊƛƴƎ ǘƛƳŜ ŀƴŘ ŜŦŦƻǊǘ ǎǇŜƴǘ ƻƴ ǘƘŜǎŜ ǘŀǎƪǎΦ ό/ǊƻƴōŀŎƘΩǎ ʰ ҐΦтфύ 

1) I read information books for school as little as possible. 

2) Information books for school are boring. 

3) I try to get out of reading information books for school.  

4) L ƻŦǘŜƴ ǘƘƛƴƪΣ άL ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǊŜŀŘ ǘƘƛǎΣέ ǿƘŜƴ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭΦ 

5) L ǿƛǎƘ L ŘƛŘƴΩǘ ƘŀǾŜ ǘƻ ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭΦ 

6) L ǊŜŀŘ ŜŀǎƛŜǊ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ǎŎƘƻƻƭ ǎƻ L ǿƻƴΩǘ ƘŀǾŜ ǘƻ ǿƻǊƪ ŀǎ ƘŀǊŘΦ 

7) I put in as little effort as possible reading information books for school.  

 

Value ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ōŜƭƛŜŦ ƛƴ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ŀƴŘ ǳǎŜŦǳƭƴŜǎǎ ƻŦ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎΦ ό/ǊƻƴōŀŎƘΩǎ ʰ ҐΦуоύ 

1) I usually learn something from the information books that I read for school. 

2) Understanding information books for school is very important to me. 

3) Reading information books is more useful than most of my other activities for school. 

4) Reading information books for school is very important to me. 

5) Studying information books for school is important to me. 

6) I can use the knowledge that I learn from information books for school. 

7) It is very important to me to be successful in reading information books for school. 

 

Devalue was conceptualized as the belief that reading information books for school is not important or 

ǳǎŜŦǳƭ ŦƻǊ ƻƴŜΩǎ ǎǳŎŎŜǎǎ ƻǊ ŦǳǘǳǊŜΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φумύ 

1) Lǘ ŘƻŜǎƴΩǘ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ǘƻ ƳŜ ǿƘŜǘƘŜǊ L ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭΦ 

2) Reading information books for school takes too much time. 

3) L ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ ǎŎƘƻƻƭΦ  

4) Reading information books for school is not useful for me.  

5) Reading information books for school is not important to me. 

6) I have more important things to do than to read information books for school. 

7) Reading information books for school is a waste of time.  
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Peer Value ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ŦŜŜƭƛƴƎ ǘƘŀǘ ƻƴŜΩǎ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎ Ƙŀōƛǘǎ ŀƴŘ Ǉƻƛƴǘ ƻŦ view about reading are 

ǾŀƭǳŜŘ ōȅ ǇŜŜǊǎΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φумύ 

1) My classmates and I agree about the meanings in information books we read in school. 

2) My classmates want me to do well in reading information books for school. 

3) Other students respect my reading of information books for school.  

4) My classmates ask my opinion about the information books I read for school. 

5) Other students value my ideas about the information books I read for school. 

6) My classmates believe my ideas about information books for school.  

7) My classmates trust my opinions about the information books that I read for school. 

 

Peer Devalue ǿŀǎ ŎƻƴŎŜǇǘǳŀƭƛȊŜŘ ŀǎ ǘƘŜ ƴƻǘƛƻƴ ǘƘŀǘ ƻƴŜΩǎ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎ Ƙŀōƛǘǎ ŀƴŘ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ ŀōƻǳǘ 

reading are not respected, cared about, or agreed with by peers. (CronbŀŎƘΩǎ ʰ Ґ Φтпύ 

1) My classmates and I do not agree about the meanings of information books we read for school. 

2) My classmates do not care whether I do well in reading information books for school. 

3) Other students do not respect my reading of information books for school.  

4) My classmates do not care about my opinion about the information books I read for school. 

5) Other students do not value my ideas about the information books I read for school. 

6) My classmates have doubts about the information books that I read for school. 

7) My classmates do not trust my evaluations about the information books that I read for school. 

 

Reading Efficacy ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ƻƴŜΩǎ ōŜƭƛŜŦǎ ŀōƻǳǘ Ƙƛǎ ƻǊ ƘŜǊ ŎŀǇŀŎƛǘȅ ǘƻ ŎƻƳǇƭŜǘŜ ǎŎƘƻƻƭ ǊŜŀŘƛƴƎ 

ǘŀǎƪǎΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φунύ 

1) I can figure out how different chapters fit together when I read an information book for school. 

2) I can explain what I have read in information books to my classmates or friends from school. 

3) I can find the main idea of a section in an information book for school. 

4) I can figure out what unfamiliar words mean in information books for school. 

5) I understand all the information books that I read in school. 

6) I understand what the author is trying to tell me when I read information books for school. 

7) I can correctly answer questions based on an information book that I have read for school. 

 

Perceived Difficulty in reading was defined as holding the perception that reading information books in 

ǎŎƘƻƻƭ ƛǎ ƘŀǊŘΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φурύ 

1) The information books I read for school are way too hard. 

2) I need help understanding the main ideas of some information books for school. 

3) It is hard for me to discuss the information books that I read for school. 

4) I have a hard time explaining to another person what the information book for school was about. 

5) I think the information books that I read for school are really confusing. 

6) Lǘ ƛǎ ƘŀǊŘ ŦƻǊ ƳŜ ǘƻ ŀƴǎǿŜǊ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǉǳŜǎǘƛƻƴǎ ŀōƻǳǘ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǘƘŀǘ L ǊŜŀŘ ƛƴ 

school. 

7) L Ƨǳǎǘ ŘƻƴΩǘ ǳƴŘŜǊǎǘŀƴŘ ǎƻƳŜ ǘƻǇƛŎǎ ƛƴ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǘƘŀǘ L ǊŜŀŘ ŦƻǊ ǎŎƘƻƻƭΦ 
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Motivations for Reading Information Books- Nonschool Questionnaire 

(MRIB-N) 
 

Intrinsic Motivation for reading was conceptualized as the enjoyment of nonschool reading and having 

ŀ ŘŜǎƛǊŜ ǘƻ ǊŜŀŘ ƻŦǘŜƴΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φуфύ 

1) I enjoy reading information books outside of school.  

2) I read information books outside of school as much as I can.  

3) L ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭ ōŜŎŀǳǎŜ ƛǘΩǎ ŦǳƴΦ  

4) I read interesting information books outside of school. 

5) I read information books outside of school during my free time.  

6) I read information books outside of school for long periods of time.  

7) If I hear about something interesting, I might read information books about it outside of school.  

 

Avoidance was defined as having an aversion toward reading nonschool information text and therefore 

ƳƛƴƛƳƛȊƛƴƎ ǘƛƳŜ ŀƴŘ ŜŦŦƻǊǘ ǎǇŜƴǘ ǊŜŀŘƛƴƎ ƛǘΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φттύ 

1) I read information books outside of school as little as possible.  

2) L ŘƻƴΩǘ ǳǎǳŀƭƭȅ ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ŦǳƴΦ  

3) Reading information books is not one of my favorite activities outside of school.  

4) For me, reading information books outside of school is not enjoyable.  

5) Reading information books outside of school is boring.  

6) I put in as little effort as possible reading information books outside of school.  

7) L ǊŜŀŘ ŜŀǎƛŜǊ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǿƘŜƴ LΩƳ ƴƻǘ ƛƴ ǎŎƘƻƻƭ ǎƻ L ǿƻƴΩǘ ƘŀǾŜ ǘƻ ǿƻǊƪ ŀǎ ƘŀǊŘΦ  

 

Value ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ōŜƭƛŜŦ ƛƴ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ŀƴŘ ǳǎŜŦǳƭƴŜǎǎ ƻŦ ǊŜŀŘƛƴƎ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭΦ ό/ǊƻƴōŀŎƘΩǎ 

ʰ Ґ Φурύ 

1) I usually learn something from the information books that I read outside of school.  

2) LǘΩǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ƳŜ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭΦ  

3) Reading information books is more useful than most of my other activities that I do outside of 

school.  

4) Reading information books in my spare time is very important to me.  

5) Reading information books outside of school is important to me.  

6) I can use the knowledge that I learn from information books that I read outside of school.  

7) Lǘ ƛǎ ǾŜǊȅ ƛƳǇƻǊǘŀƴǘ ǘƻ ƳŜ ǘƻ ōŜ ǎǳŎŎŜǎǎŦǳƭ ƛƴ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǿƘŜƴ LΩƳ ƴƻǘ ƛƴ ǎŎƘƻƻƭΦ  

 

Devalue was conceptualized as the belief that reading information books outside of school is not 

ƛƳǇƻǊǘŀƴǘ ƻǊ ǳǎŜŦǳƭ ŦƻǊ ƻƴŜΩǎ ǎǳŎŎŜǎǎ ƻǊ ŦǳǘǳǊŜΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φуоύ 

1) Lǘ ŘƻŜǎƴΩǘ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ǘƻ ƳŜ ǿƘŜǘƘŜǊ L ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƻǳǘ ƻŦ ǎŎƘƻƻƭΦ 

2) Reading information books outside of school takes too much time. 

3) L ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ǿƘŜƴ LΩƳ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭΦ  

4) Reading information books outside of school is a not good way to spend time.  

5) Reading information books outside of school is not important to me.  

6) I have more important things to do than to read information books in my spare time.  

7) Reading information books outside of school is a waste of time.   
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Peer Value ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ŦŜŜƭƛƴƎ ǘƘŀǘ ƻƴŜΩǎ ǊŜŀŘƛƴƎ Ƙŀōƛǘǎ ŀƴŘ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ ŀōƻǳǘ ǊŜŀŘƛƴƎ ƻǳǘǎƛŘŜ ƻŦ 

ǎŎƘƻƻƭ ŀǊŜ ǾŀƭǳŜŘ ōȅ ǇŜŜǊǎΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φттύ 

1) My peers and I have the same opinion about reading information books out of school. 

2) My peers listen to my point of view about information books that I read out of school.  

3) Other kids respect my reading of information books outside of school.  

4) My peers ask my opinion about the information books I read out of school.  

5) Other kids value my ideas about the information books I read outside of school. 

6) My peers think what I read in information books outside of school is interesting.  

7) My peers trust my opinion about the information books that I read out of school.  

 

Peer Devalue ǿŀǎ ŎƻƴŎŜǇǘǳŀƭƛȊŜŘ ŀǎ ǘƘŜ ƴƻǘƛƻƴ ǘƘŀǘ ƻƴŜΩǎ ƴƻƴǎŎƘƻƻƭ ǊŜŀŘƛƴƎ Ƙŀōƛǘǎ ŀƴŘ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ 

about reading are not respected, cared about, or agreed with by peers. (CǊƻƴōŀŎƘΩǎ ʰ Ґ Φтлύ 

1) My peers and I do not have the same opinion about reading information books outside of school.  

2) My peers do not listen to my ideas about information books out of school.  

3) Other kids do not respect me because I often read information books outside of school.  

4) My peers do not care about my opinion of the information books I read out of school.  

5) Other kids do not value my ideas about the information books I read outside of school.  

6) My peers do not trust my evaluations about the information books that I read out of school. 

7) My peers think it's strange that I read information books outside of school.  

 

Efficacy ǿŀǎ ŘŜŦƛƴŜŘ ŀǎ ƻƴŜΩǎ ōŜƭƛŜŦǎ ŀōƻǳǘ Ƙƛǎ ƻǊ ƘŜǊ ŎŀǇŀŎƛǘȅ ǘƻ ŎƻƳǇƭŜǘŜ ƴƻƴǎŎƘƻƻƭ ǊŜŀŘƛƴƎ ǘŀǎƪǎΦ 

ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φурύ 

1) I can figure out how different chapters fit together when I read an information book outside of 

school.  

2) I am good at explaining information books outside of school.  

3) I can find the main idea of a section in an information book outside of school.  

4) I can figure out what unfamiliar words mean in information books outside of school.  

5) I understand all the information books that I read outside of school. 

6) I understand what the author is trying to tell me when I read information books in my spare time.  

7) I can correctly answer questions based on an information book that I have read outside of school.  

 

Perceived Difficulty in reading was defined as holding the perception that reading information books 

ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭ ƛǎ ƘŀǊŘΦ ό/ǊƻƴōŀŎƘΩǎ ʰ Ґ Φурύ 

1) Information books are too hard to read in my spare time.  

2) I need more help than most kids to understand the main ideas of some information books 

outside of school.  

3) It is hard for me to discuss the information books that I read outside of school.  

4) It is hard to explain an information book that I read outside of school.  

5) I think the information books that I read outside of school are really confusing. 

6) It is hard for me to answer people's questions about the information books that I read outside of 

school.  

7) I have a harder time than my peers reading information books outside of school.  
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Abstract: Skill in comprehending complex information text is essential for academic 
achievement, particularly in middle school and beyond. In this chapter, we present empirical 
evidence for a hierarchical-cognitive model of information text comprehension, within the 
context of previous theory and research findings pertinent to adolescent reading 
comprehension. According to the hierarchical-cognitive model, the propositional processes of 
reading fluency and literal text comprehension and the structural processes of inferencing and 
simple passage comprehension play key roles in the integrative process of constructing 
knowledge from information text. Profiles of performance on these propositional and structural 
processes were created based on reading assessment data from over 1100 seventh-grade 
students and examined in relation to achievement on a newly developed assessment of 
knowledge construction. Analyses suggested that the propositional processes primarily 
contribute indirectly to knowledge construction through effects on the structural processes, 
whereas the structural processes relate more directly to knowledge construction. The major 
findings of our investigation were consistent for African American and European American 
students.  

 
 

Keywords: information text, reading comprehension, adolescents, cognitive profiles, ethnicity  
 

Theoretical Framework and Findings  

Overview 

Through the course of schooling, the ability to understand texts in a variety of content areas 

becomes increasingly critical to academic success (Heller & Greenleaf, 2007). For assignments in 

Science, Social Studies, and other subjects, students need to glean information from textbooks, 

trade books, newspaper and magazine articles, and other media. The purpose of students 

άƎƭŜŀƴƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴέ ŦǊƻƳ ǘƘŜǎŜ ǘŜȄǘǎ ƛǎ ƴƻǘ ǳǎǳŀƭƭȅ ǎƻ ǘƘŀǘ ǘƘŜȅ Ŏŀƴ ǎǇƻǳǘ ōŀŎƪ ƛǎƻƭŀǘŜŘ ŦŀŎǘǎ 

about a given topic. Rather, deep, conceptual understanding is the ultimate goal of this reading, 

ŦǊƻƳ ōƻǘƘ ŜŘǳŎŀǘƻǊǎΩ ŀƴŘ ǊŜǎŜŀǊŎƘŜǊǎΩ ǇŜǊǎǇŜŎǘƛǾŜǎΦ ¢ƘŜ ƻōƧŜŎǘƛǾŜ ǿƘŜƴ ǎǘǳŘŜƴǘǎ ǊŜŀŘ ŀƴ 

information text passage is for them to develop a well-structured representation of the why and 

how of the topic at hand by integrating information across text segments and assimilating what 

they read with their general and topic-specific knowledge. Ideally, through reading many texts in 
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many subject areas, students not only gain understanding of diverse topics that they can apply 

in their lives inside and outside of school, but also improve both their ability and propensity to 

read for meaning. 

 

Lƴ WŜŀƴƴŜ /ƘŀƭƭΩǎ όмфуоύ ŦǊŀƳŜǿƻǊƪ ŘŜƭƛƴŜŀǘƛƴƎ ǎǘŀƎŜǎ ƻŦ ǊŜŀŘƛƴƎ ŘŜǾŜƭƻǇƳŜƴǘΣ ŀ ǎƘƛŦǘ ŦǊƻƳ 

άƭŜŀǊƴƛƴƎ ǘƻ ǊŜŀŘέ ǘƻ άǊŜŀŘƛƴƎ ǘƻ ƭŜŀǊƴέ ǘŀƪŜǎ ǇƭŀŎŜ ŀǘ ŀōƻǳǘ ǘƘŜ ŦƻǳǊǘƘ ƎǊŀŘŜΦ ¢Ƙƛǎ ǎƘƛŦǘ ƛǎ ōŀǎŜŘ 

on an assumption that students generally achieve reading fluency for relatively simply 

structured texts on familiar topics around the end of third grade. Fluency refers to speed, 

accuracy, and expressiveness in reading (Kuhn & Stahl, 2003; National Reading Panel, 2000). 

Such fluency allows students to devote most of their cognitive resources, such as attention and 

working memory, to making meaning from text (although, as we will discuss later, there is still 

considerable variation in fluency beyond third grade). Fourth grade is also the earliest grade 

level at which current efforts to improve adolescent literacy achievement and instruction are 

aimed (Heller & Greenleaf, 2007; Jacobs, 2008). In our current research, we are studying 

seventh graders. In this chapter, we draw primarily on research conducted with students in the 

fourth grade through high school as we consider the processes involved in comprehending 

information text for adolescents. 

 

Several recent research endeavors have focused on identifying the subject- or domain-specific 

skills that may help students understand information text, or on helping students develop 

literacy in individual domains (Conley, Freidhoff, Sherry, & Tuckey, 2008; Heller & Greenleaf, 

2007; Shanahan & Shanahan, 2008). For example, meaningful reading of a history textbook 

chapter might involve not only the ability to read the passages comprising the chapter, but also 

a battle map, population chart, and a diary excerpt written in the vernacular of a very different 

time and place. We recognize that domain-specific skills and strategies play an important role in 

information text comprehension. Our primary interest, however, is in the cognitive components 

of reading comprehension applicable across subject areas, and thus we focus on these 

components in this chapter. To date, we have studied these cognitive components in the 

context of science reading, but believe they are applicable to comprehension in varied content 

domains.  

 

Before exploring the cognitive components of information text comprehension, further 

consideration of features that characterize information text, especially in comparison to 

narrative text, is due. With regard to similarities, narrative and information text have 

characteristic structures that give them organization and coherence, or form the macrostructure 

of the text (Kintsch & Kintsch, 2005). There is one typical macrostructure for simple narrative 

texts, known as story grammar (Mandler & Johnson, 1977; Stein, 1979; Stein & Glenn, 1979). For 

a simple story, story grammar includes the setting, initiating event, internal response to the 

initiating event, attempt, consequence, and reaction. In contrast to narrative texts, information 

text is associated with a variety of common structures. Identifying the macrostructure of an 

information text passage means discerning its purpose or basic organizational structure. These 

organizational structures include causation, comparison, description, sequence, and problem-
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solution (Meyer, Young, & Bartlett, 1989). Each of these structures has associated signal words 

and phrases. For instance, as a result, because, and in order to indicate causation, whereas 

afterwards, before, and then indicate sequence. Substantial research has demonstrated that 

recognizing and understanding the structure of information and narrative texts can facilitate 

comprehension (e.g., Olson & Gee, 1988; Meyer et al., 2002; Williams, Stafford, Lauer, Hall, & 

Pollini, 2009). 

 

There are other broad differences between information and narrative text. For one, many types 

of information text contain an array of concepts necessarily linked by cause-effect relations, or a 

causal network.  In narrative text, events may be connected that are not necessarily linkable by 

logic or known causal relations (Bruner, 1986; Leon & Penalba, 2002). For example, a science 

text might describe how the presence of certain symptoms indicates infection by a particular 

parasite, whereas the writer of narrative could craft any sort of connections he wishes between 

ŀ ŎƘŀǊŀŎǘŜǊΩǎ ƛƭƭƴŜǎǎ ŀƴŘ ƘŜǊ ǇŜǊǎƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎΦ wŜƭŀǘŜŘƭȅΣ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ 

typically involves developing a general explanation for an array of cases or situations (e.g., how 

insect parasites move from host to host), and often employ nouns, pronouns, and articles that 

refer to classes of objects or phenomena. Comprehension of narrative text, however, ordinarily 

involves generating an explanation for a singular case or event, and nouns, pronouns, and 

articles more often indicate specific entities or events (e.g., how a particular individual acquired 

and overcame a life-threatening illness; Leon & Penalba, 2002; Varelas & Pappas, 2006). 

 

Information text is often considered more difficult to comprehend because it tends to include 

more technical vocabulary and to focus on less familiar and impersonal topics. In contrast, 

narrative texts tend to concern everyday situations and interpersonal relationships (Cote, 

Goldman, & Saul, 1998; Varelas & Pappas, 2006). Greater difficulty also has been attributed to 

information text because it appears in a larger variety of forms (textbooks, newspaper articles, 

instructions, scientific journal articles, Web sites, etc.). To broadly be skilled at comprehending 

information text, readers need knowledge of different processing strategies and when to deploy 

those strategies (Lorch & van den Broek, 1997). However, while students in the United States 

perform better on tests of narrative than information text comprehension, this performance gap 

is in the other direction in some countries, and does not exist in others (see Duke, 2005). 

 

¢ƘŜ ǇǊƛƳŀǊȅ ǇǳǊǇƻǎŜ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊ ƛǎ ǘƻ ŘŜƭƛƴŜŀǘŜ ǘƘŜ ŎƻƎƴƛǘƛǾŜ ŎƻƳǇƻƴŜƴǘǎ ƻŦ ŀŘƻƭŜǎŎŜƴǘǎΩ 

comprehension of information text. First, we describe a hierarchical model of the cognitive 

component of information text comprehension and summarize how findings we recently 

obtained through a variable-centered approach supported this model (Klauda & Guthrie, 2010). 

Then we turn to the ceƴǘǊŀƭ ŦƻŎǳǎ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊΥ ŀŘƻƭŜǎŎŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ 

component processes comprising the model. That is, we conduct a more person-centered set of 

analyses of the model components. In the next section, we report further profile analyses which 

ŀŘŘǊŜǎǎ ǎŜǾŜǊŀƭ ǉǳŜǎǘƛƻƴǎ ǊŜƭŀǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ ƎǊƻǿǘƘ ƛƴ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ŦǊƻƳ 

September to April of their seventh-grade year, the period of regular reading instruction prior to 

our intervention study which spanned April to June. Finally, we consider the extent to which 
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there is consistency across ethnicities in our findings. In each section, we present our 

perspective and empirical findings within the context of other current theory and research.  

   

Cognitive Models of Information Text Comprehension 

Theories of reading comprehension. What does it actually mean to comprehend 

something one has read? What are the key cognitive components of information text 

comprehension in particular? To address these questions, we present our definition of 

information text comprehension and discuss its relations to more general theories and views of 

reading comprehension.    

 

We define reading comprehension of information text as interaction with text cognitively and 

affectively to build a structured network of knowledge representing the information in the text 

ŦǳǎŜŘ ǿƛǘƘ ǘƘŜ ǊŜŀŘŜǊΩǎ ǇǊƛƻǊ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜ ǘŜȄǘ ǘƻǇƛŎΦ .ǳƛƭŘƛƴƎ ǎǳŎƘ 

a knowledge network through reading involves recognizing the main concept and subconcepts 

of the text and identifying supporting facts for the subconcepts, as well as constructing links and 

ǊŜƭŀǘƛƻƴǎ ŀƳƻƴƎ ǘƘŜ Ƴŀƛƴ ŎƻƴŎŜǇǘΣ ǎǳōŎƻƴŎŜǇǘǎΣ ŀƴŘ ƻƴŜΩǎ ǇǊƛƻǊ ƪƴƻǿƭŜŘƎŜ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜ ǘŜȄǘ ς 

or making inferences. Understanding the main concept, subconcepts, and making inferences 

helps readers to synthesize information from all parts of the text. Additionally, we view reading 

fluency and literal understanding as the lowest-order components of comprehension. Fluency 

refers to reading a text with accuracy, speed, and appropriate expression (Kuhn & Stahl, 2003; 

National Reading Panel, 2000). Literal text comprehension refers to encoding the meaning of 

individual text propositions or idea units, as reflected in the ability to re-state information 

contained in the text in exact or highly similar words. This definition of literal understanding 

aligns with the lowest-order comprehension process tested in the Progress in International 

Literacy Study (PIRLS) of focusing on and retrieving explicitly stated information in test passages 

(Mullis, Martin, Kennedy, & Foy, 2007).  

