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Foreword

The aim of this volume is to provide researchers, graduate studentdnterdsted 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. Rud i ad@mid sGdecess and future depead
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 waiton 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 castide 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 motivationsich refer to the
negative as wll as the positive drivers of reading activities and achievement.

Based on a fivgear grant from NICHD, we present the engagement and disengagement of
struggling readersas well as more highly achieving students, and we attend closely to African
Amerian 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 agitdyhmotivated 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 educatibprogress.

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 waitk 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
GKFG AYLI OO | R2ft Sy WSrgporasmelsubdrigeSirvitie@otivatiansStinat O
R2YAYIFGS a0GdzZRSy(iaQ NBFTRAY3I 2F AYTF2NNIGAZ2Y
motivations.

Our landscape in this volume is broad because the dilemma of adolescent academic
engagement interacy 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, te thikz
knowledge pragmatically in the improvement of classroom contexts in fostering literacy
engagement in middle schools.
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Chapterl

Motivation, Achievement, and Classroom Contexts for
Information Book Reading

John T. GuthrieSusan Lutz Klauda, and Danette A. Morrison

University of Maryland, Department of Human Developtrand 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 literagtyrarossed. To

explore them, we conducted extensive interviews with young adolescents and followed up with
guestionnaires, cognitive assessments, and instruction targeted to increasing reading
engagement. Dedication to reading was a prominent motivatitrat connected to
achievement.Referringli 2 STF2NI X GAYST FyR LISNBEAAGSYOS:sT RSIH
values, selkfficacy, and peer relationships. Dedication correlated higher with school and

nonschool reading for African American than for Ewap American students. Motivation

profiles showed the following rank order with achievement: dedicated but disinterested;

dedicated and interested; avoidant and disinterested; avoidant and interested. After
O2yaidNHzOGAY I | O23yA Grhatl® texf ZdrBrehengich, wa prdgRIQly 6 4 Q A Y
AYAGNYzOGA2Yy G2 AYONBIFAS RSRAOIFIGAZ2Y YR AYy(dSNB
experiences of instructional practices to their motivations for information text reading. Students

reported that the following pretices increased their dedication to read: relevanckgice,

success, and thematic units. Each practice also decreased dedication and interest substantially

when it was lacking from their classroom experience. Based on this frameworttewedoped

ConceptOriented Reading Instruction for adolescents, which is discussed in Chapter 4.

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

Overview

This chapter is like a natural lake in a mountainous region.dtadad 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 achievemamgasures, although we occasionally show
how achievement expressed as grades in Reading/Language Arts class connect to motivation
and engagement.
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CANRGYE 6S Ay@SaidAalrisS FYz2dzyd 2F NBFRAYy3I |a L
referring to two brad domains, reading fiction for pleasure, which dominates

a 0 dzR®dyscéhaofeading, and reading substantive information texts, which prevails in school

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

achievementlt almost seems facile to say that higlalghieving 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 attemptsoatitop
aidzRSyiaQ fAGSNIroOe Ay aoOKz22fd bSOSNIKStSaasx 2
achievement in reading is associated with behavioral engagement in readoxj.poignantly,

we elaborate how this works for both African American and Europeaerican 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 feedcavate 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 terrdedicationas a primary
driver of achievement in comprehendingformation 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
T2 NJ 2y S @antity ImdbfatnBe/sliccess. 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 readinyableafor an

array of reasons, dedication powers reading achievement. Beyond achievement, dedicated
students exercise seffiscipline to gain knowledge they value, to maintain an image as adept,
superior students, and to build a successful future at sthod 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 infortien 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 itecomerely from home.

vdzZA S GKS 21LJJ2aAGST RSRAOFGAZ2Y Aa KAIKE e o2yy
declarations in their interviews show that when they experience successes in learning from

books, choices in selecting learning materials and terteyactive 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 connectedavoidance 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 gries 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 preventdoy clearly identifiable teachegenerated clasroom
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 meaningeraicy.
{LISOATAOIfte&s 4S FINBE | RRNBaaAy3da addzRSydaQ NBI RAY
in the form of a mystery novel, on the computer in the form of a Web site, or a text message on

I Y20AfS LK2ySd 2SS R2 yBHWIAYyQYy&RESRRS: YSFYSy Al 4
GKS GSNY tAGSNIXrOe Fta Ay GKS LIKNIAS da®aaNd LKAO
geography or knowingboutcomputers is valuable, but they have their own idiosyncrasies.