 

As the lowest-order components of comprehension, we view reading fluency and literal text 

comprehension as enabling higher-order comprehension processes. That is, reading a text with 

fluency and literal understanding means that the reader has developed an accurate 

representation of the text content, on which more constructive and integrative comprehension 

processes can be applied. Furthermore, automaticity in the basic components of fluency and 

literal text comprehension frees cognitive resources for devotion to more complex processes 

(LaBerge & Samuels, 1974). Finally, as stated in our definition, we believe that affective factors 

(i.e., motivation) play critical roles in reading comprehension. In this chapter we limit our 

discussion to the cognitive components of information text comprehension (see Chapter 2 for 

full explication of key motivational factors).  

 

Our definition aligns with other current theories and perspectives on reading comprehension as 

an active process based in several reading skills of varying complexity (e.g., Kintsch, 1998; 

Kintsch & Kintsch, 2005; RAND Reading Study Group, 2002). While much of the research that has 

influenced these theories involved narrative text, to a large extent their principles extend to 
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information text (Gaddy, van den Broek, & Sung, 2001; van den Broek, Virtue, Everson, Tzeng, & 

{ǳƴƎΣ нллнύΦ CƻǊ ŜȄŀƳǇƭŜΣ ¢ŀōƭŜ м ŘƛǎǇƭŀȅǎ ŀƭƛƎƴƳŜƴǘǎ ōŜǘǿŜŜƴ ƻǳǊ ƳƻŘŜƭΣ ŀƴŘ YƛƴǘǎŎƘΩǎ 

construction-integration model of comprehension. We refer to our model as the hierarchical-

ŎƻƎƴƛǘƛǾŜ ƳƻŘŜƭ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ōŜŎŀǳǎŜ ƛǘ ƳŜǎƘŜǎ ǿƛǘƘ YƛƴǘǎŎƘΩǎ ƛŘŜŀ ǘƘŀǘ 

ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƛƴǾƻƭǾŜǎ ǘƘǊŜŜ ŘƛǎǘƛƴŎǘ ƭŜǾŜƭǎ ƻŦ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴΦ !ǘ ǘƘŜ ŦƛǊǎǘ ƭŜǾŜƭ ƛƴ YƛƴǘǎŎƘΩǎ 

model, decoding processes ƭŜŀŘ ǘƻ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ ǘƘŜ ǘŜȄǘΩǎ ƛŘŜŀ ǳƴƛǘǎ ƻǊ ǇǊƻǇƻǎƛǘƛƻƴǎΦ ¢Ƙƛǎ 

level aligns with our attention to the role of fluency (speed and accuracy in reading) and literal 

comprehension of phrase and sentence units. At the second level of the construction-

intŜƎǊŀǘƛƻƴ ƳƻŘŜƭΣ ǘƘŜ ǊŜŀŘŜǊ ǳǎŜǎ ŎƻƘŜǎƛƻƴ ƳŀǊƪŜǊǎ όŜΦƎΦΣ ǎƛƎƴŀƭ ǿƻǊŘǎ ƭƛƪŜ άƘƻǿŜǾŜǊέ ŀƴŘ 

άōŜŎŀǳǎŜέύ ŀƴŘ ƭƛƴƪǎ ǇǊƻǇƻǎƛǘƛƻƴǎ ǘƻ ŦƻǊƳ ǘƘŜ ǘŜȄǘ ƳƛŎǊƻǎǘǊǳŎǘǳǊŜΣ ŀƴŘ ƛŘŜƴǘƛŦƛŜǎ ǘƘŜ ǘŜȄǘΩǎ 

overall organization, or macrostructure. The microstructure and macrostructure comprise the 

textbase. Accordingly, we view inferencing to link text propositions and global understanding of 

relatively simple text passages as higher-order components of comprehension than fluency or 

sentence-level, literal comprehension. Throughout the remainder of this chapter, we refer to 

the lower-order comprehension processes of reading fluency and literal text comprehension as 

propositional components of information text comprehension because they are based largely in 

processing individual text proposition. We refer to the higher-order processes of inferencing and 

simple passage comprehension as structural components because they are more dependent on 

processing the microstructure and macrostructure of the text. Note that we use the terms 

άŎƻƳǇƻƴŜƴǘǎέ ŀƴŘ άǇǊƻŎŜǎǎŜǎέ ƛƴǘŜǊŎƘŀƴƎŜŀōƭȅ ǘƻ ǊŜŦŜǊ ǘƻ ǘƘŜ ŜƭŜƳŜƴǘǎ ƻŦ ǘƘƛǎ ƳƻŘŜƭ ŀǎ ǘƘŜȅ 

represent both constituent parts of reading comprehension and the active cognitive 

mechanisms of understanding text.  

 

At the highest level in the construction-integration model, readers construct a situation model 

by integrating the textbase with their prior knowledge, experiences, and goals. The situation 

model may include imagery and emotions, as well as propositions. Similarly, we view formation 

of a knowledge network as the ultimate goal of information text comprehension. The reader 

integrates meaning from different portions of the text, and possibly other readings and 

background knowledge general or specific to the given topic, to generate new knowledge or 

more abstract understanding relevant to the text. In our measurement of this level of 

comprehension, we attempted to limit the need for specialized knowledge and the relevance of 

ǇŜǊǎƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎΣ ōǳǘ ǊŀǘƘŜǊ ŀǎƪŜŘ ǉǳŜǎǘƛƻƴǎ ǘƘŀǘ ŘǊŜǿ ƻƴ ǎǘǳŘŜƴǘǎΩ ŎŀǇŀŎƛǘȅ ǘƻ ŀǇǇƭȅ 

general reasoning skills and knowledge to the text. We used texts on subjects likely to be 

unfamiliar to most students to level the playing field as much as we could with respect to the 

ƛƳǇŀŎǘ ǘƘŀǘ ǎǇŜŎƛŀƭƛȊŜŘ ǘƻǇƛŎ ƪƴƻǿƭŜŘƎŜ Ŏŀƴ ƘŀǾŜ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜΦ ²Ŝ ǘŜǊƳ ǘƘŜ 

highest-order process of information text comprehension we measured knowledge construction, 

and refer to it as the most integrative process.  
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Table 1  

!ƭƛƎƴƳŜƴǘ ƻŦ YƛƴǘǎŎƘΩǎ /ƻƴǎǘǊǳŎǘƛƻƴ-Integration Model of Reading Comprehension with the 

Hierarchical-Cognitive Model of Information Text Comprehension 

 

Similarly to Kintsch, van den Broek and colleagues focused on how readers construct coherent 

mental representations while reading in their landscape model of comprehension. According to 

van den Broek et al. (2002), the representation of a text consists of a network of nodes and 

connections between the nodes. Nodes may be concepts from the text or pieces of prior 

knowledge related to the text. Connections are the semantic relations between nodes. The 

ƳƻǊŜ ŎƻƴƴŜŎǘƛƻƴǎ ǘƘŜǊŜ ŀǊŜ ƛƴ ŀ ƴŜǘǿƻǊƪΣ ǘƘŜ ƳƻǊŜ ŎƻƘŜǊŜƴǘ ƛǎ ǘƘŜ ǊŜŀŘŜǊΩǎ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴΦ ¢Ƙƛǎ 

model adds to our view of the information text comprehension process by specifying how the 

reader connects, or links, the subconcepts and facts. According to van den Broek et al. (2002), 

the connections may be explicit in the text, or arise from making inferences about causal, 

referential, logical, and other types of relations (see Part 1 of the methodology and statistical 

analyses section for definitions of the inference types we measured in our current study).  

 

²Ƙȅ ƛǎ Ǿŀƴ ŘŜƴ .ǊƻŜƪ ŀƴŘ ŎƻƭƭŜŀƎǳŜǎΩ ƳƻŘŜƭ ƪƴƻǿƴ ŀǎ ǘƘŜ ƭŀƴŘǎŎŀǇŜ ƳƻŘŜƭΚ Lƴ ǘƘŜƛǊ ǾƛŜǿΣ 

nodes fluctuate in their levels of activation in working memory during the course of reading. 

Their patterns of activation are specified on charts, similar to topographic maps, showing the 

levels of activation for each text or background knowledge node across numbered reading 

cycles. Activation has four sources: (1) the text being read in a given cycle, (2) information 

activated in the previous cycle, (3) the episodic memory representation of the text developed 

ǘƘǊƻǳƎƘ ǘƘŜ ǇǊŜǾƛƻǳǎ ŎȅŎƭŜǎΣ ŀƴŘ όпύ ǘƘŜ ǊŜŀŘŜǊΩǎ ƎŜƴŜǊŀƭ ōŀŎƪƎǊƻǳƴŘ ƪƴƻǿƭŜŘƎŜ. Only when 

two nodes are simultaneously active may a connection form between them or an already 

existing connection be strengthened. 

 

Our definition of reading comprehension also coheres well with the RAND report (2002) on 

reading comprehension, which characterizes reading comprehension as depending on the 

interaction of the reader, the text, and the reading activity. The reading activity includes three 

Construction-integration model (Kintsch, 1998; 

Kintsch & Kintsch, 2005) 

Hierarchical-cognitive model 

 

Decoding processes Ą representation of text 

propositions 

Propositional processes 

Reading fluency 

Literal comprehension of individual propositions 

 

Textbase (microstructure and macrostructure) 

Structural processes 

Inferencing to connect text propositions with each 

other and background knowledge 

Global comprehension of relatively simple passages 

 

Situation model 

Integrative process 

Knowledge network formation, based on integrating, 

summarizing, and reasoning with multiple propositions 

of conceptually dense passages   
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elements: purpose, operations, and consequences. The purpose determines the operations, for 

example, whether the reader skims or studies the text, and the operations lead to the possible 

consequences of knowledge, application, and engagement. In addition, the RAND report 

emphasizes that the interaction of reader, text, and activity takes place in a particular 

sociocultural context that impacts and is impacted by the reader. This interaction occurs during 

pre-reading, reading, and post-reading microperiods, with changes in knowledge, abilities, and 

motivation (purpose, content interest, and reading self-efficacy) taking place from one period to 

the next.  

 

Furthermore, the RAND report (2002) emphasizes that reading comprehension is a very active 

ǇǊƻŎŜǎǎ ǘƘŀǘ ƛƴǾƻƭǾŜǎ άǎƛƳǳƭǘŀƴŜƻǳǎƭȅ ŜȄǘǊŀŎǘƛƴƎ ŀƴŘ ŎƻƴǎǘǊǳŎǘƛƴƎ ƳŜŀƴƛƴƎ ǘƘǊƻǳƎƘ ƛƴǘŜǊŀŎǘƛƻƴ 

and involvement with wrƛǘǘŜƴ ƭŀƴƎǳŀƎŜέ όǇΦ ммύΦ Lƴ ƻǳǊ ǾƛŜǿΣ ǘƘŜ ǊŜŀŘŜǊ ŜȄǘǊŀŎǘǎ ƳŜŀƴƛƴƎ ōȅ 

identifying the main concept, subconcepts, and supporting facts, and constructs meaning by 

linking these elements with each other and with background knowledge. In addition to bringing 

domain and topic knowledge to reading, the RAND report specifies that the reader must bring 

vocabulary, linguistic discourse, strategy knowledge, and more general cognitive capacities to 

construct representations of the text in line with the three levels of the construction-integration 

model (Kintsch, 1998; Kintsch & Kintsch, 2005). 

 

Lastly, in line with the other theories discussed thus far and our own views, McNamara and 

colleagues (McNamara, 2004; McNamara, O'Reilly, Best, & Ozuru, нллсΤ aŎbŀƳŀǊŀΣ hΩwŜƛƭƭȅ, 

Rowe, Boonthum, & Levinstein, 2007) emphasize that fuller comprehension, as represented by a 

coherent situation model, comes from active knowledge building while reading, rather than 

passive transmission of concepts from the text. For skilled decoders, self-explanation is key to 

improved comprehension of information text. Self-explanation means explaining a text while 

reading it by using strategies of comprehension monitoring, paraphrasing, elaboration 

(connecting text information to background knowledge), prediction, and bridging (connecting 

text information from multiple sentences). Students are taught to use these strategies to 

comprehend science texts through an intervention called Self-Explanation Reading Training 

(SERT) and its Web-based counterpart, Interactive Strategy Training for Active Reading and 

Thinking (iSTART). The practice of these strategies, either naturally or due to prompting, is 

associated with better comprehension (e.g., Chi, de Leeuw, Chiu, & LaVancher, 1994; 

McNamara, 2004; McNamara et al., 2006). The premise behind SERT and iSTART is that students 

who self-explain are more likely to engage in other processes that enable and represent deep 

text comprehension, like making inferences and forming coherent mental models. In accordance 

with our view of reading comprehension, engaging in the strategies of self-explanation may 

assist readers in identifying the main concept, subconcepts, and supporting facts as they read, 

and constructing links among them and their background knowledge. 

 

ReseŀǊŎƘ ƻƴ ǘƘŜ ǊƻƭŜ ƻŦ ƳǳƭǘƛǇƭŜ ŎƻƎƴƛǘƛǾŜ ŎƻƳǇƻƴŜƴǘǎ ƛƴ ŀŘƻƭŜǎŎŜƴǘǎΩ ǊŜŀŘƛƴƎ 

comprehension. While current theories of reading comprehension emphasize that multiple 

cognitive components play key roles in reading comprehension, there is limited research on the 
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relative or interactive contributions of these components to reading comprehension in 

adolescents. In particular, little research has examined the importance of these components for 

ŀŘƻƭŜǎŎŜƴǘǎΩ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ό/ƻǘŜ Ŝǘ ŀƭΦΣ мффуύΦ wŀǘƘŜǊ, most studies have 

employed measures that feature narrative text, or a blend of narrative and information text, 

without separately examining cognitive components by text genre.  

 

One study that examined the relative contributions of several cognitive components to 

ŀŘƻƭŜǎŎŜƴǘǎΩ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ǿŀǎ {ŀƳǳŜƭǎǘǳŜƴ ŀƴŘ .ǊňǘŜƴΩǎ όнллрύ 

investigation of the contributions of reading fluency (word decoding speed and accuracy), 

background knowledge, and use of three strategies reflecting active reading and meaning-

ƳŀƪƛƴƎ όŜƭŀōƻǊŀǘƛƻƴΣ ƻǊƎŀƴƛȊŀǘƛƻƴΣ ŀƴŘ ƳƻƴƛǘƻǊƛƴƎύ ǘƻту bƻǊǿŜƎƛŀƴ ǘŜƴǘƘ ƎǊŀŘŜǊǎΩ 

comprehension of an unfamiliar social science text. Their comprehension measure largely 

assessed understanding of the main ideas and subconcepts of the text. While background 

ƪƴƻǿƭŜŘƎŜ ǿŀǎ ǘƘŜ ǎǘǊƻƴƎŜǎǘ ǇǊŜŘƛŎǘƻǊ όʲ Ґ Φпоύ ŀƴŘ ŀŎŎƻǳƴǘŜŘ ŦƻǊ ǘƘŜ ƭŀǊƎŜǎǘ ŀƳƻǳƴǘ ƻŦ 

variance (18%) in comprehension, decoding, organization, and monitoring were also significant 

ǇǊŜŘƛŎǘƻǊǎ όʲǎ ǊŀƴƎŜŘ ŦǊƻƳ Φнм ǘƻ Φнпύ ŀƴŘ ŀŎŎƻǳƴǘŜŘ ŦƻǊ ŀōƻǳǘ р҈ ƻŦ ǘƘŜ ǾŀǊƛŀƴŎŜ ƛƴ 

comprehension.     

 

{ƛƳƛƭŀǊƭȅΣ hΩwŜƛƭƭȅ ŀƴŘ aŎbŀƳŀǊŀ όнллтύ ƛƴǾŜǎǘƛƎŀǘŜŘ ǘƘŜ ŎƻƴǘǊƛōǳǘƛƻƴǎ ƻŦ ǎŎƛŜƴŎŜ ƪƴƻǿƭŜŘƎŜΣ 

general reading skill as represented by performance on the Gates-MacGinitie Reading 

Comprehension test (MacGinitie, MacGinitie, Maria, & Dreyer, 2000), and reading strategy 

ƪƴƻǿƭŜŘƎŜΣ ŀƭƻƴƎ ǿƛǘƘ ƎŜƴŘŜǊΣ ǘƻ ƘƛƎƘ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ŀ ƭŜƴƎǘƘȅ ǘŜȄǘōƻƻƪ 

passage on meteorology. The authors described reading skill as the ability to form a coherent 

ǘŜȄǘ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴΦ ²Ŝ ŜƳǇƭƻȅŜŘ ǘƘŜ ƳŜŀǎǳǊŜ ƻŦ ǊŜŀŘƛƴƎ ǎƪƛƭƭ ǘƘŀǘ hΩwŜƛƭƭȅ ŀƴŘ aŎbŀƳŀǊŀ 

ǳǎŜŘ ƛƴ ƻǳǊ ŎǳǊǊŜƴǘ ǎǘǳŘȅ ŀǎ ƻǳǊ ƛƴŘƛŎŀǘƻǊ ƻŦ ǎƛƳǇƭŜ ǇŀǎǎŀƎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ bƻǘŀōƭȅΣ hΩwŜƛƭƭȅ 

ŀƴŘ aŎbŀƳŀǊŀΩǎ sample comprised over 1600 ethnically and socioeconomically diverse 

students from three states. They found that reading skill was the strongest predictor of multiple-

ŎƘƻƛŎŜ ǎŎƛŜƴŎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴ όʲ ҐΦоуύΣ ǿƛǘƘ ǎŎƛŜƴŎŜ ƪƴƻǿƭŜŘƎŜ όʲ Ґ ΦнсύΣ ƎŜƴŘŜǊ όʲ Ґ -.09), and 

ǎǘǊŀǘŜƎȅ ƪƴƻǿƭŜŘƎŜ όʲ ҐΦлрύ ŀƭǎƻ ŎƻƴǘǊƛōǳǘƛƴƎ ǎƛƎƴƛŦƛŎŀƴǘƭȅΦ ¢ƘŜ ǇƻǎƛǘƛǾŜ ŦƛƴŘƛƴƎǎ ŦƻǊ ǎǘǊŀǘŜƎƛŜǎ ƛƴ 

ōƻǘƘ ǘƘƛǎ ǎǘǳŘȅ ŀƴŘ ƛƴ {ŀƳǳŜƭǎǘǳŜƴ ŀƴŘ .ǊʶǘŜƴΩǎ όнллрύ ǿƻƪ ǎǳƎƎŜǎǘ ǘƘŀǘ ǘƘŜ ǊŜŀŘŜǊΩǎ ŀŎǘƛǾŜƴŜǎǎ 

in reading the text, including making text-text connections and text-knowledge connections ς or 

inferencing, plays an important role in his information text comprehension along with other 

ǊŜŀŘƛƴƎ ǎƪƛƭƭǎΦ IƻǿŜǾŜǊΣ {ŀƳǳŜƭǎǘǳŜƴ ŀƴŘ .ǊʶǘŜƴ όнллрύ ƳŜŀǎǳǊŜŘ ǘƘƛǎ ŀǎǇŜŎǘ ƻŦ ǊŜŀŘƛƴƎ ǿƛǘƘ ŀ 

self-report measure of strategy use that students completed after reading the text passage and 

hΩwŜƛƭƭȅ ŀƴŘ aŎbŀƳŀǊŀ όнллтύ ŘƛŘ ǎƻ ǿƛǘƘ ŀ ƳŜŀǎǳǊŜ ƻŦ ƎŜƴŜǊŀƭ ǊŜŀŘƛƴƎ ǎǘǊŀǘŜƎȅ ƪƴƻǿƭŜŘƎŜΦ Lƴ 

other words, they did not directly or specifically measure inferencing. In contrast, in our work, 

inferencing is one of the four components that we focused on, and we measured it as students 

ǊŜŀŘΦ ¢ƘǳǎΣ ƻǳǊ ƳŜŀǎǳǊŜ ƭƛƪŜƭȅ ŎŀǇǘǳǊŜǎ ŀ ƳƛȄǘǳǊŜ ƻŦ ǎǘǳŘŜƴǘǎΩ ǇǳǊǇƻǎŜŦǳƭ ǳǎŜ ƻŦ ƳŜŀƴƛƴƎ-

making strategies as well as their more automatic, less conscious tendency to make meaning 

while reading.     
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As mentioned previously, other studies of the role of different cognitive processes in older 

ŎƘƛƭŘǊŜƴΩǎ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƘŀǾŜ ƻŦǘŜƴ ŜƳǇƭƻȅŜŘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƳŜŀǎǳǊŜǎ ŎƻƴǘŀƛƴƛƴƎ ŀ 

mixture of information and narrative texts. For example, Cromley and Azevedo (2007) used the 

Gates-McGinitie Reading Comprehension test as the dependent variable in a study involving 

ninth graders. Cromley and Azevedo (2007) examined the relations of five cognitive variables to 

reading comprehension, finding that vocabulary (.37 direct standardized effect) was the 

strongest predictor, followed by background knowledge (.23 direct standardized effect), 

inferencing (.19 standardized effect), and word reading fluency (.15 standardized effect); 

strategy use did not have a direct effect, but did relate indirectly to comprehension through 

inferencing.  