We use the wordacademidn 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/Laguage Arts. This contrasts wittonschoolreading 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. Sunmschookeading may be comprised of text
messaging, comic books, Facebook and a range of social networking Web sites, and magazines

AAAAA

O2yySOGSR (2 &d0dRSyiaQ LISNER2YIf K200ASad

Academic literacy is dominated by informational texts that contain disciplikaoyvledge 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 andhhischool, 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 acqition 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. Sdiaesce
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 schodlidgnts need a frame

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

The wordmotivationin our book title refers to values, goals, beliefs, and dispositions for reading
(Wigfield & Tonks, 2002). Regrettably, many educators think ohn@dt G A2y & fAYAGSR
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 funhwlibngerterm choices, relevance, collaborations,

successes, and deep understanding, a spark may be fanned inttelomgnotivation. Without

I RSSL) dzy RSNRGFIYRAY3I 2F addzRRSydaqQ gFftdsSaz 321
equipped to fosterfull learning that makes all students collegeady (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 l16ast

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 sidfermination theoy, most forcefully
formulated by Ryan and Deci (2000). This theory eloquently proposes four stages in the
development of a selfletermining individual. At the earliest stage in our development, we
respond to external forces. We behave for positive rewandfor 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, nout of joy. Third in the course of development, we
positively embrace goals and aspirations held for us by significant others. In this embrace, we
ARSY(GATFe gAlGK | 321 f &dzOK +ta aoSAy3a | 3I22R NBIR
At the final $age, we pursue the goal of reading because we enjoy it. We have become
autonomous, seloverning readers. We have interests and pursue them with pleasure (Hidi &
Renninger, 2006).

As shown by multiple researcherse@ault, Greeibemers, & Pelletier, 2@) 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 widelytlie 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 middlend 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
achievenent in school Gottfried, Fleming, &Gottfried, 2007).

{2YS 62dA R FNBdS GKIFIG GKS LINAYEFNE F2NOS 2F | OKA
O2yFARSYOS (KIFIG 2yS OlFy F002YL}X AaK RAFFAOdAZ G 32
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 sficacy they grow in achievement within
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spedfic task domains. Sefifficacy is different from selsteem, which is a global sense of well

being. By contrast, seéfficacy is task based, with a powerful impact on task success. An

individual may have setéfficacy for the task of golf, but not fahe task of writing poetry;

whereas selSaGSSY Aa | 3At20lf &asSyasS GKFG a!ff Aa NA
aidzRSyiaQ o0StAST Ay GKSYaSt@dSa yR GKSANI O2YYA G
confidence builds from there (Hamre &aRta, 2005).

Perhaps the oldest academic theory of what drives students toward accomplishment in school is
expectancyalue theory (Eccles & Wigfield, 2002). We tap into expectanfye theory by
examining the importance students place on reading inegahand 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 leadtudents 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

FNBE GLINRPaAa2OALT ¢ | OGAGSE e LI ankérk ahd dtddeintS, and theseJ2 4 A G A D¢
social interactions foster their achievement in school. Likewise, Furrer and Skinner (2003)

SELX I AYSR K2¢ aNBflI{iSRySaaszé s6KAOK Aa FTSStay3a (
peers and teachers, empowers studentstiecome engaged in academic work. To incorporate

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

L2 NINFe addzRSydaQ Y20AQFGA2ya F2NJ F OFRSYAO fAGSH

Relationships oMotivation 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 amvement. We are more interested in the

O2NNBft A2y 2F Y20AQFGA2y 6AGK | OKASOSYSyld GKI-
example, dedication to reading, which refers to reading frequently and thoroughly for schoal, is

not remarkably high in levehut is closely connected to achievement. Highly dedicated students

are high achievers and the less dedicated students are lower achievers. Especially with regard to
F'TNROFY ' YSNRAOFY FYR 9dzZNRLISEHY ! YSNAOFY &aiddzRSyia
for both groups.