 

Interestingly, the vocabulary measure employed by Cromley and Azevedo (2007), has similarities 

to syntactic level measures of fluency, such as the Woodcock Johnson (WJ) III Fluency test 

(Schrank, Mather, & Woodcock, 2004) employed in our past and current research. Cromley and 

Azevedo (2007) used a shortened form of the Gates-MacGinitie Vocabulary test (MacGinitie et 

al., 2000), which presents 45 three-word sentences or phrases with one word underlined; 

students read the items silently and select the meaning of the underlined word from four 

ŎƘƻƛŎŜǎΦ Lƴ ǘƘŜ ²W LLL CƭǳŜƴŎȅ ǘŜǎǘΣ ǎǘǳŘŜƴǘǎ ŀǊŜ ǇǊŜǎŜƴǘŜŘ млл ǎƛƳǇƭŜ ǎŜƴǘŜƴŎŜǎ όŜΦƎΦΣ ά! ǇǳǇǇȅ 

grows into a catΦέύ ǘƘŀǘ ǘƘŜȅ ǊŜŀŘ ǎƛƭŜƴǘƭȅΣ ƛƴŘƛŎŀǘƛƴƎ ŀǎ ǘƘŜȅ Ǝƻ ŀƭƻƴƎ ǿƘŜǘƘŜǊ ŜŀŎƘ ǎǘŀǘŜƳŜƴǘ ƛǎ 

true or false. In other words, both tests require accurate processing of basic syntactic units, 

although the WJ test is much more speeded and demands a comparatively low level of 

vocabulary knowledge. We recently conducted a study with fifth graders (Klauda & Guthrie, 

2008) which, then, employed a set of predictors quite similar to Cromley and Azevedo (2007), as 

well as the same dependent variable ς and produced highly compatible findings. Specifically, in 

our study, the standardized effects on comprehension were .32 for syntactic processing, .36 for 

background knowledge, .19 for inferencing, and .22 for word reading speed. Thus, joint 

consideration of our findings with fifth ƎǊŀŘŜǊǎ ŀƴŘ /ǊƻƳƭŜȅ ŀƴŘ !ȊŜǾŜŘƻΩǎ ŦƛƴŘƛƴƎǎ ǿƛǘƘ ƴƛƴǘƘ 

graders suggests that similar findings should hold for the seventh graders who are the focus of 

our current work. In our current analyses of the cognitive components of comprehension in 

seventh graders, however, a critical difference is that we employed the Gates-MacGinitie as a 

ǇǊŜŘƛŎǘƻǊ ǾŀǊƛŀōƭŜ ǊŀǘƘŜǊ ǘƘŀƴ ŀƴ ƻǳǘŎƻƳŜ ǾŀǊƛŀōƭŜΣ ŀǎ ŘƛŘ hΩwŜƛƭƭȅ ŀƴŘ aŎbŀƳŀǊŀ όнллтύΦ ²Ŝ 

believe that the Gates-McGinitie measures comprehension beyond the literal level, but does not 

capture the text-based reasoning and integration needed for a full understanding of 

conceptually complex information text. 

 

Empirical Evidence for the Hierarchical-Cognitive Model of Information Text Comprehension 

Variable-centered analyses. In recent analyses (Klauda & Guthrie, 2010), we aimed to 

delineate the relative contributions of the two lower-order, propositional processes of reading 

fluency and literal text comprehension and of the two higher-order, structural components of 

inferencing and simple passage comprehension to the integrative process of knowledge 

construction from information text in seventh graders through the variable-centered method of 

multiple regression. These regression analyses, which will be summarized here, utilized the 
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same data set as the profile analyses that are the foci of this chapter. Specifically, they used data 

from a battery of cognitive assessments completed by over 1100 seventh-grade students at the 

start of school in September and again in April. 

 

The outcome measure across the two types of analyses was termed knowledge construction 

because it required much more than restatement or location of information within single or two 

consecutive text propositions, as demanded by our literal measure, or inferences to connect 

text propositions or global understanding of simple passages, the greatest demands made by 

our measures of the structural components of comprehension. Rather, the knowledge 

construction measure required students to integrate meaning across multiple sentences and 

multiple paragraphs of text on specialized science topics, such as survival mechanisms of the 

wandering albatross and the theory that life originated in ice. Background knowledge specific to 

the text topics could help students answer some questions, but the questions were designed so 

that readers could answer them based largely on reasoning about what they read, with some 

application of general science knowledge (see Part 1 of Methodology and Statistical Analyses, 

including Tables 2 and 3, for more information about the assessments and mean levels of 

performance on them). 

 

Based on the hierarchical-cognitive model of information text comprehension and the previous 

studies we described, we believed that each of these four processes would matter, that is, that 

they would each relate positively to knowledge construction (Klauda & Guthrie, 2010). 

Furthermore, we predicted that each cognitive process would relate uniquely to knowledge 

construction, that is, that each would remain a significant predictor of knowledge construction 

when the effect of every other process was taken into account through statistical control. 

Analyses of the data collected in both September and April produced highly consistent results ς 

and these results strongly supported our hypotheses. First, at both time points, each cognitive 

component positively correlated at a moderate to strong level with knowledge construction. 

Second, examination of the four cognitive components within a hierarchical regression model 

revealed that each cognitive process had a unique relationship with knowledge construction. 

These findings indicated that students who are highly skilled at knowledge construction from 

information text also tend to read fluently at the sentence level, easily grasp the literal meaning 

of simple text, show skill in making inferences in information text, and be proficient in 

understanding simple text passages at a global level. Furthermore, the finding that each 

cognitive component related uniquely to knowledge construction showed that each one 

predicted variance in knowledge construction for which others cannot account. For example, 

inferencing did not relate to knowledge construction just because it also related to fluency, or 

literal understanding, or simple passage comprehension, but rather it had a positive, 

independent relationship with knowledge construction. Notably, however, we found that 

fluency was a relatively weak predictor of knowledge construction, whereas simple passage 

comprehension appeared to be the strongest predictor. See Klauda and Guthrie (2010) for 

discussion of the relative strength of these predictors.    
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We made one other prediction that was evaluated by examining the results of our regression 

models: skill in propositional processes should partially enable the structural processes that 

contribute to knowledge construction (Klauda & Guthrie, 2010). This hypothesis aligns with the 

idea that reading fluency and literal understanding of text helps readers form a textbase on 

which they can enact constructive processes of meaning-making (e.g., Kintsch & Kintsch, 2005). 

We indeed found evidence that this was the case, as the regression coefficients associated with 

reading fluency and literal understanding declined considerably when inferencing was added to 

the analyses, and further still when simple passage comprehension was added. This suggested, 

then, that as students develop a relative degree of automaticity in reading fluently and grasping 

the literal meaning of text, a larger proportion of cognitive resources can be devoted to higher-

order reading processes (LaBerge & Samuels, 1974). In terms of instruction, this finding implies 

that efforts to promote fluency and literal comprehension may indirectly benefit knowledge 

construction by impacting inferencing and simple passage comprehension.  

The results of these variable-centered analyses led us to the representation of the cognitive 

processes that contribute to information text comprehension in adolescents, and their 

connections depicted in Figure 1. In the remainder of this chapter, we present empirical 

evidence for specific paths in this hierarchical-cognitive model (arrows a-f) and the model as a 

whole.      

 
Propositional Processes                         Structural Processes            Integrative Process 
 

 

 

 

    

 

Figure 1. Hierarchical-cognitive model of information text comprehension. 

As depicted in the model, based on our regression analyses, we came to view reading fluency 

and literal text comprehension as basic component processes of comprehension that primarily 

contribute indirectly to knowledge construction through the structural processes of inferencing 

and simple passage comprehension. Inferencing and simple passage comprehension, on the 

other hand, directly relate to knowledge construction. We believe that skill in the propositional 

components enables readers to devote their cognitive resources to forming the textbase by 

making inferences that connect text propositions and determining the general meaning and 

organization of the text, in line with the construction-integration model of comprehension 

(Kintsch & Kintsch, 2005) and automaticity theory (LaBerge & Samuels, 1977). In turn, these 
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structural components are directly involved in forming a structured knowledge network from 

longer, conceptually dense information text.  

 

We are not asserting that the hierarchical-cognitive model is fully comprehensive with respect 

to the components of complex information text comprehension. Certainly, it would be 

informative to investigate whether other cognitive elements that we did not measure directly, 

such as background knowledge and reading strategy use, also help explain knowledge 

construction, as well the extent to which cognitive and motivation variables together contribute 

to the prediction of knowledge construction. However, we did find that in both September and 

April, the components we studied accounted for approximately half of the student variation in 

knowledge construction, which is a substantial percentage compared to other studies of 

contributors to reading comprehension (see Katzir, Lesaux, & Kim, 2009). Furthermore, as each 

process variable entered the model, it added a significant amount to the variation accounted for 

by those already included (Klauda & Guthrie, 2010). These aspects of our findings offer further 

support for the explanatory power of the components we studied individually and as a set.   

 

Person-centered analyses. Thus far, we have summarized analyses which demonstrated 

Ƙƻǿ ŦƻǳǊ ŎƻƎƴƛǘƛǾŜ ŎƻƳǇƻƴŜƴǘǎ ŎƻƴǘǊƛōǳǘŜ ǊŜƭŀǘƛǾŜ ǘƻ ŜŀŎƘ ƻǘƘŜǊ ǘƻ ŀŘƻƭŜǎŎŜƴǘǎΩ ǎƪƛƭƭ ƛƴ 

constructing knowledge from complex information text (Klauda & Guthrie, 2010). The prior 

studies of others which we discussed and our own analyses largely represented a variable-

centered approach, in that they employed methods which can identify the extent to which 

individual variables account for unique variance in an outcome variable while holding other 

variables constant. An important critique of this approach is that it does not offer insight into 

the skill profiles of students, or intra-individual differences, which are common in reading 

(Vellutino, 2003). Rather, it permits understanding only of how hypothetical combinations of 

performance on different assessments relate to outcome variables (Magnusson, 1995; Murdock 

& Miller, 2003). Thus, in our current analyses we adopted a person-centered analytic approach 

to gain understanding of the actual combinations of ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƻƴ ǘƘŜ ǊŜŀŘƛƴƎ 

assessments we employed. First, we focus on student profiles of performance on the lower-

order, propositional components of reading fluency and literal text comprehension and how 

these profiles relate to the higher-order, structural components of inferencing and simple 

passage comprehension, as well as the integrative process of knowledge construction from 

information text. Then we examine how profiles of performance in the structural processes 

relate to knowledge construction. 

 

How propositional components empower structural and integrative processes. 

Initially, we divided our sample into four groups: (1) low reading fluency/low literal text 

comprehension; (2) low fluency/high literal; (3) high fluency/low literal; (4) high fluency/high 

ƭƛǘŜǊŀƭΦ !ƭǘƘƻǳƎƘ ǿŜ ǳǎŜ ǘƘŜ ŘŜǎƛƎƴŀǘƛƻƴǎ άƭƻǿέ ŀƴŘ άƘƛƎƘέ ǘƻ ŎƘŀǊŀŎǘŜǊƛȊŜ ǇŜǊŦƻǊƳŀƴŎŜ ƭŜǾŜƭǎΣ ƛƴ 

ŀŎǘǳŀƭƛǘȅΣ άƭƻǿέ ǊŜŦŜǊǎ ǘƻ ǎǘǳŘŜƴǘǎ ǇŜǊŦƻǊƳƛƴƎ ƛƴ ŀ ƭƻǿ-to-ƳƻŘŜǊŀǘŜ ǊŀƴƎŜ ŀƴŘ άƘƛƎƘέ ǊŜŦŜǊǎ ǘƻ 

students performing in a moderate-to-high range for seventh graders (see Part 1 of the 

methodology and statistical analyses section for details on how these groups were created). The 
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dichotomization of fluency, in particular, aligns with recommendations of Paris, Carpenter, Paris, 

and Hamilton (2005), who presented a thorough critique on the measurement of fluency and 

the study of its relationship with comprehension. They emphasized, for example, that fluency, 

especially the accuracy dimension but also the rate dimension, tends to show a highly skewed 

distribution. Furthermore, beyond a certain point of mastery, increases in fluency appear to 

have little impact on comprehension. In other words, for reasons both conceptual and 

statistical, employing a criterion that distinguishes more and less fluent readers can lead to 

alternative insights into the relationship between fluency and comprehension.     

 

Of our four groups, or profiles, Profile 4 (high fluency/high literal) represented the majority of 

students (59% in September and 69% in April; see Figure 1), indicating that most students were 

reading with accuracy and speed at or above grade level and were moderately to highly skilled 

in deriving the literal meaning of sentence-level text. In contrast, only 7-9% of students 

performed in the low range on both propositional components. The remaining students showed 

mixed profiles, with the vast majority showing low fluency but high literal comprehension. This 

profile, which represented 31% of all students in September and 21% in April, is consistent with 

theory and research indicating that difficulty in reading text accurately or quickly often does not 

prohibit grasping at least the literal meaning of text, especially when students have unrestricted 

time to read. Especially in middle school and beyond, many students with fluency difficulties are 

adept in applying strategies like pausing, sounding out, and rereading (Jackson & Doellinger, 

2002; Paris et al., 2005; Samuelstuen & Bråten, 2005, Walczyk et al. 2007). The finding, on the 

other hand, that almost no students were high in fluency but low in literal comprehension 

supports the idea that fast, accurate reading allows readers to devote their cognitive resources 

to meaning-making processes.  

 

Our central purpose in creating these profiles was to examine how levels of reading fluency and 

literal comprehension were individually and jointly associated with the structural processes of 

inferencing and simple passage comprehension, and the most integrative process of knowledge 

construction. To address these issues, we first examined mean differences between the four 

profiles in the structural and integrative processes. These analyses showed that high versus low 

fluency was associated with stronger inferencing and knowledge construction, particularly for 

students at high versus low levels of literal comprehension. High fluency was also associated 

ǿƛǘƘ ƎǊŜŀǘŜǊ ǎƛƳǇƭŜ ǇŀǎǎŀƎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴΣ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ƭƛǘŜǊŀƭ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ 

level. Similarly, high literal text comprehension was associated with better performance on each 

ǎǘǊǳŎǘǳǊŀƭ ŀƴŘ ƛƴǘŜƎǊŀǘƛǾŜ ǇǊƻŎŜǎǎΣ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ŦƭǳŜƴŎȅ ƭŜǾŜƭΦ   

 

We also examined the percentage of students representing each profile of propositional 

processes who were low and high in the structural and integrative processes. One key pattern of 

results was that in both September and April, more than 90% of students who were high in both 

fluency and literal were also high in inferencing, and at each time point about 75% of students 

who were high in both propositional components were also high in simple passage 

comprehension (see Tables 4 and 5). In other words, when adolescents demonstrate both high 
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fluency and literal comprehension, it is extremely likely that they will also be at least moderately 

proficient in inferencing, and quite likely they will be skilled in simple passage comprehension as 

well. These likelihoods are much lower for students who are high in only one propositional 

component. In combination with the analyses described in the previous paragraph, these 

findings underscore the idea that skill in both propositional components helps facilitate 

structural processes (Figure 1, paths a-d).    

 

On the other hand, in September only 43% and in April only 58% of students high in both fluency 

and literal comprehension were also high in knowledge construction (see Table 6). These 

findings align with our earlier suggestion that reading fluency and literal comprehension are 

most directly tied to, and perhaps empowering of, inferencing and simple passage 

comprehension as opposed to knowledge construction. Furthermore, less than 20% of students 

skilled in just one propositional component (and almost none who were low in both 

propositional components) performed in the high range on the knowledge construction 

assessment. In other words, neither alone nor jointly do fluency and literal comprehension 

provide a complete foundation for the most complex, integrative comprehension process we 

studied.  

 

hǳǊ ŎǳǊǊŜƴǘ ŦƛƴŘƛƴƎǎ ōǳƛƭŘ ƻƴ ǇǊŜǾƛƻǳǎ ǎǘǳŘƛŜǎ ǘƘŀǘ ŀǎƪŜŘ ŦƻǳǊǘƘ ŀƴŘ ǎƛȄǘƘ ƎǊŀŘŜǊǎ ǘƻ άǘƘƛƴƪ-

ŀƭƻǳŘέ ŀǎ ǘƘŜȅ ǊŜŀŘ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘǎ ό/ƻǘŜ Ŝǘ ŀƭΦΣ мффуΤ ²ƻƭŦŜ ϧ DƻƭŘƳŀƴΣ нллрύΦ Lƴ ǘƘŜǎŜ 

studies, the researchers did not examine reading fluency, but did employ an indicator of 

ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘȅ ǘƻ ƎǊŀǎǇ ƭƛǘŜǊŀƭ ƳŜŀƴƛƴƎ ŀǘ ǘƘŜ ǎŜƴǘŜƴŎŜ ƭŜǾŜƭ ς ǘƘŜ ŦǊŜǉǳŜƴŎȅ ƻŦ ǎǘǳŘŜƴǘǎΩ 

sentence paraphrases. In neither study was there a clear relationship between paraphrase 

fǊŜǉǳŜƴŎȅ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ŎƻƳǇƭŜȄ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ǇǊƻŎŜǎǎŜǎΦ ²ƻƭŦŜ ŀƴŘ DƻƭŘƳŀƴ όнллрύ 

ŀǎǎŜǎǎŜŘ ŎƻƳǇƭŜȄ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ōȅ ŎƻŘƛƴƎ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ǎǘǳŘŜƴǘǎΩ ǊŜŀǎƻƴƛƴƎ ŀōƻǳǘ ǘƘŜ Ŧŀƭƭ 

of Ancient Rome upon reading two texts that offered different explanations (Wolfe & Goldman, 

2005). Cote et al. (1998), on the other hand, assessed the coherence of reports that students 

wrote about passages on science and history topics. The most coherent passages were those 

with a global theme and a cause-effect structure. Based on these findings, Wolfe and Goldman 

(2005) as well as Cote et al. (1998) contended that although paraphrasing helps students 

establish the textbase, it does not fully enable them to reason based on complex text. Our study 

extends this conclusion to somewhat older students, and refines it by showing that although 

propositional processes do not enable the most integrative forms of comprehension, they do 

seem to provide a sufficient foundation for processes intermediate in complexity, like 

inferencing and simple passage comprehension.  

 

Relatedly, McNamara (2004) found that the strategies of paraphrasing sentences and making 

bridging inferences tended to co-occur, but neither of these strategies co-occurred with those 

that involved going beyond the text (e.g., using logic, elaborating based on prior knowledge) in 

college students reading about cell mitosis. Interestingly, McNamara (2004) also found that 

frequency of making correct paraphrases did not correlate with performance on literal or 

bridging inference questions related to the mitosis text, or performance on a general, 
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standardized comprehension test. Frequency of making incorrect paraphrases, however, 

correlated negatively with each of these three tests. These findings, which on the surface seem 

contradictory, actually accord with the idea that accurate understanding of text propositions is 

not sufficient for demonstrating any level of comprehension; inaccurate representation of 

propositions, however, is quite likely to interfere with comprehension. 

 

How structural components empower knowledge construction from information text. 

We created profiles of student performance in the structural components of inferencing and 

simple passage comprehension and examined how these profiles related to knowledge 

construction very similarly to how we formed propositional component profiles and examined 

their relations with each higher-order comprehension process. Specifically, we divided students 

into four groups (1) low inferencing/low simple passage comprehension; (2) low 

inferencing/high simple passage comprehension; (3) high inferencing/low simple passage 

ŎƻƳǇǊŜƘŜƴǎƛƻƴΤ όпύ ƘƛƎƘ ƛƴŦŜǊŜƴŎƛƴƎκƘƛƎƘ ǎƛƳǇƭŜ ǇŀǎǎŀƎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ !ƎŀƛƴΣ ǘƘŜ ƭŀōŜƭ άƭƻǿέ 

refers to low-to-ƳƻŘŜǊŀǘŜ ǇŜǊŦƻǊƳŀƴŎŜ ŀƴŘ άƘƛƎƘέ ǊŜŦƭŜŎǘǎ ƳƻŘŜǊŀǘŜ-to-high performance for 

students in seventh grade (see Part 2 of the methodology and statistical analyses section for 

detailed description of the criteria used to form groups). Profile 4 represented a slight majority 

of students, with 52% and 55% of students showing this profile in September and April, 

respectively (see Figure 3). In other words, a bit more than half of the seventh graders were at 

least moderately skilled in making inferences while reading information text and in deriving the 

general meaning of relatively brief and simply structured narrative and information text 

passages. The next largest group ς more than a quarter of the sample at each time point ς 

showed the mixed profile of high inferencing, but low simple passage comprehension. On the 

other hand, 3% or less of students at each time point showed the other potential mixed profile 

of low inferencing but high simple passage comprehension. Additionally, 15-18% of students at 

each time point were low in both inferencing and simple passage comprehension. Overall, the 

frequency pattern of the four groups suggests that inferencing is important but not sufficient for 

comprehending simple passages. 

 

As with reading fluency and literal comprehension, we investigated how inferencing and simple 

passage comprehension related to knowledge construction, first by comparing the profile 

means for knowledge construction. These analyses indicated that high inferencing was 

ŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ƎǊŜŀǘŜǊ ƪƴƻǿƭŜŘƎŜ ŎƻƴǎǘǊǳŎǘƛƻƴΣ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ǎƛƳǇƭŜ ǇŀǎǎŀƎŜ 

comprehension level (Figure 1, path e). Similarly, high simple passage comprehension was 

related to greater knowledge construction, although this finding was more reliable for students 

at high versus low levels of inferencing (Figure 1, path f). 

 

Next, we examined the percentage of students representing each of the four profiles who were 

low and high in knowledge construction. Notably, at both time points, the majority of students 

who were high in both inferencing and simple passage comprehension (i.e., showed Profile 4) 

were also high in knowledge construction (see Table 7), with this finding, however, being more 

pronounced in April than in September. In contrast, among students who were high just in 
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inferencing or just in simple passage comprehension, approximately 15% were also high in 

knowledge construction at each time point. Furthermore, when students were low in both 

inferencing and simple passage comprehension, the likelihood that they were high in knowledge 

construction was extremely low (less than 1% in September and about 4% in April).  

 

Considered together with the mean differences between the profiles in knowledge construction, 

this pattern of findings suggests that high levels of inferencing and simple passage 

comprehension are independently associated with knowledge construction from information 

text. Furthermore, high levels of inferencing and simple comprehension are jointly ς but not 

independently ς sufficient for most students to construct complex knowledge from information 

text (Figure 1, paths e and f). These findings accord well with the idea from the construction-

integration model of comprehension (e.g., Kintsch & Kintsch, 2005) that formation of the 

textbase, by identifying the microstructure and macrostructure of a text, contributes to the 

ability to develop a situation model, but that even with a strong textbase, readers may not be 

able to form an elaborate situation model representative of the highest level of comprehension. 

As discussed earlier in the chapter, making text-based inferences, which is what our inferencing 

ƳŜŀǎǳǊŜ ƭŀǊƎŜƭȅ ŘŜƳŀƴŘŜŘΣ ƘŜƭǇǎ ǎǘǳŘŜƴǘǎ ŦƻǊƳ ŀ ǘŜȄǘΩǎ ƳƛŎǊƻǎǘǊǳŎǘǳǊŜΣ ǿƘŜǊŜŀǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ 

the general meaning and organization of a text ς as demanded by our simple comprehension 

measure ς additionally reflects cognizance of the macrostructure. The current findings also 

mesh with previous research demonstrating that frequency of making inferences while reading 

positively related to sixth-ƎǊŀŘŜǊǎΩ ό²ƻƭŦŜ ϧ DƻƭŘƳŀƴΣ нллрύ ŀƴŘ ŎƻƭƭŜƎŜ ǎǘǳŘŜƴǘǎΩ όaŎbŀƳŀǊŀΣ 

2004) performance on open-ended comprehension questions requiring integration of multiple, 

ƴƻƴŎƻƴǘƛƎǳƻǳǎ ǘŜȄǘ ǇǊƻǇƻǎƛǘƛƻƴǎ ŀƴŘ ǊŜǎŜŀǊŎƘ ǎƘƻǿƛƴƎ ǘƘŀǘ ƘƛƎƘ ǎŎƘƻƻƭŜǊǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƻƴ ǘƘŜ 

Gates-MacGinitie Comprehension test (our measure of simple passage comprehension) was a 

unique contrƛōǳǘƻǊ ǘƻ ǘƘŜƛǊ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ŎƻƳǇƭŜȄ ǎŎƛŜƴŎŜ ǘŜȄǘ όhΩwŜƛƭƭȅ ϧ aŎbŀƳŀǊŀΣ 

2007). But we also built on these findings by examining the relationship of inferencing with 

knowledge construction taking simple passage comprehension into account, and, conversely, 

the relationship of simple passage comprehension with knowledge construction taking 

inferencing level into account. That is, we examined not only how structural comprehension 

components related individually to complex information text comprehension, but also 

considered how combinations of performance on these components may have affected 

integrative comprehension.  

 

Growth in the Cognitive Processes of Information Text Comprehension 

Thus far, the analyses we have described were based on examining interrelations among scores 

on assessments administered at the same time point ς that is, either at the beginning of the 

school year or in April. These analyses offer a snapshot of the cognitive components 

contributing to complex knowledge construction at each time. The use of the same set of 

assessments at these two time points, however, also enabled us to examine cognitive predictors 

of growth in information text comprehension from September to April. Again, we first 

summarize previous analyses which used variable-centered methods to examine growth (Klauda 

& Guthrie, 2010). These analyses informed person-centered analyses of growth, which are the 
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centerpiece here. The variable-centered analyses of growth built directly on our analyses 

showing that reading fluency, literal text comprehension, inferencing, and simple passage 

comprehension each have a unique concurrent relationship with knowledge construction from 

information text, with the latter two processes having particularly strong links (Klauda & 

Guthrie, 2010). In the analysis of growth, however, rather than using data collected at a single 

time point, we used September scores on the cognitive components to predict April knowledge 

construction, controlling for September knowledge construction. In this analysis, the higher-

order, structural components of inferencing and simple passage comprehension were the only 

significant unique cognitive predictors, with the role of the latter much stronger than that of the 

former. These findings suggest that students with relatively high levels of inferencing and, 

especially, simple passage comprehension grew more in knowledge construction from 

information text over the school year than students with lower levels of these skills. That is, skill 

in inferencing and simple passage comprehension appears to help adolescent readers become 

better able to comprehend complex information text. One reason, perhaps, that simple passage 

comprehension was the stronger predictor is because its measure, like the knowledge 

construction measureΣ ŜƴǘŀƛƭŜŘ ǳǎƛƴƎ ƻƴŜΩǎ ŎƻƴǎǘǊǳŎǘŜŘ ǘŜȄǘōŀǎŜ after reading to derive 

meaning from the text, while inferencing required more online processing. Altogether, this 

analysis provided additional support for paths e and f in Figure 1, as well as the lack of direct 

connections between the propositional components and knowledge construction in the 

hierarchical-cognitive model.   

 

Additionally, the variable-centered analysis of growth suggested that reading fluency and literal 

text comprehension indirectly predicted growth in knowledge construction from information 

text, as they were significant unique predictors of April knowledge construction, controlling for 

September knowledge construction, before September inferencing and simple passage 

comprehension were added to the analysis. The coefficients associated with these lower-order 

processes, however, declined and lost significance when inferencing and simple passage 

comprehension were also included. Additional regression analyses demonstrated, furthermore, 

that September reading fluency and literal text comprehension were both significant predictors 

of growth in inferencing and simple passage comprehension from September to April (Klauda & 

Guthrie, 2010), thus providing strong support for paths a-d in Figure 1. Altogether, the pattern 

of findings from these three regressions conducted to predict growth in inferencing, simple 

passage comprehension, and knowledge construction offer substantial support for the 

hierarchical-cognitive model of information text comprehension: Propositional components 

facilitate structural components, which in turn facilitate the highest-order process of knowledge 

construction from complex information text. 

 

While the analyses summarized above offer insight into cognitive processes that individually 

contribute to improvement in information text comprehension, they do not address the 

question of whether these variables interact in predicting growth, or the extent to which growth 

in comprehension actually occurred in our students during their seventh-grade year. Thus, we 

conducted further profile analyses. In each analysis, we focused on the students who performed 
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in the low range for inferencing, simple passage comprehension, or knowledge construction in 

September. First, we simply asked, with respect to each cognitive process: What proportion of 

low-performing students in September performed in the high range in April? We found that 

whereas a slight majority of students initially low in inferencing (53%) were high in inferencing in 

April, less than a third of students initially in the low range in simple passage comprehension or 

knowledge construction reached the criteria for high performance on these assessments in 

April.  

 

But did the shifts just described differentially occur according to ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ ǊŜŀŘƛƴƎ 

fluency and literal text comprehension in September? Specifically, was high initial ability in one 

or both of these propositional components sufficient to enable these shifts? A different pattern 

again emerged for inferencing versus simple passage comprehension and knowledge 

construction. Whereas the majority (specifically 63% or more; see Table 8) of students high in 

fluency, literal, or both in September were high in inferencing in April, the vast majority of 

students initially high only in one propositional component remained low in simple passage 

comprehension and knowledge construction in April (Tables 9 and 10). Furthermore, of those 

initially high in both fluency and literal, only 32% were high in simple passage comprehension 

and 42% were high in knowledge construction in April. These findings depart somewhat from 

those obtained when we examined these profiles for the whole sample with respect to 

concurrent performance in the structural- and integrative-comprehension processes. Although 

the relations of the high fluency/high literal profile to knowledge construction were similar in 

the two sets of analyses (compare Subgroup 4b in Tables 6 and 10), reading fluency and literal 

comprehension appeared, especially jointly, to play more of a facilitative role for inferencing 

and simple passage comprehension when the full sample was examined (see Tables 4 and 5, 

Subgroup 4b). These discrepancies suggest that careful attention needs to be given to 

instruction for students who have adequate propositional reading skills but are lacking in 

structural and integrative comprehension skills; it cannot be assumed that growth in the 

ǎǘǊǳŎǘǳǊŀƭκƛƴǘŜƎǊŀǘƛǾŜ ǇǊƻŎŜǎǎŜǎ ǿƛƭƭ άƴŀǘǳǊŀƭƭȅέ ƻŎŎǳǊ ŦƻǊ ǘƘŜǎŜ ǎǘǳŘŜƴǘǎΦ {ƪƛƭƭ ƛƴ ǘƘŜ 

propositional components skills may be substantially prerequisite to engaging in more 

constructive and integrative comprehension processes and free cognitive resources for them. 

Many students, however, may need instruction that explicitly teaches them how to apply those 

resources to such higher-order comprehension tasks. 

 

We also asked whether the shift to high knowledge construction occurred differentially 

ŀŎŎƻǊŘƛƴƎ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ ƛƴŦŜǊŜƴŎƛƴƎ ŀƴŘ ǎƛƳǇƭŜ ǇŀǎǎŀƎŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ǇŜǊŦƻǊƳŀƴŎŜ 

in September. The answer to this question was quite consistent with the analysis of concurrent 

relations between inferencing/simple passage comprehension profiles and knowledge 

construction in September for the full sample. Specifically, the current analysis indicated that 

students high in both structural components in September were much more likely to shift to 

high knowledge construction in April than students initially high in just one structural 

component (Table 11). Still, only a slight majority of the students initially high in both 

components (55%) performed in the high range in knowledge construction in April. Thus, there 
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is clearly one or more other key facilitative or limiting factors besides the structural cognitive 

components studied that substantially promote or inhibit knowledge construction. For example, 

such factors might be background knowledge or use of comprehension monitoring strategies.  

 

Generalizability of Findings to African American and European American Adolescents 

Background. Although the majority of students participating in our research were 

European American, about 20% of the sample ς224 students ς was African American. Given that 

there is a paucity of research exploring reading comprehension processes in adolescents from 

diverse ethnic backgrounds, we decided to re-conduct a portion of the profile analyses 

separately for African American and European American students. We also briefly summarize 

person-centered analyses of the concurrent relations among the components of information 

text comprehension conducted separately for each ethnicity (Klauda & Guthrie, 2010). Previous 

studies that have addressed the general question of whether cognitive processes relate 

differentially to reading comprehension for students of different ethnicities have primarily 

focused on oral reading fluency, measured as words read correctly per minute, and employed 

standardized or state reading assessments that measured a combination of literal and 

inferential comprehension for narrative and information text (Hintze, Callahan, Matthews, 

Williams, & Tobin, 2002; Hixson & McGlinchey, 2004; Kranzler, Miller, & Jordan, 1999; Roehrig, 

Petscher, Nettles, Hudson, & Torgeson, 2008). Furthermore, these studies only included 

elementary students. Thus, with our focus on adolescents and attention simultaneously to 

multiple cognitive components of information text comprehension, we addressed clear gaps in 

this area of research. Using a person-centered approach in addition to a variable-centered 

approach was also unique in this realm. 

 

Have previous studies found any differences in the interrelations of cognitive components of 

comprehension? Two of the four studies cited in the previous paragraph, found no evidence of 

differential relations for African American and European American students (Hintze et al., 2002; 

Roehrig et al., 2008). Hixson and McGlinchey (2004), however, found that fluency and 

standardized reading comprehension correlated more strongly in European American than 

African American students. Furthermore, both Hixson and McGlinchey (2004) and Kranzler et al. 

(1999) presented evidence that reading fluency overestimated performance on state reading 

assessments for African American students. In other words, there was a weaker relationship 

between fluency and comprehension in African Americans than expected, based on the 

ǊŜƭŀǘƛƻƴǎƘƛǇ ƻōǎŜǊǾŜŘ ŦƻǊ ǘƘŜ Ŧǳƭƭ ǎŀƳǇƭŜΦ hǾŜǊŜǎǘƛƳŀǘƛƻƴ ƻŦ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴ 

Ƴŀȅ ŎƻƴǘǊƛōǳǘŜ ǘƻ ŜŘǳŎŀǘƻǊǎΩ ŦŀƛƭǳǊŜ ǘƻ ǊŜŎƻƎƴƛȊŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ŘƛŦŦƛŎǳƭǘƛŜǎ ŀƴŘ ǘƘŜ 

systematic under-identification of African American students for extra or special instructional 

programs.  

 

To our knowledge, only one study has compared the relationship between reading 

comprehension and a cognitive variable other than fluency in African American and European 

American students. Kurtz-Costes, Ehrlich, McCall, and Loridant (1995) studied how seventh 

ƎǊŀŘŜǊǎΩ ƳŜǘŀŎƻƎƴƛǘƛƻƴ ƛƴ ǊŜŀŘƛƴƎΣ ƻǊ ǘƘŜƛǊ ƪƴƻǿƭŜŘƎŜ ƻŦ ǊŜŀŘƛƴƎ ǎǘǊŀǘŜƎƛŜǎ ŀƴŘ ǘŜȄǘ 
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characteristics, related to standardized reading comprehension performance. The findings 

clearly differed for the two ethnic groups. Whereas metacognition positively correlated with 

comprehension in European Americans, in African Americans there was no relationship. 

CǳǊǘƘŜǊƳƻǊŜΣ ƳŜǘŀŎƻƎƴƛǘƛƻƴ ǿŀǎ ǘƘŜ ƻƴƭȅ ǳƴƛǉǳŜ ǇǊŜŘƛŎǘƻǊ ƻŦ 9ǳǊƻǇŜŀƴ !ƳŜǊƛŎŀƴǎΩ 

comprehension when three aspects of motivation were taken into account, whereas neither 

ƳŜǘŀŎƻƎƴƛǘƛƻƴ ƴƻǊ ŀƴȅ ƳƻǘƛǾŀǘƛƻƴ ǳƴƛǉǳŜƭȅ ǇǊŜŘƛŎǘŜŘ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴǎΩ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ YǳǊǘȊ-

Costes et al. (1995) speculated that the lack of relationship between African American studeƴǘǎΩ 

metacognition and comprehension could have partially been due to their lower comprehension 

performance. For poor readers, propositional reading skills may be more closely linked to 

comprehension than higher-order skills and knowledge or affective aspects of reading (Saarnio, 

Oka, & Paris, 1990).  

  

We should emphasize that we were interested in ascertaining whether there are any ethnic 

differences in the relations of several cognitive processes with knowledge construction, rather 

than ethnic differences in the level of achievement on our cognitive measures. Numerous 

studies provide evidence of a long-standing achievement gap in reading between African 

American and European American students, favoring the latter. A recent National Assessment of 

Educational Progress (NAEP) study indicated that the gap has narrowed somewhat for fourth 

graders, but not for eighth graders (Lee, Grigg, & Donahue, 2007).  

 

Variable-centered analyses of concurrent relations among the components of 

information text comprehension. Given that European American students indeed scored 

significantly higher than African American students on each assessment in our sample, we 

conducted the variable-centered analyses using the full samples of African American and 

European American students, as well as a European American sample matched to the African 

American sample in mean and standard deviation on the dependent variable, knowledge 

construction (Klauda & Guthrie, 2010).  

 

Earlier we summarized variable-centered analyses involving our full sample which demonstrated 

that each cognitive component of our model related positively to knowledge construction from 

information text, when examined individually and when the relations of every other cognitive 

component were controlled statistically. We also found that reading fluency and literal text 

comprehension largely related to knowledge construction through inferencing and simple 

passage comprehension. In other words, they partly enabled inferencing and simple passage 

comprehension, which in turn related most directly to knowledge construction. Our essential 

question now is: Did this same set of findings hold for African American and European American 

adolescents? The answer largely appeared to be yes. Statistical tests indicated no differences in 

the magnitude of relations between each cognitive component and knowledge construction 

between either the African American and matched European American samples or the African 

American and full European American samples. Additionally, in the African American and 

matched European American samples, the relations of fluency and literal comprehension with 

knowledge construction occurred entirely through their relations with inferencing and simple 
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passage comprehension. On the other hand, in the full European American sample, there was 

evidence that fluency and literal comprehension impacted knowledge construction directly, as 

well as indirectly, through inferencing and simple passage comprehension (Klauda & Guthrie, 

2010). 

 

Overall, the analyses just described offered some evidence that the hierarchical-cognitive model 

of information text comprehension holds for both African American and European American 

adolescents. The fact that the analyses for the African American and matched European 

American samples were distinct from the analyses for the full European American and total 

samples only in the significance of fluency and literal text comprehension as unique predictors 

of knowledge construction substantiates this conclusion. That is, differences in achievement 

levels appeared to have a small impact on the interrelations of cognitive components of 

information text comprehension, whereas ethnicity appeared to have no impact.  

 

Person-centered analyses of growth in information text comprehension. For each 

ethnicity, we replicated the analyses that examined the extent to which students shifted from 

low to high inferencing, simple passage comprehension, and knowledge construction from 

September to April, and whether September profiles of cognitive performance differentially 

predicted these shifts (See Tables 12 for descriptive statistics by ethnicity and Tables 13-16 for 

analyses of shifts in performance). First, with respect to ethnic differences in the findings, of 

students who performed in the low range on the structural and integrative information text 

comprehension processes in September, smaller proportions of African American than European 

American students shifted to performance in the high range in April. The difference for 

knowledge construction was most striking: only 12% of the 177 African American students who 

were low in knowledge construction in September shifted to high performance in April, whereas 

32% of the 577 European Americans in the low range in September did so. The links between 

profiles and change in performance level also revealed a few differences between African 

American and European American students. For instance, although the majority of students who 

were initially high in one or both propositional comprehension components remained low in 

simple passage comprehension and knowledge construction in April (see Tables 14 and 15), 

movement from low to high knowledge construction was about 20% less likely for African 

Americans who were initially high in both propositional comprehension components than for 

European Americans with the same profile. Also, a substantially greater percentage of European 

Americans (75%) compared to African Americans (40%) who were initially high in both fluency 

and literal comprehension shifted from low to high inferencing. The percentage for African 

Americans, however, may be unreliable as there were only 10 students representing the high 

fluency/high literal profile (Table 13). Lastly, about 13% more European Americans than African 

Americans with the high inferencing/high simple passage comprehension profile in September 

were high in knowledge construction in April (see Table 16).    

 

In addition to these descriptive analyses of shifts from low to high levels of the structural and 

integrative comprehension processes, we also investigated whether September profiles and 



Information Text Comprehension in Adolescence: Vital Cognitive Components 124 

 

 

ethnicity predicted initially low-ŀŎƘƛŜǾƛƴƎ ǎǘǳŘŜƴǘǎΩ ǎŎƻǊŜǎ ƛƴ !ǇǊƛƭΣ ŎƻƴǘǊƻƭƭƛƴƎ ŦƻǊ ǘƘŜƛǊ ǎŎƻǊŜǎ ƛƴ 

September. In other words, we were interested in whether amount of growth in each 

structural/integrative aspect of comprehension differed according to initial profiles of 

ŎƻƳǇǊŜƘŜƴǎƛƻƴ ŎƻƳǇƻƴŜƴǘǎ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ŜǘƘƴƛŎƛǘȅΦ hǳǊ ŀƴŀƭȅǎŜǎΣ ŦǳǊǘƘŜǊƳƻǊŜΣ ŜƴŀōƭŜŘ ǳǎ ǘƻ 

determine whether profiles and ethnicity interacted in predicting growth. That is, was any 

profile associated with greater growth for one ethnicity than the other? (See Part 4 of the 

methodology and statistical analyses section for detailed analysis descriptions.) 

 

¢ƘŜ ŀƴŀƭȅǎŜǎ ŎƭŜŀǊƭȅ ƛƴŘƛŎŀǘŜŘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ {ŜǇǘŜƳōŜǊ ǇǊƻŦƛƭŜǎ ƻŦ ǊŜading fluency and literal 

text comprehension impacted amount of growth in the two structural comprehension 

processes. Likewise, September profiles of inferencing and simple passage comprehension 

impacted growth in knowledge construction. Generally, students high in both profile 

components scored significantly higher in each April outcome measure than those high in only 

one profile component, who scored higher than those low in both profile components, when 

September scores were held constant (see Figures 4-6). 

 

The results were less clear-cut with respect to whether ethnicity or interactions between 

ethnicity and September profiles impacted growth. For instance, we found that European 

Americans grew significantly more in inferencing than African Americans. However, as shown in 

Figure 4, this overall difference may be due to the African American students with the high 

fluency/high literal profile showing substantially less growth than their European American 

counterparts. Furthermore, they surprisingly showed less growth than students initially high 

only in fluency or only in literal comprehension. As noted above, it is critical to keep in mind that 

there were only 10 African Americans with high fluency and literal comprehension and low 

inferencing in September. Consider that the mixed profile of propositional components 

consisted primarily of students with low fluency but high literal text comprehension. Thus, if the 

current interaction between profile and ethnicity was replicated with a larger sample, it would 

raise questions about whether African American students with high fluency tend to sacrifice 

higher-order meaning-making for speed. There was also a trend toward African Americans 

showing less growth in knowledge construction than European American students in the 

analysis that examined the effects of reading fluency/literal text comprehension profiles. In this 

case, there was no interaction between profile and ethnicity. Finally, in the analyses that 

examined reading fluency/literal comprehension profiles in relation to simple passage 

comprehension growth and inferencing/simple passage comprehension profiles in relation to 

knowledge construction growth, there were no general or interactive effects of ethnicity on 

growth (Figures 5 and 6).    

 

Altogether, then, the analyses that utilized student profiles suggested more differences in the 

relations among cognitive components of comprehension by ethnicity than did the regression 

analyses. Of particular concern is the evidence that low-achieving African American students 

showed less improvement in multiple aspects of comprehension during the school year than did 

similarly low-achieving European American students, and somewhat weaker connections 
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between initial performance profiles and subsequent performance in the structural and 

integrative comprehension processes. Investigation of whether the low-achieving students 

showed differences in motivation and in experience of the instructional context by ethnicity 

might help explain why this was so. 

 

Conclusions 

In this chapter we presented theory and empirical findings from the study of reading 

comprehension relevant to the overarching question of the critical cognitive components of 

ŀŘƻƭŜǎŎŜƴǘǎΩ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ ²Ŝ ŀǎǎŜƳōƭŜŘ ŀƴ ŀǊǊŀȅ ƻŦ ŜǾƛŘŜƴŎŜ ŦǊƻƳ ƻǳǊ 

own study of ethnically diverse seventh-grade students that substantiates the hierarchical-

cognitive model depicted in Figure 1. Specifically, we found that four cognitive processes 

ŎƻƴǘǊƛōǳǘŜ ǎǳōǎǘŀƴǘƛŀƭƭȅ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛŎƛŜƴŎȅ ƛƴ ŎƻƳǇǊŜƘŜƴŘƛƴƎ ŎƻƳǇƭŜȄly structured, 

conceptually dense information text, or the process of knowledge construction from 

information text. The ability to make inferences in information text and derive global meaning 

from simple passages appeared most directly to enable this sophisticated form of 

comprehension. Reading fluency and literal text comprehension also appeared to facilitate 

knowledge construction, but largely through their links with inferencing and simple passage 

comprehension. Our study uniquely compared the relations of multiple components of reading 

comprehension for African American and European American students, finding a highly similar 

pattern of relations.  

 

Does the hierarchical-cognitive model represent a truly comprehensive cognitive model of 

information text comprehension for adolescents? The four components we studied together 

explained 55% of the variance in knowledge construction at the second data collection point 

(Klauda & Guthrie, 2010). Compared to previous studies of multiple processes of reading 

comprehension in adolescents, this is a sizeable percentage. Although the hierarchical-cognitive 

model does not include other cognitive variables known to correlate with reading 

comprehension, such as vocabulary or strategy usage, based on the unique and joint 

significance of its components as predictors of knowledge construction and growth in 

knowledge construction, we believe it substantially encompasses the processes of information 

text comprehension among adolescents. At the same time, our current analyses clearly 

indicated that proficiency in any one or even multiple components does not fully enable the 

integrative process of knowledge construction. Future investigations might, therefore, examine 

whether other cognitive or affective factors explain additional variance in knowledge 

construction, or interact with components already in the hierarchical-cognitive model. 

 

Finally, what are the boundaries of the hierarchical-cognitive model with regard to text type? As 

stated near the start of this chapter, we endeavored to create a model that applied to 

information text in multiple disciplines, although we utilized text specifically on scientific topics 

in our study. Importantly, the passages we used contained no charts or diagrams; they were 

purely text, with the exception that each passage concerning specific animals or plants was 

accompanied by an illustrative black-and-white photo. Each passage described or explained the 
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survival of certain organisms or the likely mechanisms of natural or physical phenomena. We 

believe that the hierarchical-cognitive model would extend to information passages concerning 

historical and social entities or occurrences comprised primarily of text (as opposed to charts 

and diagrams) as well.   

           

Methodology and Statistical Analyses 

1) Relatively high levels of reading fluency and literal text comprehension are independently 

associated with stronger inferencing, simple passage comprehension, and knowledge 

construction from information text. Furthermore, high levels of both reading fluency and 

literal text comprehension are largely sufficient for inferencing and simple passage 

comprehension, but not for knowledge construction from information text. 

The analyses in this section and the following section comprise a person-centered approach for 

evaluating the hierarchical-cognitive model of the cognitive components of knowledge 

construction. We asked: (1) To what extent do students who show different levels of reading 

fluency but the same level of literal text comprehension vary in the structural components of 

inferencing and simple passage comprehension, and the integrative process of knowledge 

construction? (2) To what extent do students who show different levels of literal text 

comprehension but the same level of reading fluency vary in each structural/integrative 

process? (3) To what extent do students who show the same levels of reading fluency and literal 

text comprehension vary in each structural/integrative process? In other words, we were 

interested in how performance in the high range in the propositional components individually 

and jointly facilitated stǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ ǎǘǊǳŎǘǳǊŀƭκƛƴǘŜƎǊŀǘƛǾŜ ŎƻƳǇǊŜƘŜƴǎƛƻƴ 

processes.  