Context of this Inquiry

¢2 SELX 2NB addRRSydGaQ Y2GAQFiA2ya F2NJ | OFRSYAO ¢
One approach was to interview students in depth. We conducted interviews with 260 students

on two occasions for 30 mines 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 Anericans 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

Y2NB (KFyYy MHH ljdzSaidAaz2ya FyR RAIAGI ftehviewedB O2 NRSR
This yielded a transcript in excess of 9000 pages, which we coded with various rubrics to capture
a0dzRSytaQ OASgLRAYyGaAD ¢ KS Wdztchrilegknihd. SINIDA S g LINE § 2 (

Our second reearch 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

Ay GKA& OKFLIWISNI FNB NBFfSOlAy3a alddzRtbrali aQ Y204
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 fraditional 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 maost of school reading. Students do not read
information books for school for their own sake. This is-eeiflent to any teacher, and was
overwhelmingly quantified in our findings to be reported here. With this background, we found
that dedication arose@& | LINRPYAYSYy (G LINBRAOG2NI 2F addzRSyidaqQ
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 tidedic

to selfdiscipline 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 ConnectsAachievement
School reading. LY GKS aiddzRSyd AyGSNBASsaz 6S | aiSR
behaviors, as well as their attitudes and values. It seemses&lent that the amount and
frequency that students read should be associated with their readingievement. 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 wereather handouts and writings on the
whiteboard or overhead projector by the teacher. This daily diet of teaphevided materials
was supplemented by other books in the classroom, workbooks, class notes, and Web sites that
were read weekly or monthly (séeable 1).


http://www.corilearning.com/
http://www.corilearning.com/
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Table 1
Amount of School Reading: Percentage of Students Reporting Each Frequency

Frequency
Never Monthly Weekly Several Daily
times/week
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
hiKSNBRQ y2i0 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/ 0 1 6 17 75

Overhead projector

A remarkable finding was that many of these apparently routine reading taskscsarected

G2 &a0dzRSyiaQ | OKAS@SYSyGaod azad 2F GKSasS YI GSN
achieving students and less frequently by lovaehieving students (see Figure 1). This does not

mean that simply reading the textbook or glancing at the teath&r 2 S NKSIF R LINB2SO0
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 increasth@ir 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 achievementhis 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 asvell, it has not been empirically researched (§&at 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 incleg#ooks, 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). Summingsactbese types of text, a total correlation

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

O2y GNBfftAY3 F2N) aGdzRSyGaQ tS@St 2F LROSNIe 064SS
superficial readingr 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 accountédiligyades.

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 SchddbaschooReading

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
{GdzRSy (iaQ y .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 witext .78 .70

Video games w/o texi .83 .79

Total 7.68 4.51

Table 3
Correlations of Amount of Schd®tading and Reading Achievement

Text Type Total
Textbook 19**
Workbook .18**
Other book .13

Class notes .20%*
hiKSNEREQ y23GSa .08

Web sites 14*
Newspapers/magazines .07

Teacher handouts 21%*
Chalkboard/overhead projector 19**
Total .20%*

Note.Amounts of reading are standardized with the Journal item in the questionnairep® 01; * 9p <
.05. Correlations are controlled for poverty; each statistic is a partial correlation of amount of reading and
achievement with their FARMS level partiieut.

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



Motivation, Achievement, and Classroom Contexts for Information Book Reading 10

socplogists 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 coemntstrof

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 stgdentavoid 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 cawe$iect relationship, but is almost certainly
NEOALINROIf® Ly |ye& OFaSs SRdzOF G2NB OFyy2G St aife

What educators can attempt to impact is specific book reading motivation and skills for reading
information books. Increasing these qualities gextes 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 acamhic 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 ggoamprised 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 bbemign finding, but we believe it could be crucially
valuable for education. The highesthieving African American students were avid readers of
school materials. They read their textbooks, handouts, Web sites, and class notes much more
frequently than dbw-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 promse f
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 leveiirfgoroving achievement,
especially for African American students. Amount of reading may be a handle on the
I OKAS@SYSyd 3IFL) GKFd RSaAaSNWSa FTdNIKSNI d0GdzRE P ¢ K7
read deeply, frequently, and for long periods of tirag an avenue toward reading proficiency
(see Part 1 in Statistical Analyses section).

Nonschoolreading. We inquired into nonschoolreading 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
NELI2ZNI FNBIjdzSyoe 2F GKSANI NBIFIRAy3 | OQUAGAGASaD ¢
can be found in the Interview Report on the CORI Web site. It surprise that in 2009, text
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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 Daily
times/week
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
Videogames w/o text 25 12 22 24 17

Note.Series C in Interview

2 KFG Aada AYOGNARIdzAy 3T F2N addzRSydaQ RS@St2LIYSy
were associated with reading achievement. In particular, the reading of Web sites, text
messages, and newspapers were each significantly connected to resatilyement. Taken as

a group, 10 different indicators afonschoolreading, 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 povertyhé 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 antedtigher 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 ohonschookeading forpleasure 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.

e

27
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Table 5
Correlationsof Amount of Nonschool Reading and Achievement Level

Text Type Correlation
Email A1
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 wi/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 wa$.23(1); for EA students it was .12.