 

Analyses conducted to address the above questions, and all other analyses described in this 

chapter, utilized data collected from a set of five cognitive assessments. These assessments 

were administered in September and again in April to all participating seventh-grade students. 

Teachers administered the assessments during Reading/Language Arts class on two consecutive 

days at each time point. Descriptions of each assessment follow, and descriptive statistics 

appear in Table 2. Data from these assessments was also utilized in another study (Klauda and 

Guthrie, 2010) for analyses based in a different analytical framework, and are similarly described 

there. 

 

The researcher-developed measure of knowledge construction from information text consisted 

of three 250 to 300 word passages on science topics ranging from medium to high difficulty for 

seventh graders. Each passage was followed by five multiple choice questions that involved 

either identifying the main concept, applying understanding of subconcepts, causal reasoning, 

and identifying the best summary for all or part of the passage (see Table 2 for example items). 

These questions required integration of two or more, consecutive or non-consecutive text 

propositions with each other and background knowledge. Each student received a percent 

correct score. Three alternate test forms were constructed, with one common and two unique 

passages. The forms were counterbalanced so that students received different forms at each 
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test point and approximately equal numbers of students received each form. Across time points 

ŀƴŘ ǘŜǎǘ ŦƻǊƳǎΣ /ǊƻƴōŀŎƘΩǎ ʰ ŦƻǊ ǘƘŜ ǘŜǎǘ ǊŀƴƎŜŘ ŦǊƻƳ Φсм ǘƻ ΦтнΦ ¢ƻ ŀǎǎŜǎǎ ǘƘŜ ŎƻƴǘŜƴǘ ǾŀƭƛŘƛǘȅ 

of the test, a former director of science education for a school district in a major U.S. city, 

uninvolved in the creation of the test, rated the test passages of one form on scientific validity 

on a 3-point scale. All passages received the most positive rating for scientific validity, indicating 

that they were factually accurate, included interrelated concepts appropriate to the topic, and 

that the passages were well-organized. He also classified the items according to the five 

categories of item type. His classifications matched ours, the test authors, 87% of the time. 

 

To measure reading fluency, we employed the WJ III Reading Fluency Test (Form B in 

September, Woodcock, Mather, & Schrank, 2004; Form C in April, Woodcock, Shrank, Mather, & 

McGrew, 2007), which measures speed and accuracy in reading simple sentences. Students have 

three minutes to read silently as many sentences they can, indicating whether each one is true 

or false. Standardized scores were used. Both forms have internal consistency coefficients of 

җΦфл ŦƻǊ ŀƎŜǎ мн ŀƴŘ мо, and one-year test-retest correlations of .70 (McGrew, Schrank, & 

Woodcock, 2007; Schrank, Mather, & Woodcock, 2004). 

 

We assessed literal text comprehension with a researcher-developed measure of three 60- to 

110-word passages on science topics, each followed by four to five multiple choice questions 

(there were 14 items total). The passages were low in difficulty for seventh graders. There were 

four item types, including word meaning in context, phrase understanding, sentence 

paraphrasing, and basic conceptual understanding. The answers to all question types required 

exact or near paraphrases of information in the text, and at most, required a linkage between 

two consecutive sentences (see Table 2 for example items). Each student received a percent 

correct score. Students completed this test at each of the three time points, and again, three 

counterbalanced test forms were employed; a unique set of passages comprised each form. 

!ŎǊƻǎǎ ǘƛƳŜ Ǉƻƛƴǘǎ ŀƴŘ ǘŜǎǘ ŦƻǊƳǎΣ /ǊƻƴōŀŎƘΩǎ ʰ ǊŀƴƎŜŘ ŦǊƻƳ Φтм ǘƻ ΦтфΦ ¢ƘŜ ǎŎƛŜƴŎŜ ŜȄǇŜǊǘ ŀƭǎƻ 

evaluated one form of this test, rating all passages at the highest level of scientific validity and 

showing 93% agreement with the authors for classification of item types. 

 

We also assessed inferencing in information text with a researcher-developed measure, which 

consisted of five passages on science topics with a wide range of difficulty and 20 test items. The 

test employed a maze format; four sentences in each passage were incomplete. As students 

read, they needed to select, from three options, the word or phrase that best completed each 

sentence. Sentence completion required one of four kinds of inferences based on Magliano, 

Baggett, and GǊŀŜǎǎŜǊΩǎ όмффсύ ǘŀȄƻƴƻƳȅΥ  
 

όмύ ǊŜŦŜǊŜƴǘƛŀƭΣ ǿƘƛŎƘ ǊŜǉǳƛǊŜ ǘƘŜ ǊŜŀŘŜǊ ǘƻ άōƛƴŘ ŀ ǿƻǊŘ ƻǊ ǇƘǊŀǎŜ ǘƻ ŀ ǇǊŜǾƛƻǳǎ ŜƭŜƳŜƴǘ ƻǊ 

ŎƻƴǎǘƛǘǳŜƴǘ ƛƴ ǘƘŜ ǘŜȄǘέ όǇΦ нлоΤ ŜΦƎΦΣ ƭƛƴƪƛƴƎ ŀ ǇǊƻƴƻǳƴ ǘƻ ŀ ƴŀƳŜύΤ όнύ Ŏŀǳǎŀƭ ŀƴǘŜŎŜŘŜƴǘΣ ǿƘƛŎƘ 

involves making a causal connection ōŜǘǿŜŜƴ άŀƴ ŜȄǇƭƛŎƛǘ ǎǘƻǊȅ ŀŎǘƛƻƴΣ ŜǾŜƴǘΣ ƻǊ ǎǘŀǘŜ ǿƛǘƘ ǇǊƛƻǊ 

ǇŀǎǎŀƎŜ ŎƻƴǘŜȄǘέ όǇΦ нлрύΤ όоύ Ŏŀǳǎŀƭ ŎƻƴǎŜǉǳŜƴŎŜΣ ǿƘƛŎƘ ƻŎŎǳǊǎ ǿƘŜƴ ǘƘŜ ǊŜŀŘŜǊ ƛǎ άǇǊŜŘƛŎǘώƛƴƎϐ 

ƻǊ ŦƻǊŜŎŀǎǘώƛƴƎϐ ŦǳǘǳǊŜ ŜǾŜƴǘǎ ŀƴŘ ǎǘƻǊȅ ŎƻƴǘŜƴǘέΤ ƻǊ όпύ ǎǘŀǘŜΣ ǿƘƛŎƘ ƻŎŎǳǊǎ άǿƘŜƴ ώǊŜŀŘŜǊǎϐ 
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infer some ongoing condition...from the perspective of the time frame of the text. States can 

ƛƴŎƭǳŘŜ ŀƴ ŀƎŜƴǘΩǎ ǘǊŀƛǘǎΣ ƪƴƻǿƭŜŘƎŜΣ ŀƴŘ ōŜƭƛŜŦǎΣ ǘƘŜ ǇǊƻǇŜǊǘƛŜǎ ƻŦ ƻōƧŜŎǘǎ ŀƴŘ ŎƻƴŎŜǇǘǎΣ ŀƴŘ 

ǎǇŀǘƛŀƭ ƭƻŎŀǘƛƻƴǎ ƻŦ ŜƴǘƛǘƛŜǎέ όǇΦ нлфύΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛƴ ŀƴ ƛƴŦƻǊƳŀǘƛon text, states may refer to 

concrete knowledge, such as the shape of the Earth, or the states that border Maryland (see 

Table 2 for example items.) Each student received a percent correct score. Students also 

completed this test at each time point, with again there being three counterbalanced test forms; 

ǘƘŜ ŦƻǊƳǎ ƘŀŘ ƻƴŜ ǇŀǎǎŀƎŜ ƛƴ ŎƻƳƳƻƴΣ ŀƴŘ ŦƻǳǊ ǳƴƛǉǳŜ ǇŀǎǎŀƎŜǎΦ /ǊƻƴōŀŎƘΩǎ ʰ ǾŀƭǳŜǎ ǊŀƴƎŜŘ 

from .65 to .73 across time points and test forms. The science expert again evaluated one test 

form, rating 60% of the passages at the highest level of scientific validity and 40% at the medium 

level. His classifications of items into the four inference types showed 65% agreement with the 

ǘŜǎǘ ŀǳǘƘƻǊǎΩ a priori classifications. 

 

For simple passage comprehension, students completed Level 5, 6, or 7/9 of the Gates-McGinitie 

Comprehension Test (Form S in September, Form T in April; MacGinitie et al., 2000). Levels were 

assigned based on performance the prior spring on the state reading assessment. We selected 

this multiple-choice test, which contains narrative and expository passages, to represent simple 

passage comprehension because we believe the questions generally require textbase-level 

comprehension, whereas our knowledge-construction measure requires a fuller knowledge 

network. Extended scale scores were employed in analyses. The tests have internal reliability 

ŎƻŜŦŦƛŎƛŜƴǘǎ җΦфмΣ ŀƴŘ Ŧŀƭƭ ǘƻ ǎǇǊƛƴƎ ǘŜǎǘ-retest reliability of .79 or higher (Maria & Hughes, 2008). 

 
Table 2 
Descriptive Statistics for Reading Assessment Scores 

Variable 
September  April 

   n 
   M 

   (SD) 
 

   n 
          M 
        (SD) 

Knowledge construction 1142 42.75   
(20.29) 

 1119 46.84 
(21.14) 

Reading fluency 1133 103.77 
(15.61) 

 1082 110.24 
(18.08) 

Literal understanding 1142 78.51 
(19.08) 

 1119 79.22 
(18.32) 

Inferencing 1139 64.82 
(17.68) 

 1111 69.13 
(16.99) 

Simple passage 
comprehension 

1138 525.72 
(44.55) 

 1104 534.67 
(46.03) 
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Table 3  
Examples from Researcher-Developed Measures 
 
Assessment                                         Example  

 Passage topic Item Item type 

Knowledge 
construction 

Chemical origins of 
life 

Theories about the origin of life are 
changing because: 
a) The laws of chemistry have 
changed. 
b) Scientists are finding that some 
chemical reactions slow down in ice. 
c) Chemical reactions have been 
found NOT to increase at higher 
temperatures. 
d) Studies are showing how RNA 
might form in liquid pockets in ice. 
 

Causal reasoning 

 Survival 
mechanisms of 
Weddell seals 

Which of the following statements 
about temperature regulation is 
true based on the passage above? 
a) Blubber enables Weddell seals to 
avoid overheating. 
b) Weddell seals depend on blubber 
only in the winter. 
c) Cooled blood reduces Weddell 
ǎŜŀƭǎΩ ƻǾŜǊŀƭƭ ōƻŘȅ ǘŜƳǇŜǊŀǘǳǊŜΦ 
d) In some body parts, poor 
insulation promotes overheating.  
  

Subconcept    
understanding 

 Survival 
mechanisms of 
wandering 
albatrosses 

Which of the following statements 
best summarizes the third 
paragraph of this passage? 
a) Even young wandering 
albatrosses are good at defending 
themselves. 
b) Wandering albatrosses often 
regurgitate an oily mixture. 
c) Aggressive birds often injure or 
kill wandering albatrosses. 
d) Wandering albatrosses use an oily 
substance to prevent attacks. 

Best summary -- part 
of passage 

 
Literal text 
comprehension 

Purpose and 
consequences of 
prairie dog 
burrowing 

The phrase such as prairie dogs 
indicates that: 
a) Prairie dogs are a type of rodent, 
but do not burrow. 
b) Most rodents are prairie dogs. 
c) Prairie dogs are a kind of rodent 
that burrows. 
d) Prairie dogs are a lot like other 
rodents. 
 

Phrase understanding 
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 Changes on the 
prairie over time 

Why was the wild prairie plowed up 
150 years ago? 
a) To replace the corn and soybean 

plants 
b) Because prairie dogs ruined the 

land 
c) Because the soil changed 
d) Because farmers wanted the land 
 

Sentence paraphrase 

 Characteristics of 
digging owls 

¢ƘŜ ȅƻǳƴƎ ƻǿƭǎΩ ŦŜŀǘƘŜǊǎ ƘŜƭǇ 
them: 
a)  Get out of the ground 
b)  Become strong 
c)  Cool off 
d)  Hide from enemies 
 

Basic conceptual 
understanding 

Inferencing in 
info. text 

Famous blizzards ...Huge amounts of snow fell.  
Connecticut and 
Massachusetts received 50 inches of 
snow. __________ 15 to 50 feet 
high. 
a)  Snowdrifts towered 
b)  The waves reached 
c)  Skiers jumped 
 

Referential inference 

  Impact of geographic 
location on 
temperature 

... Areas south of the equator have 
summer in December, January, and 
February. For example, __________ 
has summer when the United States 
has winter. 
a)  Canada 
b)  Australia 
c)  Russia 
   

State inference 

 Unusual feeding 
mechanisms of fish 

Most fishes feed in their natural 
surroundings ς water. Some, like 
trout, rise to the surface to snatch 
drowning flies and other food 
trapped at the surface or flying just 
above. But a few fishes are able to 
catch prey __________. 
a)  deep underwater 
b)  using wooden tools 
c)  on land or in trees 
                                                         

Antecedent inference 

 

The three focal questions of this section were each conducted separately with both September 

and April data. As a preliminary step for addressing the three questions, we divided the sample 

into four groups: (1) below grade level on reading fluency and 50% correct or less on literal text 

comprehension; (2) below grade level on fluency and greater than 50% correct on literal; (3) 

grade level or above on fluency and 50% correct or less on literal; (4) grade level or above on 
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fluency and greater than 50% correct on literal. As shown in Figure 2, in both September and 

April, Profile 4 represented the majority of students. Profile 2 represented less than a third of 

the students at each time. Comparatively few students demonstrated Profile 1 or 3. We 

addressed Questions 1 and 2 by conducting a series of one-way analyses of variance (ANOVAs) 

with group as the independent variable and inferencing, simple passage comprehension, and 

knowledge construction as dependent variables. All ANOVAs were significant at p Җ ΦллмΣ 

indicating that post-hoc tests were appropriate to examine group differences in each 

structural/integrative comprehension process. To judge the statistical significance of the 

ŀƴŀƭȅǎŜǎΣ ƛƴ ŀƭƭ ōǳǘ ƻƴŜ ŎŀǎŜ ǿŜ ǳǎŜŘ ²ŜƭŎƘΩǎ ǎǘŀǘƛǎǘƛŎ όŦƻǊ ǘƘŜ !bh±!ύ ŀƴŘ DŀƳŜs-Howell post-

hoc tests, which are appropriate when groups are unequal in size and have non-homogenous 

variance. In the one exception (simple passage comprehension in September), there was 

homogenous variance, so we used the standard F statistic and the results of Tukey-Kramer post-

hoc tests (which are robust with unequal group sizes) to judge significance. 
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Figure 2. Student profiles of reading fluency and literal text comprehension. 
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Pertinent to Question 1, which concerned the extent to which fluency by itself facilitated the 

structural/integrative processes, we examined the post-hocs tests that compared (a) students 

with Profile 1 (low fluency/low literal) with those showing Profile 3 (high fluency/low literal) and 

(b) those showing Profile 2 (low fluency/high literal) with those showing Profile 4 (high 

fluency/high literal) on each dependent variable. Of the 12 relevant post-hoc tests (2 

comparisons x 3 dependent variables x 2 test points), nine were significant at p Җ ΦлмΤ 

specifically, the comparisons showed that students high in fluency scored higher in inferencing, 

simple passage comprehension, or knowledge construction, than students low in fluency but at 

the same level of literal comprehension. The non-significant tests were those comparing Profiles 

1 and 3 in inferencing in September and knowledge construction in September and April. 

Altogether, these results suggest that relatively high fluency is associated with better 

performance in higher-level comprehension components, controlling for level of literal text 

comprehension. However, for inferencing and knowledge construction, this effect appears more 

pronounced for students at high versus low levels of literal text comprehension. 

 

To answer Question 2, which concerned the extent to which literal text comprehension by itself 

facilitated higher level comprehension components, we examined the post-hoc tests that 

compared (a) Profile 1 (low fluency/low literal) with Profile 2 (low fluency/high literal) and (b) 

Profile 3 (high fluency/low literal) with Profile 4 (high fluency/high literal) in each 

structural/integrative process. Of the 12 relevant post-hoc tests, all were significant at p Җ ΦлмΣ 

indicating that students scoring relatively high in literal text comprehension also score higher in 

inferencing, simple passage comprehension, and knowledge construction, regardless of their 

level of fluency.     

 

We first addressed Question 3, which concerned the joint impacts of reading fluency and literal 

text comprehension, with respect to inferencing. We did so by subdividing each of the four main 

profiles into two subgroups comprised of students who scored (a) 50% correct or less on 

inferencing and (b) greater than 50% correct on inferencing. More than 90% of students who 

were high in both reading fluency and literal text comprehension were also high in inferencing in 

September and April (see Table 4, Subgroups 4a and 4b). On the other hand, of students who 

were high in just one propositional component, only two-thirds were high in inferencing 

(Subgroups 2b and 3b), and of students low in both propositional components, less than one-

third were high in inferencing, at both time points (Subgroup 1b). This pattern of findings 

suggests that reading fluency and literal text comprehension jointly provide a sufficient base for 

inferencing. 

 

We addressed Question 3 with respect to simple passage comprehension by again subdividing 

each of the four profiles into two subgroups, including (a) students who performed below grade 

level simple passage comprehension and (b) students who performed above grade level in 

simple passage comprehension. As shown in Table 5, the majority of students who were high in 

both propositional components were also high in simple passage comprehension. In contrast, of 

students who were high in only one propositional process, only 31% and 20% were high in 
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simple passage comprehension in September and April, respectively. Furthermore, 4% or less of 

students who were low in both propositional components were high in simple passage 

comprehension at both time points. This pattern of findings suggests that skill in both reading 

fluency and literal text comprehension are largely prerequisite to and sufficient for simple 

passage comprehension.    

 

Lastly, we addressed Question 3 with respect to knowledge construction by dividing the four 

profiles into subgroups comprised of students who scored (a) 50% or less on knowledge 

construction and (b) greater than 50% correct on knowledge construction. As shown in Table 6, 

among students who were high in both propositional components, only 43% in September and 

58% in April were also high in knowledge construction. Furthermore, among students high in 

only one propositional process, only 17% and 14% were high in knowledge construction in 

September and April, respectively, and of students low in both propositional components, less 

than 3% were high in knowledge construction at either time point. This pattern suggests that 

neither alone nor jointly are reading fluency and literal text comprehension sufficient for 

knowledge construction. 
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Table 4 
 Profiles of Concurrent Reading Fluency, Literal Text Comprehension, and Inferencing Performance 

 
 
Table 5 
Profiles of Concurrent Reading Fluency, Literal Text Comprehension, and Simple Passage Comprehension Performance 
 

 
  

      September  April 

Profile Subgroup Fluency Literal Inf.  n Percent of 
total sample 

Percent of 
profile 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  68  6.09  68.00   52 4.94 70.27 

 b Low Low High  32  2.86  32.00   22 2.09 29.72 
2 a Low High Low  114  10.21  32.66   67 6.36 31.31 

 b Low High High  235  21.04  67.33   147 13.96 68.69 
3 a High Low Low  6  .54  42.86   10 .95 33.33 

 b High Low High  8  .72  57.14   20 1.90 67.67 
4 a High High Low  50  4.48  7.65   51 4.84 6.94 

 b High High High  604  54.07  92.35   684 64.96 93.06 

      September  April 

Profile Subgroup Fluency Literal Simple 
Pass. 

 n Percent of 
total sample 

Percent of 
profile 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  94  8.43  95.92   73 6.89 98.65 

 b Low Low High  4  .36  4.08   1 .09 1.35 
2 a Low High Low  237  21.26  68.10   169 15.94 77.52 

 b Low High High  111  9.96  31.90   49 4.62 22.48 
3 a High Low Low  12  1.08  85.71   29 2.74 96.67 

 b High Low High  2  .00  14.29   1 .09 3.33 
4 a High High Low  156  13.99  23.82   187 17.64 25.34 

 b High High High  499  44.75  76.18   551 51.98 74.66 
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Table 6 
Profiles of Concurrent Reading Fluency, Literal Text Comprehension, and Knowledge Construction Performance 
 

      September  April 

Profile Subgroup Fluency Literal Know.  n Percent of 
total sample 

Percent of 
profile 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  100 8.91 99.00  72 6.76 97.30 

 b Low Low High  1 .09 1.00  2 .19 2.70 
2 a Low High Low  290 25.85 82.62  190 17.84 86.36 

 b Low High High  61 5.44 17.37  30 2.82 13.64 
3 a High Low Low  14 1.25 100.00  25 2.35 83.33 

 b High Low High  0 .00 .00  5 .47 16.67 
4 a High High Low  371 33.10 56.55  312 29.30 42.11 

 b High High High  285 25.40 43.45  429 40.28 57.89 
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2) Relatively high levels of inferencing and simple passage comprehension are independently 

associated with knowledge construction from information text. Furthermore, high levels of 

both inferencing and simple passage comprehension are largely sufficient for knowledge 

construction from information text. 

 

Relevant to the above proposition, we asked:  (1) To what extent do students who show 

different levels of inferencing but the same level of simple passage comprehension vary in 

knowledge construction? (2) To what extent do students who show different levels of simple 

passage comprehension but the same level of inferencing vary in knowledge construction? (3) 

To what extent do students who show the same levels of inferencing and simple passage 

comprehension vary in knowledge construction? In other words, we were interested in how 

performance in the high range on structural comprehension components individually and jointly 

facilitated knowledge construction. We conducted each analysis described below first with 

September data and then with April data. 

 

We first divided the sample into four groups: 1) 50% correct or less on inferencing and below 

grade level on simple passage comprehension; (2) 50% correct or less on inferencing and grade 

level or above on simple passage comprehension; (3) greater than 50% correct on inferencing 

and below grade level on simple passage comprehension; (4) greater than 50% correct on 

inferencing and grade level or above on simple passage comprehension. As shown in Figure 3, in 

September and April, more than half the students showed Profile 4, whereas slightly more than 

a quarter showed Profile 3. Profile 1 represented 15-18% of students; Profile 2, only a few 

students. We addressed Questions 1 and 2 with an ANOVA, employing group as the 

independent variable and knowledge construction as the dependent variable. The ANOVA was 

significant at p Җ ΦллмΣ ǎƻ ǿŜ ŀƭǎƻ ŎƻƴŘǳŎǘŜŘ Ǉƻǎǘ-hoc tests to identify which group differences 

ǿŜǊŜ ǎƛƎƴƛŦƛŎŀƴǘΦ ¢ƻ ƧǳŘƎŜ ǎǘŀǘƛǎǘƛŎŀƭ ǎƛƎƴƛŦƛŎŀƴŎŜΣ ǿŜ ǳǎŜŘ ²ŜƭŎƘΩǎ statistic and Games-Howell 

post-hoc tests because the groups were both unequal in size and had nonhomogeneous 

variance. 
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Figure 3. Student profiles of inferencing and simple passage comprehension. 

  

Pertinent to Question 1, which concerned the extent to which inferencing by itself facilitated 

knowledge construction, we examined the post-hocs tests that compared (a) Profile 1 (low 

inferencing/low simple passage) with Profile 3 (high inferencing/low simple passage) and (b) 

Profile 2 (low inferencing/high simple passage) with Profile 4 (high inferencing/high simple 

passage). Of the four relevant post-hoc tests (2 comparisons x 1 dependent variable x 2 test 
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points), all indicated that students high in inferencing scored higher than students low in 

inferencing, but at the same level of simple passage comprehension (p Җ Φллм ŦƻǊ ŀƭƭ ǘŜǎǘǎύΦ ¢ƘŜǎŜ 

results suggest that relatively high inferencing is associated with greater knowledge 

construction, controlling for level of simple passage comprehension. 

  

To address Question 2, which concerned the extent to which simple passage comprehension 

individually facilitated knowledge construction, we examined the post-hoc tests that compared 

(a) Profile 1 (low inferencing/low simple passage) with Profile 2 (low inferencing/high simple 

passage) and (b) Profile 3 (high inferencing/low simple passage) with Profile (high 

inferencing/high simple passage). Of the four relevant post-hoc tests, all were significant at p Җ 

.001, except for the April comparison of Profiles 1 and 2. Specifically, it appeared that simple 

passage comprehension was associated with greater knowledge construction, although this 

association may be more reliable for students at high versus low levels of inferencing. 

  

We addressed Question 3, which concerned the joint impacts of inferencing and simple passage 

comprehension on knowledge construction by subdividing each of the four profiles into two 

subgroups comprised of students who scored (a) 50% correct or less on knowledge construction 

and (b) greater than 50% correct on knowledge construction. The majority of students who were 

high in inferencing and simple passage comprehension were also high in knowledge 

construction, although this finding was more pronounced in April than September (see Table 7). 

In contrast, of students who were high in just inferencing or simple passage comprehension 

(Subgroups 2b and 3b combined), only 14-16% were high in knowledge construction at either 

time point. Furthermore, of students low in inferencing and simple passage comprehension, less 

than 1% in September and about 4% in April were high in knowledge construction (Subgroup 

1b). This pattern of findings suggests that neither inferencing nor simple passage 

comprehension alone provides a sufficient base for knowledge construction. Jointly, high levels 

of these components appear substantially to facilitate this integration, but also do not provide a 

wholly sufficient basis for it.  
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Table 7 
Profiles of Concurrent Inferencing, Simple Passage Comprehension, and Knowledge Construction Performance 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

      September  April 

Profile Subgroup Fluency Simple 
Passage 

Know.  n Percent of 
total sample 

Percent of 
profile 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  200 17.84 98.52  156 14.51 95.71 

 b Low Low High  3 .27 1.48  7 .65 4.29 
2 a Low High Low  26 2.32 78.79  13 1.21 61.90 

 b Low High High  7 .62 21.21  8 .74 38.10 
3 a High Low Low  265 23.64 88.63  257 23.91 85.10 

 b High Low High  34 3.03 11.37  45 4.19 14.90 
4 a High High Low  283 25.25 48.29  179 16.65 30.39 

 b High High High  303 27.03 51.71  410 38.14 69.61 
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3) Of the cognitive processes of reading fluency, literal text comprehension, inferencing, and 

simple passage comprehension, the latter two processes are key predictors of growth in 

knowledge construction from information text. 

  

The analyses reported thus far offered insight into concurrent relations among reading 

comprehension processes. Additional analyses were conducted to address the question of the 

extent to which initial performance in the propositional and structural comprehension 

components predicted growth in knowledge construction and the extent to which the 

propositional components predicted growth in the structural components. 1) What proportion 

of students initially low in each structural and integrative process of information text 

comprehension grows in these processes from September ǘƻ !ǇǊƛƭ όƛΦŜΦΣ ǊŜŀŎƘ ǘƘŜ άƘƛƎƘέ ƭŜǾŜƭ ƻŦ 

performance by April)? (2) For these processes, does growth differentially occur according to 

ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ ǊŜŀŘƛƴƎ ŦƭǳŜƴŎȅ ŀƴŘ ƭƛǘŜǊŀƭ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƛƴ {ŜǇǘŜƳōŜǊΚ όоύ !ƭǎƻΣ ŦƻǊ 

knowledge constructionΣ ŘƻŜǎ ƎǊƻǿǘƘ ŘƛŦŦŜǊŜƴǘƛŀƭƭȅ ƻŎŎǳǊ ŀŎŎƻǊŘƛƴƎ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ 

inferencing and simple passage comprehension in September? 

  

We addressed these questions with profile analyses that included only students who were low 

in each structural/integrative process in September. Regarding Question 1, of the 225 students 

that were low in inferencing in September, 53% shifted to high performance in inferencing in 

April. Of the 462 students low in simple passage comprehension in September, 16% shifted to 

high performance in April, and of the 739 students low in knowledge construction in September, 

28% shifted to high performance in April.  

  

To address Question 2 with respect to inferencing, we divided the four profiles of reading 

fluency and literal text comprehension established with September data into subgroups low and 

high in inferencing in April. The majority of students that were high in either or both 

propositional components shifted from low to high performance in inferencing in April (Table 8, 

Subgroups 2b, 3b, 4b). Similarly, to address Question 2 with respect to simple passage 

comprehension and knowledge construction, we divided the four reading fluency/literal text 

comprehension profiles established with September data into subgroups low and high in simple 

passage comprehension in April (Table 9) and subgroups low and high in knowledge 

construction in April (Table 10). The vast majority of students initially high in only one 

propositional component remained low in simple passage comprehension (Table 9, Subgroups 

2b, 3b) and in knowledge construction (Table 10, Subgroups 2b, 3b). Even with high initial skill in 

both propositional components, only 32% of students shifted to a high level of simple passage 

comprehension and 42% shifted to a high level of knowledge construction in April.  

  

To address Question 3, we divided the four profiles of inferencing and simple passage 

comprehension performance established with September data into subgroups low and high in 

knowledge construction. Of students high in only one component (i.e., showing Profiles 2 or 3), 



Information Text Comprehension in Adolescence: Vital Cognitive Components 142 

 

 

18% shifted from low to high knowledge construction; however, 55% of students that were 

initially high in both profile components did so (Table 11, Subgroup 4b).  

  

Across analyses conducted to address Questions 2 and 3, very few students who were initially 

low in both profile components shifted from low to high levels of performance in any higher-

order cognitive variable (Tables 8-11, Subgroup 1b).  

 

Table 8 

April Inferencing Performance among Students Low in Inferencing in September According to 

September Reading Fluency/Literal Text Comprehension Profiles  

 

Table 9 
April Simple Passage Comprehension Performance among Students Low in Simple Passage 

Comprehension in September According to September Reading Fluency/Literal Text 

Comprehension Profiles  

Profile Subgroup Sept. 
Fluency 

Sept. 
Literal 

April 
Inf. 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  47 21.96 82.46 

 b Low Low High  10 4.67 17.54 
2 a Low High Low  38 17.76 36.54 

 b Low High High  66 30.84 63.46 
3 a High Low Low  1 .47 16.67 

 b High Low High  5 2.34 83.33 
4 a High High Low  14 6.54 29.79 

 b High High High  33 15.42 70.21 

Profile Subgroup Sept. 
Fluency 

Sept. 
Literal 

April 
Simple 
Pass. 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  81 18.00 98.78 

 b Low Low High  1 .22 1.22 
2 a Low High Low  187 41.56 86.57 

 b Low High High  29 6.44 13.43 
3 a High Low Low  11 2.44 91.67 

 b High Low High  1 .22 8.33 
4 a High High Low  97 21.56 69.29 

 b High High High  43 9.56 30.71 
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Table 10 

April Knowledge Construction Performance among Students Low in Knowledge Construction in 

September According to September Reading Fluency/Literal Text Comprehension Profiles 

 

 

Table 11 

 April Knowledge Construction Performance among Students Low in Knowledge Construction in 

September According to September Inferencing/Simple Passage Comprehension Profiles  

 

 

4) For African American and European American students, the interrelations of reading 

fluency, literal text comprehension, inferencing, simple passage comprehension, and 

knowledge construction are highly similar, although not identical. 

 

We re-addressed three earlier questions with independent analyses of our African American and 

European American samples to assess the generalizability of our findings across ethnic groups. 

Specifically, we re-visited the questions from Part 3 concerning (1) the proportion of students 

initially low in each structural/integrative process of information text comprehension who grew 

in these processes from September to April, (2) whether shifts from low to high inferencing, 

simple passage comprehension, and knowledge construction differentially occurred according to 

Profile Subgroup Sept. 
Fluency 

Sept. 
Literal 

April 
Know. 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  84 11.62 96.55 

 b Low Low High  3 .41 3.45 
2 a Low High Low  213 29.46 79.18 

 b Low High High  56 7.75 20.82 
3 a High Low Low  13 1.80 92.86 

 b High Low High  1 .14 7.14 
4 a High High Low  206 28.49 58.36 

 b High High High  147 20.33 41.64 

Profile Subgroup Sept. Inf. Sept. 
Simple 
Passage 

April 
Know. 

 n Percent of 
total sample 

Percent of 
profile 

1 a Low Low Low  173 23.80 94.53 

 b Low Low High  10 1.38 5.46 
2 a Low High Low  17 2.34 65.38 

 b Low High High  9 1.24 34.62 
3 a High Low Low  206 28.34 83.74 

 b High Low High  40 5.50 16.26 
4 a High High Low  122 16.78 44.85 

 b High High High  150 20.63 55.15 
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ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ƻŦ ǊŜŀŘƛƴƎ ŦƭǳŜƴŎȅ ŀƴŘ ƭƛǘŜǊŀƭ ǘŜȄǘ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƛƴ {ŜǇǘŜƳōŜǊΣ ŀƴŘ όоύ 

ǿƘŜǘƘŜǊ ǎƘƛŦǘǎ ƛƴ ƪƴƻǿƭŜŘƎŜ ŎƻƴǎǘǊǳŎǘƛƻƴ ŘƛŦŦŜǊŜƴǘƛŀƭƭȅ ƻŎŎǳǊǊŜŘ ŀŎŎƻǊŘƛƴƎ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ 

of inferencing and simple passage comprehension in September.  

  

Additionally, we asked (4) To what extent do profiles of reading fluency/literal text 

comprehension and ethnicity predict growth in inferencing, simple passage comprehension, and 

knowledge construction from September to April for students initially low in each of these 

structural/integrative comprehension processes? Do profile and ethnicity interact in predicting 

growth? (5) To what extent do profiles of inferencing/simple passage comprehension and 

ethnicity individually and interactively predict growth in knowledge construction for students 

initially low in knowledge construction? Do profile and ethnicity interact in predicting growth?   

  

In the total sample in September, there were 224 African American and 848 European American 

students. Means and standard deviations for each cognitive variable independently for each 

ethnicity are presented in Table 12.  
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Table 12 

Descriptive Statistics for September Reading Assessment Scores by Ethnicity 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

We addressed Questions 1-3 by conducting the same profile analyses described in Part 3 

independently for the African American and European American students. Relevant to Question 

1, of the 79 African American students low in inferencing in September, 43% shifted to high 

performance in April, whereas of the 132 European American students low in inferencing in 

September, 56% shifted to high performance in April. Of the 114 African American students low 

in simple passage comprehension in September, 11% shifted to high performance in April, 

whereas of the 300 European American students initially low in simple passage comprehension, 

18% shifted to high performance in September. Of the 177 African Americans low in knowledge 

construction in September, 12% shifted to high performance in April, whereas of the 518 

European American students low in knowledge construction in September, 32% shifted to high 

performance in April.  

 

Regarding Question 2, for the most part, the patterns of findings for the African American and 

European American samples mirrored the pattern described for the full sample in Part 3. 

Specifically, the majority of students high in both or one of the propositional components of 

comprehension that were low in inferencing in September shifted to high inferencing in April, 

with the exception that 40% of African Americans high in both propositional components were 

high in April inferencing. This discrepancy may be due to the small sample size for the analysis 

Variable 

African 

Americans 

 
European 

Americans (all) 

 European 

Americans 

(matched) 

n 
M 

(SD) 

 
n 

M 

(SD) 

 
n 

M 

(SD) 

Knowledge 

construction from 

information text 

224 32.99 

(18.36) 

 843 45.08 

(19.94) 

 224 33.30 

(18.37) 

Reading fluency 221 97.29 

(15.13) 

 836 105.06 

(15.21) 

 220 101.74 

(14.35) 

Literal text 

comprehension 

224 67.26 

(21.74) 

 843 81.32 

(17.29) 

 224 76.07 

(17.42) 

Inferencing in 

information text 

224 55.45 

(18.41) 

 839 67.05 

(16.64) 

 222 62.76 

(16.90) 

Simple passage 

comprehension 

218 494.67 

(47.00) 

 843 532.89 

(40.72) 

 222 519.39 

(40.52) 
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(Table 13, Subgroup 4b). Also, the majority of students with high initial fluency, literal, or both 

remained low in simple passage comprehension (Table 14) and knowledge construction (Table 

15) in April, with movement to high knowledge construction about 20% less likely for African 

Americans high in fluency and literal than European Americans in the same group.  

  

Pertinent to Question 3, the large majority of students initially high only in inferencing or simple 

passage comprehension remained low in knowledge construction in April, whether African 

American or European American (Table 16). As for the full sample, a small majority (56%) of 

European American students with high initial performance in both structural components 

showed high knowledge construction in April; however, only 43% of African Americans high in 

both did so.  

 

Table 13 

April Inferencing Performance by Ethnicity among Students Low in Inferencing in September 

According to September Reading Fluency/Literal Text Comprehension Profiles 

 

Table 14 

April Simple Passage Comprehension Performance by Ethnicity among Students Low in Simple 

Passage Comprehension in September According to September Reading Fluency/Literal Text 

Comprehension Profiles  

Profile 
Sub-

group 

Sept. 

Fluency 

Sept. 

Literal 

April 

Inf. 

  

African Americans 

 European      

Americans 

      n Percent of 

profile 

     n Percent of 

profile 

1 a Low Low Low  25    83.33  20   86.96 

 b Low Low High   5    16.67   3   13.04 

2 a Low High Low   9    33.33  29   40.85 

 b Low High High  18    66.67  42   59.15 

3 a High Low Low   1    25.00   0     0.00 

 b High Low High   3    75.00   2 100.00 

4 a High High Low   6    60.00   8   24.24 

 b High High High   4    40.00  25   75.76 

Profile 
Sub-

group 

Sept. 

Fluency 

Sept. 

Literal 

April 

Simple 

Passage 

  

African Americans 

 European 

Americans 

      n Percent of 

profile 

     n Percent of 

profile 

1 a Low Low Low  39   100.00  39 97.50 

 b Low Low High   0        0.00   1   2.50 

2 a Low High Low  55      85.94  125 86.81 

 b Low High High   9      14.06  19 13.19 

3 a High Low Low   4    100.00   6 85.71 

 b High Low High   0        0.00   1 14.29 
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Table 15 

April Knowledge Construction Performance by Ethnicity among Students Low in Knowledge 

Construction in September According to September Reading Fluency/Literal Text Comprehension 

Profiles   

 

Table 16 

April Knowledge Construction Performance by Ethnicity among Students Low in Knowledge 

Construction in September According to September Inferencing/Simple Passage Comprehension 

Profiles 

 

 

To address Questions 4 and 5, we conducted four 3 (profile) x 2 (ethnicity) analyses of 

covariance (ANCOVAs), one with each April structural/integrative cognitive process as the 

dependent variable and the corresponding September score as the covariate. In each ANCOVA, 

only students who were African American or European American and low in September in the 

focal structural/integrative cognitive process were included. In the ANCOVAs conducted to 

4 a High High Low  25      78.13  70 68.63 

 b High High High   7      21.88  32 31.37 

Profile 
Sub-

group 

Sept. 

Fluency 

Sept. 

Literal 

April 

Know. 

  

African Americans 

 European   

Americans 

     n Percent of 

profile 

     n Percent 

of profile 

1 a Low Low Low  39 95.12   41 97.62 

 b Low Low High   2   4.88    1   2.38 

2 a Low High Low  64 91.43   141 76.22 

 b Low High High   6   8.57   44 23.78 

3 a High Low Low   5 100.00    7 87.50 

 b High Low High   0   0.00    1 12.50 

4 a High High Low  41 75.93  154 56.20 

 b High High High  13 24.07  120 43.80 

Profile 
Sub-

group 
Sept. Inf. 

Sept. 

Simple 

Pass. 

April 

Know. 

  

African Americans 

 European 

Americans 

 n Percent of 

profile 

     n Percent of 

profile 

1 a Low Low Low   70 98.59  96 94.12 

 b Low Low High    1   1.41    6   5.88 

2 a Low High Low    2 100.00  13 65.00 

 b Low High High    0   0.00    7 35.00 

3 a High Low Low  60 89.55  140 81.87 

 b High Low High    7 10.45    31 18.13 

4 a High High Low  17 56.67   96 43.64 

 b High High High  13 43.33   124 56.36 
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address Question 4, the factors were reading fluency/literal text comprehension profile and 

ethnicity. The factors in the ANCOVA addressing Question 5 were inferencing/simple passage 

comprehension profile and ethnicity. Because of the limited number of students showing the 

high fluency/low literal profile and the low inferencing/high simple passage profile, we 

combined students representing profiles 2 and 3 in each ANCOVA. Thus, the three levels of the 

profile factor were both low, one low/one high, and both high with respect to the profile 

components. In every instance of significant main effects, we report the results of pairwise 

comparisons based on estimated marginal means which controlled for the relations of the 

covariate to the dependent variable. The pairwise comparisons were conducted with Bonferroni 

corrections to account for the increased likelihood of statistical significance when multiple 

comparisons were made (i.e., when there was a main effect for profile, and therefore three 

group comparisons). As detailed below, in two analyses the key ANCOVA assumption of 

homogeneity of regression (equivalent slopes) was violated, which should be taken into 

consideration when interpreting results.  

  

We addressed Question 4, which concerned the potential main and interactive effects of 

September reading fluency/literal text comprehension profiles and ethnicity, first with respect 

to inferencing growth. In this analysis, the assumption of homogeneity of regression was 

violated, meaning that there was an increased likelihood of Type II error, or probability of failing 

to reject the null hypothesis (Garson, 2009), which should be kept in mind when interpreting the 

results. The ANCOVA indicated significant main effects for profile, F = 12.92, df = 2, 193, p Җ 

.001, and ethnicity, F = 5.94, df = 1, 193, p Җ ΦлрΣ ŀƴŘ ŀ ƳŀǊƎƛƴŀƭƭȅ ǎƛƎƴƛŦƛŎŀƴǘ ƛƴǘŜǊŀŎǘƛƻƴ ōŜǘǿŜŜƴ 

these factors, F = 2.59, df = 2, 193, p Җ ΦмлύΦ !ŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜ ǇŀƛǊǿƛǎŜ ŎƻƳǇŀǊƛǎƻƴǎ ƻŦ ŜǎǘƛƳŀǘŜŘ 

marginal means, the both high (M = 56.22, SE = 2.52) and one low/one high (M = 56.64, SE = 

1.49) groups did significantly better in inferencing in April than the both low group (M = 44.44, 

SE = 1.98), p Җ ΦллмΣ controlling for September inferencing. European Americans (M = 55.31, SE = 

1.38) also scored higher than African Americans (M = 49.56, SE = 1.90), controlling for 

September inferencing. Figure 4 depicts the possible interaction effect.  It appears that African 

Americans high in both fluency and literal in September scored lower in inferencing in April than 

African Americans with a mixed September profile. On the one hand, because of the increased 

ƭƛƪŜƭƛƘƻƻŘ ƻŦ ¢ȅǇŜ LL ŜǊǊƻǊ ŦƻǊ ǘƘŜ !b/h±!Σ ǘƘƛǎ άƳŀǊƎƛƴŀƭƭȅ ǎƛƎƴƛŦƛŎŀƴǘέ ƛƴǘŜǊŀŎǘƛƻƴ ƳƛƎƘǘ ōŜ 

considered a true effect. On the other hand, there were only 10 African American students with 

the high/high profile, which suggests that the April inferencing mean for this group may reflect a 

substantial degree of sampling error. 
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Figure 4. April inferencing performance of students low in inferencing in September. 

   

The second ANCOVA concerned the potential main and interactive effects of September reading 

fluency/literal text comprehension profiles and ethnicity on simple passage comprehension 

growth. Again, the assumption of homogeneity of regression was violated, heightening the 

likelihood of Type II error. This ANCOVA indicated a significant effect for fluency/literal profile, F 

= 7.48, df = 2, 425, p Җ ΦллмΦ tŀƛǊǿƛǎŜ ŎƻƳǇŀǊƛǎƻƴǎ ƻŦ ǘƘŜ ŜǎǘƛƳŀǘŜŘ ƳŀǊƎƛƴŀƭ ƳŜŀƴǎ ǎƘƻǿŜŘ ǘƘŀǘ 

those both high (M = 505.25, SE = 2.66) scored above the one high/one low (M = 497.34, SE = 

1.87) and both low (M = 487.72, SE = 3.38) profiles, controlling for September simple passage 

comprehension with, respectively, p Җ Φлр ŀƴŘ p Җ ΦллмΦ ¢ƘŜ one high/one low profile also 

performed significantly better than the both low profile, p Җ ΦлрΦ CƛƎǳǊŜ р ŘŜǇƛŎǘǎ ǘƘŜ ŜǎǘƛƳŀǘŜŘ 

marginal means for each profile by ethnicity. 
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Figure 5. April simple passage comprehension performance of students low in simple passage 

comprehension in September. 
 

The last ANCOVA conducted to address Question 4 examined the main and interactive effects of 

fluency and literal comprehension on knowledge construction growth. This ANCOVA indicated a 

main effect for fluency/literal profile, F = 12.33, df = 2, 672, p Җ Φлл1, with pairwise comparisons 

of the estimated marginal means showing that the both high profile (M = 41.74, SE = 1.22) 

scored above the one high/one low (M = 36.23, SE = 1.12) and the both low (M = 31.11, SE = 

1.83) profiles in April knowledge construction, controlling for September knowledge 

construction with, respectively, p Җ Φлм ŀƴŘ p Җ ΦллмΦ ¢ƘŜ one high/one low profile also scored 

above the both low profile, p Җ ΦлрΦ ¢ƘŜǊŜ ǿŀǎ ŀƭǎƻ ŀ ƳŀǊƎƛƴŀƭƭȅ ǎƛƎƴƛŦƛŎŀƴǘ ŜŦŦŜŎǘ ŦƻǊ ŜǘƘƴƛŎƛǘȅΣ F 

= 2.95, df = 1, 672, p Җ ΦмлΦ !ƭǘƘƻǳƎƘ ǘƘŜ ƘƻƳƻƎŜƴŜƛǘȅ ƻŦ ǊŜƎǊŜǎǎƛƻƴ ŀǎǎǳƳǇǘƛƻƴ ǿŀǎ ǎŀǘƛǎŦƛŜŘ ŦƻǊ 

the current ANCOVA, due to unequal group sizes and non-homogenous variance in the 

dependent variable, the ethnicity effect might only be considered a trend toward European 

Americans (M = 37.76, SE = .98) scoring higher than African Americans (M = 34.96, SE = 1.31) in 

April knowledge construction, controlling for September knowledge construction.  

  

The final ANCOVA, which addressed Question 5, concerned the potential main and interactive 

effects of inferencing/simple passage comprehension profile and ethnicity on knowledge 

construction growth. The only significant effect was a main effect for profile, F = 45.26, df = 2, 

676, p Җ ΦллмΦ ¢ƘŜ ƘƻƳƻƎŜƴŜƛǘȅ ƻŦ ǊŜƎǊŜǎǎƛƻƴ ŀǎǎǳƳǇǘƛƻƴ ǿŀǎ ƳŜǘ for this ANCOVA. Pairwise 

comparisons of the estimated marginal means with a Bonferroni adjustment indicated that the 
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both high profile (M = 49.11, SE = 1.51) scored above the one high/one low (M = 34.56, SE = 

1.06) and the both low (M = 30.33, SE = 1.24) profiles, controlling for September knowledge 

construction, p Җ Φллм ŦƻǊ ōƻǘƘ ŎƻƳǇŀǊƛǎƻƴǎΦ ¢ƘŜ one high/one low profile also scored above the 

both low profile, p Җ ΦлрΦ CƛƎǳǊŜ с ǎƘƻǿǎ ǘƘŜ ǇǊƻŦƛƭŜ ŘƛŦŦŜǊŜƴŎŜǎ ōȅ ŜǘƘƴƛŎƛǘȅΦ    

 

         

 

Figure 6. April knowledge construction performance of students low in knowledge construction 

in September. 
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Abstract: The dilemma of information book reading in middle school is that students dislike the 
texts, devalue them, and avoid reading as often as possible. A portion of this aversion is due to 
ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǳƴƳƻǘƛǾŀǘƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ǿƛǘƘ Ƴƻǎǘ ƛƴŦƻǊƳŀǘƛƻƴ ǘexts. High proportions of 
students report that they cannot read the books proficiently, cannot connect the books to their 
knowledge or experience, are rarely afforded choices in reading, and have few collaborative 
opportunities. Although motivation is recognized as a barrier to achievement, it is widely 
neglected by such policy organizations as the National Governors Association. Existing empirical 
ƭƛǘŜǊŀǘǳǊŜ ǎǳǇǇƻǊǘǎ ƛƴǎǘǊǳŎǘƛƻƴ ǘƘŀǘ ŦŜŀǘǳǊŜǎ ΨŀǳǘƻƴƻƳȅ ǎǳǇǇƻǊǘΩ ƛƴ ǿƘƛŎƘ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘǎ ŀƴŘ 
needs are central to the teaching design. Yet few specific instructional practices are empirically 
validated for motivating middle school adolescents. We implemented Concept-Oriented Reading 
Instruction (CORI) for six weeks in a school district. CORI increased information text 
comprehension more than traditional instruction; CORI increased four affirming motivations 
that contribute to achievement (intrinsic motivation, self-efficacy, valuing, peer value); and CORI 
decreased four undermining motivations that detract from achievement (avoidance, perceived 
difficulty, devaluing, peer devalue). CORI practices of assuring relevance, providing choice, 
arranging collaboration, and sustaining a thematic unit facilitated specific motivations, according 
to our theoretical expectation. We propose that CORI practices can address the pivotal problem 
of low motivation and disengagement from information text in middle school. 

 

Keywords: instruction, classroom, context, teaching, reading, engagement, information text, 
literature 
 

Proble m Statement  

Dilemma of Information Book Reading in Middle School 

Professionals from many parts of education are aware that motivation of students in middle 

school is a dilemma.  Teachers encounter unmotivated students daily, sometimes in every class 

they teach.   Policy reports that address the challenges of middle school have pointed to 

motivation as a challenge on the short list of issues urgently crying for attention.  Researchers 

have documented that some forms of motivation, the internal and intrinsic ones, decline 
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throughout secondary school, with a precipitous drop as students leave the elementary grades. 

Despite all these indicators of the need for literacy motivation, this topic tends to be neglected 

ƛƴ ŀŘƻƭŜǎŎŜƴǘ ǎŎƘƻƻƭƛƴƎΦ  Lƴ ǘƘƛǎ ŎƘŀǇǘŜǊΣ ǿŜ ŘƛǎŎǳǎǎ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ƳƻǘƛǾŀǘƛƻƴǎ ŦƻǊ 

information texts in school, addressing a broad spectrum of internal motivations for this crucial 

form of literacy. 

  

 Dislike of information texts.  When we conducted interviews and questionnaire surveys 

with adolescents in seventh grade (see Chapters 1 and 2), we were surprised with the extent of 

ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŘƛǎƭƛƪŜ ŦƻǊ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎΦ  hŦ ŎƻǳǊǎŜΣ ǿŜ ŜȄǇŜŎǘŜŘ ǎǘǳŘŜƴǘǎ ǘƻ ōŜ ƳƛƭŘƭȅ 

disinterested, but when we asked students whether they enjoyed reading information books for 

ǎŎƘƻƻƭΣ ŀ ǎƘƻŎƪƛƴƎ ул҈ ǊŜǇƭƛŜŘ ǿƛǘƘ ŀ ǊŜǎƻǳƴŘƛƴƎ άƴƻΦέ  We also turned the question around and 

ŀǎƪŜŘΣ ά5ƻ ȅƻǳ ŦƛƴŘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŦƻǊ ǎŎƘƻƻƭ ōƻǊƛƴƎΚέ  {ǘǳŘŜƴǘǎ ǊŜǎǇƻƴŘŜŘ ǿƛǘƘ ŀƴ Ŝǉǳŀƭƭȅ 

ŦǳƭǎƻƳŜ ŎƘƻǊǳǎ ƻŦ άȅŜǎΦέ  ¢Ƙƛǎ ǿŀǎ ŎƻƳǇƭŜƳŜƴǘŜŘ ōȅ ǘƘŜ ǊŜǇƻǊǘ ƻŦ сл҈ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎ ǿƘƻ ǎŀƛŘ 

they wished they never had to read information books. 

  

Beyond regarding information books as unlikeable, a significant subset of adolescents follows up 

their dislike with avoidant behaviors.  In our survey, nearly 60% of middle school students 

reported that they read information books as little as possible.  In this posture, students are 

going beyond a negative affect toward a behavioral resistance.  Another form of resistance is 

shown by the fact that nearly half of middle school students (44%) stated that they try to get out 

of reading information books for school.  Despite the threat of failure for neglect of their 

reading, 30% of students said they put in as little effort as possible in reading these books.  For 

30% of the students, the minimum effort strategy takes the form of reading easy books that do 

not tax any thinking capacities.   

  

Not only do 80% of the students dislike the books and find them boring, but nearly 50% put their 

feeling into active avoidance of the texts if at all possible.  When that does not work, they 

minimize their effort in reading to understand these texts.  In our interviews and surveys, we 

asked why. We inquired into the motivations that seem to drive this avoidance of information 

books.  Prominent among these motivations is devaluing.  Although devaluing has been studied 

by relatively few investigators (Legault, Green-Demers, & Pelletier, 2006), we find this to be a 

ǇƻǿŜǊŦǳƭ ƳƻǘƛǾŀǘƛƻƴ ǘƘŀǘ ǳƴŘŜǊƳƛƴŜǎ ǎǘǳŘŜƴǘǎΩ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪ ǊŜŀŘƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘΦ  bŜŀǊƭȅ 

half of middle school students devalue inforƳŀǘƛƻƴ ōƻƻƪǎΣ ǎŀȅƛƴƎΣ ά¢ƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛƴ 

ǎŎƘƻƻƭ ŀǊŜ ƴƻǘ ƛƳǇƻǊǘŀƴǘ ǘƻ ƳŜέ όпу҈ύΦ  ¢ƘŜȅ ŀǎǎŜǊǘ ǘƘŀǘ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ƛǎ ŀ ǿŀǎǘŜ ƻŦ 

time (44%) and that information books are not useful (37%).  This devaluing is crucial because it 

is the strongest single factor correlating with the behavior of avoiding information texts, as 

shown in Chapter 2.  Students who are most avoidant are saying that the texts are least 

important and least valuable for them.   

  

It is almost self-evident that students whose achievement is low will report that reading is too 

hard and that they feel too discouraged to make the attempt.  But this perception of difficulty is 

ǿƛŘŜǎǇǊŜŀŘΦ  ! ǘƻǘŀƭ ƻŦ ос҈ ǊŜǇƻǊǘ ǘƘŀǘ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ ŀǊŜ άǊŜŀƭƭȅ ŎƻƴŦǳǎƛƴƎΦέ .ŜȅƻƴŘ ǘƘŀǘΣ ŀ 
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total ƻŦ по҈ ǎŀȅ ǘƘŀǘ ǘƘŜ ōƻƻƪǎ ŀǊŜ άǘƻƻ ƘŀǊŘΦέ  bŜŜŘƭŜǎǎ ǘƻ ǎŀȅΣ ǎǘǳŘŜƴǘǎ ǿƘƻ Řƻ ƴƻǘ ōŜƭƛŜǾŜ 

they can read and understand the texts will avoid them (36%), almost at any cost.  Although 

perceived difficulty is a prominent source of avoidance for low achievers, the devaluing is 

marked for both low achievers and high-achieving middle school students.  Thus, there are at 

least two, active motivational processes driving students to avoid information texts in middle 

school.   

   

{ǘǳŘŜƴǘǎΩ ŘƛǎƭƛƪŜ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ōƻƻƪǎ is not spread evenly across all classrooms and all types of 

students.  Our surveys show that the brightest, most high-achieving students dislike information 

books the most.  We draw this conclusion from the finding that intrinsic motivation for reading 

information books, which is reading for enjoyment, was negatively correlated at -.20 with 

ǎǘǳŘŜƴǘǎΩ ǘŜǎǘŜŘ ǊŜŀŘƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘ ƻƴ ŀ ǎǘŀƴŘŀǊŘƛȊŜŘ ƳŜŀǎǳǊŜ ƻŦ ǊŜŀŘƛƴƎ ŎƻƳǇǊŜƘŜƴǎƛƻƴΦ  Lƴ 

other words, the highest achievers were less likely to report reading information books for 

enjoyment than the lower achievers.  This result may appear to contradict dozens of empirical 

investigations showing a positive correlation of intrinsic motivation and achievement for middle 

school students (Gottfried, Fleming, & Gottfried, 2001).  In the studies that show a positive 

ŎƻǊǊŜƭŀǘƛƻƴΣ ǘƘŜ ǉǳŜǎǘƛƻƴǎ ǘƻ ǎǘǳŘŜƴǘǎ ŀǊŜΥ ά5ƻ ȅƻǳ ŜƴƧƻȅ ǊŜŀŘƛƴƎΚέ ƻǊ ά5ƻ ȅƻǳ ŜƴƧƻȅ ǊŜŀŘƛƴƎ ƛƴ 

wŜŀŘƛƴƎκ[ŀƴƎǳŀƎŜ !Ǌǘǎ όwκ[!ύ ŎƭŀǎǎΚέ  ²ƘŜƴ ǎǘǳŘŜƴǘǎ ŀǊŜ ŀǎƪŜŘ ǿƘŜǘƘŜǊ ǘƘŜȅ ŜƴƧƻȅ ǊŜŀŘƛƴƎ 

information books the correlation turns negative.  To check up on our surveys, we asked 

students whether they enjoyed reading literary and fictional books in R/LA class. We found a 

positive correlation with achievement, which confirms the mainstream findings in the field 

(Coddington, 2009).  Thus, the conclusion is that although high achievers like reading literature 

and fiction more than low achievers, simultaneously, high achievers dislike information books 

more than low achievers.   

  

One motivation playing a commonsense role in information text comprehension is avoidance.  

Lower achievers avoid information books frequently and the highest achievers do not avoid 

them as fully or as often.  As stated in Chapter 1, we refer to this low avoidance as dedication 

for reading information books.  In other words, high achievers are dedicated readers and low 

achievers are less dedicated readers.  This occurs both for reading information books as well as 

for literature and fiction.  Dedication (the inverse of avoidance) is positively associated with 

reading achievement for both literature/fiction and information texts.  In Chapter 2, we show 

that all of these relationships are similar and consistent for school reading and nonschool 

reading.  The bottom line is that dedication is the consistent ŎƻƴǘǊƛōǳǘƻǊ ǘƻ ǎǘǳŘŜƴǘǎΩ ǎǳŎŎŜǎǎ ƛƴ 

reading all types of texts in middle school. 

 

 Experience with information texts is undermining.  If students profess such dislike and 

avoidance of information texts there must be a reason.  There must be visible sources of such 

ǳƴŘŜǊƳƛƴƛƴƎ ƳƻǘƛǾŀǘƛƻƴǎΦ  ²Ŝ ƘŀǾŜ ƎƭƛƳǇǎŜŘ ǎƻƳŜ ƻŦ ǘƘŜǎŜ ǎƻǳǊŎŜǎ ƛƴ ǎǘǳŘŜƴǘǎΩ ŎƭŀǎǎǊƻƻƳ 

experiences with information text, as discussed in Chapter 1.  For information book reading in 

school, well known motivational support systems are notably lacking.  Although choice is almost 

ǳƴƛǾŜǊǎŀƭƭȅ ŀƎǊŜŜŘ ǘƻ ōŜ ŀ ǇƻǎƛǘƛǾŜ ƳƻǘƛǾŀǘƻǊ όhΩ.ǊƛŜƴ ϧ 5ƛƭƭƻƴΣ нллуΤ wŜŜǾŜΣ мффсύΣ ƻƴƭȅ мл҈ ƻŦ 
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students reported having choices about information book reading in school.  Likewise, although 

relevance is a motivator, only 30% of students said they can connect information books to their 

own experience or their own knowledge.  Only 44% of students reported they can read the 

information books successfully that are given to them in school. Only 46% say they were 

encouraged to discuss the books with classmates to understand more fully.  These basic 

motivational supports for ownership, interest, self-efficacy, and social interaction respectively 

are rare events in information book reading in middle school.  It is conceivable that such a 

paucity of motivation support for information book reading experienced repeatedly in middle 

school has led to a dislike of information books.  This scenario is dangerous, for it suggests that 

students are disenfranchised from the single most powerful source of knowledge in their 

education.  Although students can watch videos, listen to lectures, and chat with peers, deep 

knowledge of the disciplines is learned through text interactions.  When dislike of information 

text and avoidance of reading prevail, students are barricaded from the very basis of their future 

in education. 

 

Background Literature and Conceptual Framework  

 

Internal Motivations Decline in Middle School   

A well-ŜǎǘŀōƭƛǎƘŜŘ ŘŜǾŜƭƻǇƳŜƴǘŀƭ ŎƘŀƴƎŜ ƛǎ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊƴŀƭ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ǊŜŀŘƛƴƎ ŀƴŘ 

schooling decreases throughout the secondary school years.  In an investigation of more than 

100 students from ages 9 to 16, intrinsic motivation in school (which is learning for enjoyment 

and personal satisfaction) not only declined consistently, but dropped precipitously in the 

middle school grades (Gottfried, Fleming, & Gottfried, 2001).  We observed the same decrease 

in our population, as reported in Chapter 2.  StudeƴǘǎΩ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴǎΣ ǾŀƭǳƛƴƎΣ ŀƴŘ ǇŜŜǊ 

value of reading declined from September to April during their seventh-grade year.   

  

At the same time that this decline of internal motivation is well known, internal motivations 

continue to correlate with achievement throughout the middle school grades.  Strong evidence 

shows that achievement, as measured by grades for seventh graders, was predicted by internal 

motivations (identified in intrinsic self-regulation) and by anxiety, even when literacy skills of 

reading and writing were controlled statistically (Snow, Porche, Tabors, & Harris, 2007).  In the 

Snow et al. study of middle school students, internal motivation and anxiety had just as much 

effect on grades as literacy skills.  Statistically, the beta weights for internal motivation, anxiety, 

and literacy skills on reading grades were equal.  It should be noted that our interpretation of 

ǘƘŜ Řŀǘŀ ƛǎ ŘƛŦŦŜǊŜƴǘ ŦǊƻƳ {ƴƻǿ ŀƴŘ ƘŜǊ ŎƻƭƭŜŀƎǳŜǎΦ  ¢ƘŜȅ ǎǘŀǘŜŘ ǘƘŀǘ άƳƻǘƛǾŀǘƛƻƴ ƛǎ ƴƻǘ ǘƘŜ 

primary explanatory factor ŦƻǊ ƳƛŘŘƭŜ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎέ όǇΦ  ууύΦ IƻǿŜǾŜǊΣ ǘǿƻ ƳƻǘƛǾŀǘƛƻƴ 

constructs of internal motivation and anxiety were each as high as literacy skills in predicting 

grades. We interpret this to be a sizable affect of motivation on achievement.   

 

Widespread Problems of Middle School Reading Motivation are Neglected    

During the decade of 2000-2010, adolescent literacy received remarkable attention from 

policymakers.  For example, the National Governors Association (NGA) released a report based 
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on extended deliberations of a panel and the consensus of the governors.  In a list of problems 

in adolescent literacy, motivation was prominently placed as number one.  However, in a list of 

solutions to the problem of improving adolescent literacy in schools, motivation never appeared 

(NGA report, 2005).   

  

!ƭǘƘƻǳƎƘ ǎǘǊƛǾƛƴƎ ǊŜŀŘŜǊǎΩ ƭŜƎƛǎƭŀǘƛƻƴ ǿŀǎ ǇŀǎǎŜŘ ƛƴ нллр ǘƻ ƛƳǇǊƻǾŜ ŀŘƻƭŜǎŎŜƴǘ ƭƛǘŜǊŀŎȅ ƛƴ 

schools, motivation was notably missing from the majority of evaluations of program 

effectiveness, although it was listed as a requirement in program designs.  A vast majority of 

programs for middle and secondary school students focus on skills and strategies.  In an 

outstanding compendium of evidence-based instructional programs for secondary schools, 

Deschler, Palinscar, Biancarosa, and Nair (2007) identified 48 programs.  Only 29 of them placed 

motivation and engagement as a goal of the program.  However, most telling was the fact that 

none of the programs reported evaluation of motivational effects in peer-reviewed journal 

articles or formal evaluation projects.  In other words, motivation was neglected as a goal for 

approximately half of the programs and was not measured systematically and rigorously as part 

of the evaluation in any of these instructional frameworks.  Furthermore, a meta-analysis 

ŜƴǘƛǘƭŜŘ άLƴǘŜǊǾŜƴǘƛƻƴǎ ŦƻǊ !ŘƻƭŜǎŎŜƴǘ {ǘǊǳƎƎƭƛƴƎ wŜŀŘŜǊǎέ ό{ŎŀƳƳŀŎŎŀ Ŝǘ ŀƭΦΣ нллтύ ǊŜǇƻǊǘŜŘ но 

studies of struggling readers, which showed a mean effect size of .59 on standardized measures 

of reading comprehension for multi-component interventions.  Although effect sizes were 

computed for vocabulary, fluency, word recognition, and comprehension, none were computed 

for motivation variables because motivation was not included in the investigations.  These 

policy-relevant reports point to the trend that although motivation is vaguely recognized as an 

issue for adolescent literacy, it is seldom entered into the solution pattern for a school district or 

research investigations. 

 

Intervention Research in Reading Motivation  

Although interventions are rare in motivation research with adolescents, a few studies can be 

identified.  Vansteenkiste, Lens, and Deci (2006) conducted experimental comparisons between 

intrinsically motivating goals for reading and extrinsically motivating goals for reading the same 

text.  In the intrinsic condition, students who were obese were asked to read a text on nutrition 

for their own purposes.  In the extrinsic condition, similar students were asked to read the same 

text for the extrinsic goal of memorizing facts.  The students with intrinsic goals recalled the text 

more fully and reported more involvement in the reading than students with the extrinsic goals 

(Vansteenkiste et al., 2006).  Furthermore, when a brief, computer-based instructional unit was 

embellished with personalized features and inconsequential choices, students showed more 

intrinsic motivation for the activity than if the program did not have the embellishments 

(Cordova & Lepper, 1996). Following a meta-analysis of motivation studies involving text 

interaction, Guthrie and Humenick (2004) concluded that a variety of motivations related to 

intrinsic motivation were increased by experimental conditions containing content goals, 

choices, and collaborations. However, these studies have relatively low external validity for 

sustained programs in middle schools because the investigations were short-term, highly 

controlled, experimenter-administered laboratory activities with college students.  
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In a field experiment with high school students, Martin (2008) and his colleagues provided a 

motivation support program consisting of 23 modules of 40 minutes each.  On a scale of 

motivation and engagement, the treatment group showed higher motivations than the control 

group that did not receive the intervention.  Motivations that were facilitated included valuing, 

mastery orientation, and persistence. It is entirely feasible to directly impact adolescent 

ǎǘǳŘŜƴǘǎΩ ƳƻǘƛǾŀǘƛƻƴǎ ǿƛǘƘ ǘŀǊƎŜǘŜŘ ƛƴǘŜǊǾŜƴǘƛƻƴǎΣ ōǳǘ ǎǳŎƘ ƛƴǘŜǊǾŜƴǘƛƻƴǎ ƘŀǾŜ ǊŀǊŜƭȅ ōŜŜƴ 

included in attempts to foster adolescent literacy.  Implications of the correlational literature in 

motivation have been combined into a set of conditions with the acronym of TARGET (Task, 

Autonomy, Recognition, Grouping, Evaluation, Time) by Ames (1992). However, such a 

combination has not been tested in experimental trials. 

 

Motivation Recommendations from the Adolescent Literacy Literature 

In this section, we present suggestions from writers in the field of reading education who have 

addressed adolescent literacy motivation.  These recommendations can be divided into two 

groups: those proposing multiple components in a motivation support system and those 

proposing an emphasis on one key motivational process. 

  

 Multiple motivation supports.  hΩ.ǊƛŜƴ ŀƴŘ 5ƛƭƭƻƴ όнллуύ ŎƻƳǇƻǎŜŘ ŀ ƳŀǎǘŜǊŦǳƭ 

statement of the range of motivational processes that influence adolescents daily in classrooms.  

CƻƭƭƻǿƛƴƎ ǘƘŜƛǊ ǇƻǊǘǊŀƛǘΣ ǘƘŜȅ ǊŜŎƻƳƳŜƴŘŜŘ ǘƘŀǘ ŜŘǳŎŀǘƻǊǎ ƛƴŎƻǊǇƻǊŀǘŜ άǘƘŜ ǎƛȄ /ǎέ ƛƴǘƻ ǘƘŜƛǊ 

teaching.  This set of practices represent highly agreed upon practices grounded in psychological 

research.  The first C is choice, which refers to providing students with authentic options and 

ǇǳǊǇƻǎŜǎ ŦƻǊ ǘƘŜƛǊ ƭƛǘŜǊŀŎȅΦ  ¢ƘŜ ǎŜŎƻƴŘ ǇǊŀŎǘƛŎŜ ŦƻǊ ǎǳǇǇƻǊǘƛƴƎ ǎǘǳŘŜƴǘǎΩ Ƴƻǘƛvations is 

challenge, which refers to allowing students to modify tasks so that the difficulty and interest 

levels are challenging to them.  The third C in the recommendation is control, which refers to 

enabling students to determine significant activities in their own learning and reading.  The 

fourth C refers to collaboration, which emphasizes the positive aspects of social interaction and 

seeking help from classroom peers.  The fifth recommended practice is constructing meaning, 

which refers to enabling students to gain strategies and metacognitive processes for building 

their understanding of texts.  The sixth C is consequences, which refers to enabling students to 

build responsibility, ownership, and self-regulation by group and personal evaluation of work.  

The authors provided compelling classroom examples for how these practices appear in 

ŎƭŀǎǎǊƻƻƳǎΦ  Lǘ ƛǎ ƴƻǘŜǿƻǊǘƘȅ ǘƘŀǘ hΩ.ǊƛŜƴ ŀƴŘ 5ƛƭƭƻƴ όнллуύ ŘƛŘ ƴƻǘ ǇǊƻǾƛŘŜ ŜȄǇƭƛŎƛǘ ǊŜǎŜŀǊŎƘ 

support for the entire set or any single one of these practices.  Although these ideas seem 

plausible, the empirical investigation of their efficacy in classrooms is wanting.   

  

Educators find meaningful recommendations from Al Tatum in his book Teaching Reading to 

Black Adolescent Males.  He proposes that it is important to focus on engagement and 

outcomes:  

Literacy holds power for the young black male when it is authentic, when it is related to their 

lives, when it is focused on their cultural, social, and emotional development, when it helps them 
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overcome obstacles, and when it acknowledges their black maleness and when it helps them 

identify what they wanted to do with the their lives (p. 48). 

 

To make reading relevant to the lives of young African American males, Tatum emphasizes Black 

literature such as Up from Slavery by Booker T. Washington, The Autobiography of Malcolm X, 

and The Invisible Man by Ralph Ellison.  He also suggests The Greatest: Muhammad Ali by Walter 

Dean Myers and Think Big by Ben Carson.  As students read these, Tatum suggests that teachers 

should challenge students to read deeply, form opinions, and back up their opinions with 

evidence.  The bar should be held high for Black males to read, write, and think about important 

issues related to their invisibility and demasculinization in school.  By providing this culturally 

responsive teaching, educators enable students to acquire not only skills, but identity, and to 

build not only academic credits, but a sense of responsibility for their futures.  Like the 

ǊŜŎƻƳƳŜƴŘŀǘƛƻƴǎ ƻŦ hΩ.ǊƛŜƴ ŀƴŘ 5ƛƭƭƻƴ όнллуύΣ ǘhese proposals for culturally responsive 

teaching are promising, but have not been examined with quantitative research methodologies.  

  

Focused motivation supports.  The most widespread recommendation for instructional 

practice promoted by educational researchers and teachers is providing choices.  In the 

classroom, students are often thrilled to have a choice in their reading education and often rise 

to it with enthusiasm, at least temporarily.  A theoretical framework for choice in the classroom 

is self-ŘŜǘŜǊƳƛƴŀǘƛƻƴ ǘƘŜƻǊȅ όwȅŀƴ ϧ 5ŜŎƛΣ нлллύΣ ǿƘƛŎƘ ŀǊƎǳŜǎ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ 

autonomy, or being in charge of their lives, is central to their academic achievement and 

emotional adjustment.  After reviewing the multiple facets of self-determination theory, Reed, 

{ŎƘŀƭƭŜǊǘΣ .ŜǘƘΣ ŀƴŘ ²ƻƻŘǊǳŦŦ όнллпύ ǎǘŀǘŜŘΣ ά²ƘŜƴ ƛǘ ŎƻƳŜǎ ǘƻ ŀŘŘǊŜǎǎƛƴƎ ǎǇŜŎƛŦƛŎŀƭƭȅ ǘƘŜ 

motivational processes of adolescents in literacy-focused classrooms, the single, most powerful 

suggestion we can make is to encourage teachers to develop learning environments that are 

autonomy-ǎǳǇǇƻǊǘƛǾŜέ όǇΦ нтпύΦ   

 

Autonomy support in this context refers to enabling students to become self-directing and self-

controlling of their literacy and academic work.  Reeve (1996) explicated autonomy support in 

the classroom in his book entitled Motivating Others: Nurturing Inner Motivational Resources.  

As Reeve said,  

Autonomy support refers to the amount of freedom a teacher gives a student so the student can 

connect his or her behavior to personal goals, interests, and values.  The opposite of autonomy 

support is coercion or being controlled.  Teacher autonomy support expresses itself when 

teachers allow students choices, respect their agendas, and provide learning activities that are 

relevant to personal goals and interests (p. 206). 

 

Among the proposals for instructional practices described in this section, autonomy support 

may enjoy the largest amount of empirical, valid verification, which has been reviewed in 

Guthrie and Humenick (2004).   
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Educational researcher Jere Brophy (2008) proposed that what adolescent students need to 

motivate them is an appreciation of academic content.  He argues that students are detached 

from the academic disciplines of science, history, and literature because their personal lives do 

not connect to these subject matters.  In his view, students need explicit bridging by the 

teacher. Teachers should provide thematic units with extended personal involvements, which 

enable them to see the personal worth and practical roles of historic eras, science discoveries, 

or literary works.  Teachers build tƘƛǎ ŀǇǇǊŜŎƛŀǘƛƻƴ ǘƘǊƻǳƎƘ ŦƻǎǘŜǊƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀǿŀǊŜƴŜǎǎ ƻŦ 

how the content relates to them, and how current times depend on past events or invisible 

ǇƘŜƴƻƳŜƴŀΦ  9ŦŦŜŎǘƛǾŜ ǘŜŀŎƘŜǊǎ άǎŎŀŦŦƻƭŘ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ǿŀȅǎ ǘƘŀǘ ŜƴŀōƭŜ 

them to appreciaǘŜ ǘƘŜ ǾŀƭǳŜ ƻŦ ǿƘŀǘ ǘƘŜȅ ŀǊŜ ƭŜŀǊƴƛƴƎέ όǇΦ мплύΦ  

  

!ƪƛƴ ǘƻ .ǊƻǇƘȅΩǎ ǊŜŎƻƳƳŜƴŘŀǘƛƻƴ ƛǎ ŀ ǇǊƻƎǊŀƳ ŘŜǎŎǊƛōŜŘ ōȅ YƴƻŜǎǘŜǊ όнллфύ ŦƻǊ ŦƛŦǘƘ ƎǊŀŘŜǊǎ ƛƴ 

ŀƴ ŜƭŜƳŜƴǘŀǊȅ ǎŎƘƻƻƭΦ  ¢ƻ ŦƻǎǘŜǊ ǘƘŜ ƭŜŀǊƴƛƴƎ ƻŦ άǎŜŎƻƴŘŀǊȅ ŘƛǎŎƻǳǊǎŜǎέ ōȅ ƎŀƛƴƛƴƎ ŎƻƴǎŎƛƻǳǎ 

knowledge through teaching (Gee, 2008, p.138), Knoester and his colleagues provided students 

ŀƴ ŜȄǘŜƴŘŜŘ ǇǊƻƎǊŀƳ ƻŦ άǊŜŎƻƭƭŜŎǘƛƻƴǎΦέ {ǘǳŘŜƴǘǎ ǿǊƻǘŜ Ŝǎǎŀȅǎ ŀƴŘ ǊŜŦƭŜŎǘŜŘ ŀƭƻǳŘ ŀōƻǳǘ ǘƘŜƛǊ 

work to their classmates.  They closed the school year with a set of portfolios about their school 

identities and interests.  Although research did not evaluate the benefits of this teaching, it is 

likely to help students build awareness of their own literacy processes and the contributions 

literacy makes to their life in school.  Such awareness is likely to contribute to the appreciation 

proposed by Brophy.  

 

A frequent recommendation for motivation support is to make the instruction relevant.  This 

ǊŜŦŜǊǎ ǘƻ ŎƻƴƴŜŎǘƛƴƎ ƭƛǘŜǊŀŎȅ ǘƻ ǎǘǳŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ ƭƛǾŜǎΣ ƛƴǘŜǊŜǎǘǎΣ Ǉŀǎǘ ŜȄǇŜǊƛŜƴŎŜǎΣ ƻǊ future 

activities.  Such connections are intended to show the worth of reading activities.  When 

students think that reading tasks are relevant, their on-task behavior (doing the reading) 

increases (Newby, 1991).  In classroom experiments, when relevant tasks accompany the 

reading activities, reading comprehension and motivation increase in comparison to reading 

instruction with low relevance to learners (Guthrie et al., 2006).   

 

!ǇǇŜŀƭƛƴƎ ǘƻ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘ ƛǎ ƻŦǘŜƴ ǇǊƻǇƻǎŜŘ ŀǎ ŀ ƳƻǘƛǾŀǘƛƻƴŀƭ ŀǇǇǊƻŀŎƘ.  In a book-length 

treatment on building reading motivation for boys, Brozo (2002) found that boys respond when 

ǘŜŀŎƘŜǊǎ ōŜŎƻƳŜ ŀǿŀǊŜ ƻŦ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ ƛƴǘŜǊŜǎǘǎ ŀƴŘ ƴŜŜŘǎΦ  {ƻƳŜ ōƻȅǎ Ƴŀȅ ǿŀƴǘ 

to read about heroes, adventurers, or magicians.  If their curiosities can be identified through 

interest inventories, they may become engrossed in a book or a topic and learn to find 

satisfaction through literacy.  Although this suggestion is useful for book clubs or free reading 

activities, it is not easily used for instruction with information books and is not easy to relate to 

curriculum-connected, academic accountabilities that are widespread in middle schools.   

 

Social relationships in the classroom are prominent in middle schools.  Overviewing the 

literature on social motivation, Juvonen (2007) stated,  

Of school-based social relationships, teacher support is probably the most salient.  When 

students feel supported and respected by their teachers they are presumed to comply with the 
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expectations and norms set by instructors and engage in the behaviors endorsed by these 

authority figures.  When students lack a bond or do not get along with a teacher, students are 

presumed to disengage themselves from school-related activities and the institution (p. 200). 

 

{ƘŜ ŎƻƴǘƛƴǳŜǎΣ άtŜǊŎŜǇǘƛƻƴǎ ƻŦ ǇƻǎƛǘƛǾŜ ǘŜŀŎƘŜǊ ǊŜƎŀǊŘ ŀǘ ǎŜǾŜƴǘƘ ƎǊŀŘŜ ƘŀǾŜ ōŜŜƴ ǎƘƻǿƴ ǘƻ 

predict improved academic competence, mental health, and higher academic values in eighth 

ƎǊŀŘŜέ όǇΦ нллύΦ CǳǊǘƘŜǊƳƻǊŜΣ ƭŀŎƪ ƻŦ ǎŜƴǎŜ ƻŦ ōŜƭƻƴƎƛƴƎ ƛƴ ǎŎƘƻƻƭ ŦǊŜǉuently predicts 

ŀŘƻƭŜǎŎŜƴǘǎΩ ŘǊƻǇƻǳǘ ǊŀǘŜǎ όCƛƴƴ ϧ wƻŎƪΣ мффтύΦ  .ŀǎŜŘ ƻƴ ƘŜǊ ǊŜǾƛŜǿ ƻŦ ŎƻǊǊŜƭŀǘƛƻƴŀƭ ǎǘǳŘƛŜǎΣ 

WǳǾƻƴŜƴ ǇǊƻǇƻǎŜǎ ǘƘŀǘ ŜŘǳŎŀǘƻǊǎ ǎƘƻǳƭŘ άŎŀǇƛǘŀƭƛȊŜ ƻƴ ŀŦŦƛƭƛŀǘƛǾŜ ƴŜŜŘǎ ǘƻ ŜƴƎŀƎŜ ǎǘǳŘŜƴǘǎέ όǇΦ 

203).  Such a recommendation might include cooperative learning, peer collaboration, and 

building teacher-student relationships.  A few studies show the positive effects of collaborative 

arrangements on motivation, especially for African American students (Guthrie, Rueda, 

Gambrell, & Morrison, 2009).  Although social structures in classrooms have been evaluated 

rigorously from the perspective of their contribution to developing cognitive skills (Murphy, 

Wilkinson, Soter, Hennessey, & Alexander, 2009), they have rarely been investigated for their 

motivation benefits in literacy learning. 

 

Rationale for Investigating CORI in Middle School 

In view of the magnitude of the motivation problem in middle school, and especially the 

dilemma of motivation for reading information books, we investigated the effects of CORI for 

this age group. Previously, at the elementary school level, we combined five motivational 

practices to form CORI. The rationale was that increasing reading comprehension in a school 

context (rather than in a lab) is challenging, and it is most likely that multiple motivations will 

drive reading achievement. Also, at the middle school level, our goal was to increase 

information text comprehension and multiple motivations for reading. To this end, we merged 

several motivation practices and taught three reading strategies: inferencing, summarizing, and 

concept mapping.  

 

Beyond investigating the impacts of the full CORI intervention on motivation and 

comprehension, we examined the contributions of individual motivation practices on discrete 

motivations. Explicit practices consisted of providing relevance, collaboration, reading 

importance, thematic unit, choice, and success. Specifically, we expected that relevance would 

ƛƴŎǊŜŀǎŜ ƛƴǘǊƛƴǎƛŎ ƳƻǘƛǾŀǘƛƻƴΦ {ƛƳƛƭŀǊ ǘƻ !ǎǎƻǊΣ YŀǇƭŀƴΣ ŀƴŘ wƻǘƘΩǎ όнллнύ ŦƛƴŘƛƴƎǎ, we expected 

that if students perceive that classroom activities are useful to attaining their goals and pursuing 

ǘƘŜƛǊ ƛƴǘŜǊŜǎǘǎΣ ǘƘŜȅ ǿƛƭƭ ōŜ ƛƴǘǊƛƴǎƛŎŀƭƭȅ ƳƻǘƛǾŀǘŜŘΦ ²Ŝ ŜȄǇŜŎǘŜŘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ǎƻŎƛŀƭ ƛƴǘŜǊŀŎǘƛƻƴ 

goals would be met by collaborative practices in the classroom (Juvoven, 2007). We expected 

ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ǇƻǎƛǘƛǾŜ ǾŀƭǳƛƴƎ ƻŦ ǊŜŀŘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ǘŜȄǘǎ ǿƻǳƭŘ ōŜ ŦŀŎƛƭƛǘŀǘŜŘ ōȅ ǘƘŜ ǇǊŀŎǘƛŎŜ 

of reading importance. This practice was introduced for middle school students because the 

construct of deǾŀƭǳƛƴƎ ǿŀǎ ƘƛƎƘƭȅ ǊŜƭŀǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ ŀǾƻƛŘŀƴŎŜ ŀƴŘ ǊŜŀŘƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ 

previous studies (Legault et al., 2006); our findings are reported in Chapter 2. We expected that 

ǘƘŜ ǳǎŜ ƻŦ ŀ ǘƘŜƳŀǘƛŎ ǳƴƛǘ ǿƻǳƭŘ ƛƴŎǊŜŀǎŜ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy because it would enable them 

to perceive success in classroom tasks of comprehending information texts and answering key 
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questions. In the thematic unit key questions were continually posted. Book reading was linked 

ǘƻ ǘƘŜƳΦ {ǘǳŘŜƴǘǎΩ ŜŦŦƛŎŀŎȅ ƛƴŎǊŜŀǎŜŘ ōŜŎŀǳǎŜ ǘƘŜȅ Ŏƻǳƭd succeed at completing specific reading 

tasks that were tied to shared conceptual goals. Affording choice was expected to increase 

intrinsic motivation based on self-determination theory (Ryan & Deci, 2000). Finally, in an 

attempt to increase self-efficacy, we provided success experiences as recommended by Schunk 

(2003) by assuring leveled texts for all students. Supporting perceived competence in reading, 

we explicitly scaffolded the cognitive tasks of identifying text features, reading fluently, making 

inferences, writing summaries, and constructing concept maps. To investigate the associations 

ƻŦ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ ǿƛǘƘ ƳƻǘƛǾŀǘƛƻƴ ƎǊƻǿǘƘΣ ǿŜ ƳŜŀǎǳǊŜŘ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜ 

motivation practices during instruction and we assessed their motivations before and after the 

interventions. Thus, we examined whether these relationships of instructional practices and 

motivations appeared within the population receiving CORI. 

 

CORI Practices for Supporting Motivation to Read Information Texts   

We next present six motivational practices included in CORI for middle schools accompanied by 

the most prominent motivational process that we believe each practice facilitates. 

 

Thematic unit. Providing a thematic unit for the context of literacy learning is the first 

principle of motivation for information text comprehension.  This thematic unit is a conceptual 

topic, which is where CORI gets name.  For this Grade 7 CORI unit, the theme is Diversity of 

Plants and Animals in Community Interactions.  The superordinate idea of the unit is symbiosis, 

including such forms as mutualism and parasitism.  To accentuate the conceptual clarity of 

learning, students are given a big question for each week, as well as daily questions related to 

ǘƘŜ ǿŜŜƪΩǎ ōƛƎ ǉǳŜǎǘƛƻƴΦ   

 

To provide resources for literacy in this theme all books are unified around it for the six weeks.  

Texts for whole class instruction, individual guided reading, and individual books for group 

projects are selected to be theme relevant.  Strategies that are taught for comprehension, 

including summarizing and concept mapping, are placed within the context of the conceptual 

theme. For example, student summaries represent their reading related to a particular question 

on a given day.  Other motivation supports, such as choice, are provided in the context of 

thematic learning.  For example, the teacher may provide a choice for which chapter in a 

selected book to read on a given day.  Students make their selection based on their view of what 

will enable them to learn about the question of the day and to discuss it effectively with a peer.  

Thus, motivational support of choice is not global, but is framed by the content question of the 

day and is undergirded by the content learning of the previous day.   

 

Self-efficacy is the motivational process that we expect to be facilitated by the thematic unit.  

The rationale is that the conceptual theme enables students to read texts for deep 

understanding. The theme empowers students to answer questions, talk with peers, and write 

ƻǇƛƴƛƻƴǎ ŎƻƴŦƛŘŜƴǘƭȅΦ  ¢ƘŜ ŎƻƴŎŜǇǘǳŀƭ ǘƘŜƳŜ ŦŜŜŘǎ ǎǘǳŘŜƴǘǎΩ ǎŜƴǎŜ ƻŦ ŎƻƳǇŜǘŜƴŎȅ ōŜŎŀǳǎŜ ƛǘ 

makes the learning from text more sensible; it is linked to what they have recently learned in 
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ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ  ¢ƘǳǎΣ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy for reading derives not from their sense of being 

efficient at performing processes such as fluency or writing answers to questions, but in their 

sense of competency with the content of the texts.  When the clarity of content is enhanced, the 

confidence in learning from text is extended. 

 

Relevance.  Relevance is an instructional practice central to CORI activities.  In this 

ŎƻƴǘŜȄǘΣ ǊŜƭŜǾŀƴŎŜ ǊŜŦŜǊǎ ǘƻ ƭƛƴƪƛƴƎ ōƻƻƪǎ ŀƴŘ ǊŜŀŘƛƴƎ ŀŎǘƛǾƛǘƛŜǎ ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇŜǊsonal 

ŜȄǇŜǊƛŜƴŎŜǎΦ  ¢ƘŜǎŜ ŎƻƴƴŜŎǘƛƻƴǎ ǘƻ άƳŜέ ŀǎ ŀ ǇŜǊǎƻƴ ŀǊŜ ŜǎǇŜŎƛŀƭƭȅ ǇƻƛƎƴŀƴǘ ŦƻǊ ŀŘƻƭŜǎŎŜƴǘǎ 

who are centered on thinking about who they are.  Such links to self can be tied to long-term 

ƘƛǎǘƻǊȅΣ ǎǳŎƘ ŀǎ ǎǘǳŘŜƴǘǎΩ ŎǳƭǘǳǊŀƭ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ǘƘŜƛǊ ŜǘƘƴƛŎ group, to a personal interest such 

as skateboarding, or to a recent personal experience. In CORI for middle school students, we 

give context through videos related to the conceptual theme.  For example, in Week 1, we 

present a video on predation where a cheetah is capturing a gazelle on the Serengeti Plain.  

After watching the 3-minute video, students make observations about it, draw inferences, and 

make connections between the events.  The students then read a paragraph of text to learn 

more about predation in cheetahs and other animals.  They draw inferences from the text and 

share their observations with peers.  In this 20-minute activity, reading information text is made 

relevant by connecting it to a vivid personal encounter with the phenomenon through video.  

bŜŜŘƭŜǎǎ ǘƻ ǎŀȅΣ ǘƘŜ ŎƻƭƻǊΣ ŀǳŘƛƻ ŜŦŦŜŎǘǎΣ ŀƴŘ ŘǊŀƳŀ ǊƛǾŜǘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŀǘǘŜƴǘƛƻƴ ŀƴŘ ŀǊƻǳǎŜ 

their interest.  Asking students to perform the processes with the video that we later ask them 

to perform with the text brings a linkage not only in content, but in the process of learning 

across the media.  Thus, the relevance is formed through the immediacy of experience with 

video and text.  It is relevance situated in a disciplinary domain and information texts on the 

subject matter.  We believe that this level of relevance is effective as a starting point for learning 

the relevance of other texts on other topics in the future.   

 

Interest is the motivational process that we believe is fueled most obviously by relevance of 

literacy instruction.  When students view a video on predation in the Serengeti, the experience 

is effortless, eye opening, and interesting.  It activates what they already know and arouses 

natural curiosities.  Watching the video is intrinsically motivating, which means that students 

will do it for their own enjoyment.  Students often ask to see the video many times because it is 

captivating.  Linking a readable trade book to this interesting event projects the qualities of the 

video enjoyment into the text interaction.  For this moment, in this situation, reading becomes 

ƛƴǘŜǊŜǎǘƛƴƎΦ  ¢ƘǳǎΣ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘ ƛƴ ǊŜŀŘƛƴƎ ƛǎ ǎŎŀŦŦƻƭŘŜŘ ōȅ ŎǊŜŀǘƛƴƎ ǎƛǘǳŀǘŜŘ ƛƴǘŜǊŜǎǘ ƛƴ 

an extremely concrete situation.  Then we extrapolate outward from it.  Videos are presented 

daily during the first week and are reduced until they do not appear in the sixth week of this 

CORI unit.  Students are weaned from the relevance-generating event and learn to find interest 

in the texts and the topics themselves.   

 

Reading importance. Reading importance is an instructional support in CORI that 

ŦƻŎǳǎŜǎ ƻƴ ŜƴƘŀƴŎƛƴƎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǾŀƭǳŜǎ ŦƻǊ ƭƛǘŜǊŀŎȅ ŀŎǘƛǾƛǘƛŜǎΦ  .ȅ importance, we mean the 

ǇǊƻŎŜǎǎ ƻŦ ōǊƛƴƎƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀǘǘŜƴǘƛƻƴ ǘƻ ǘƘŜ ōŜƴŜŦƛǘǎ ƻŦ ǊŜŀŘƛƴƎΦ  !ǎ ŘƛǎŎǳǎǎŜŘ ǇǊŜǾƛƻǳǎƭȅΣ ŀ 












































































































































































































































































































































