Although reading novels out of school had a weak correlatiorl® 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 prameint 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 ba 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 andéa@¥o n
read newspapers. But in school, only 1% reported never reading a textbook.

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

African American students, the connection (correlation) between reading frezyueand
achievement was substantially higher than the connection for European American students. This
shows that the higkachieving African American students are more avid readers out of school

than the lowachieving African American students. Being litSratA Y 2y SQa K2YS | yR
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 gnounced for African American than for European American
students (see Table 6).

O
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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 Nonshool
Reading Achievement - .26%* 23%*
Total School A1 -- 78**
Total Nonshool A2 79 -

Note.Correlations are partially controlled for poverty (FARM®).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 literatureThe 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 ofltertss(
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 edaight 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 tur correlations ofnonschoolreading 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 gradel@0 ninth grade adolescents

about theirnonschooNBS  RAy3d | a1 Ay3 ad0dzRSyida al2¢g R2 @&2dz
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 sawh graders placed reading on their list mbnschool

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 ohonschoolreading 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 hom&ports lllustrated for Kids, Sports
lllustrated 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 risading 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 heblwere reported by 7%. When
students talk abouhonschookeading, information books rarely appear on the radar screen.

Ly | addzRe 27F I R2 frdschSoyeading actNiies, Alvekmérmh ethlS(RORTS NE& Q
SEI YAY SR & dzR S yiding. GifteBri-p&réest offth uilen® i a Mddlia 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
lowegd third of achievement reported reading the Internet daily. Our study showed a higher
amount of reading among lowchieving adolescents than the Alvermann study. However, our
students were in the lowest third rather than the lowest quarter, and our stusemére in
Grade 7 rather than in grades 7 to 9. The reasonadaschooleading 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 mad®.nn 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
nonschookeading is not always interest drine

Behavioral Engagement Connects with Dedication to Read

Meanings of dedicationFor middle school students, the most prominent motivational
FIL OG2N) Ay & dzR Sy ietitationt®riakl. \@ Sitvo8ugeithiskedim dédicatianNg
the conversabn 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 ectdgin
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. tff@m, 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. Lonterm goals are part of theveb 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. Sirflar to someone showing setfiscipline, he attaches high importance to reading
successfully for the purpose of attaining letlegm goals of school success (Duckworth &
Seligman, 2005).

Dedication can be contrasted to several other prevailing motivatiop@cesses. 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 fawrgport 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 fithess, but that person
may not put forth high dbrt and persist in attaining high levels of fithess. 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 SEIff FA OF Oé X gKAOK SaaSydaAalrtte YSI
abilities (Schunk, 2003; Schunk & Rice, 1993). One feels confident about a task or activity that

she can perform well. A person with setinfidence is likely tehow persistence and effort in

the specific area of seéffficacy. But, seléfficacy does not depend on lotgrm goals and

importance in the same way that dedication does. Thus, an individual could havaffesify

for reading without necessarily beimtgdicated to reading consistently and thoroughly for leng

term goals.

.S0ldzaS IR2tSa0SyidaQ LISSNI NBflGA2yaKALA NB 27
NBIFIRAY3I gAff 0SS O02YYSyadaNI S 6AGK (KSdf\d LISSNAEQ
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®xpe G KI G Iy AYRA @A Rdz f ¢

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 fismance goals places a high premium on
achieving grades and recognition. While the grades are atknng goal, individuals with high
performance goals may not attach personal importance to the goals. They want the grades to
exhibit their skills, but nobecause 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 activityithout placing importance on it or have success in the
activity as a longerm 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
OSy G NI f G2 2ySQa ARSyGAdGeod . dzi | ONR&Aa | o0NZ2I R
motivations, interest does not guarantee importance (Sansone & HarackiewiXx)).2
Furthermore, it does not necessarily connect with ldagn 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 pursuingeffort 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).
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Statisticalindicators of reading dedicationWithin the interviews, we observed a clear

O2yySOiAzy 06S0G6SSy aitdzRSydiaQ NBLR2NIA 2F GKSANI |

reading. During the interview, students reported their viewpoints toward reading hodc
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
adFdSYSyildyYy aL R2y Qi NBI R A yassiligd stiadent avdeNafré&ed A F
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 th&t$& | G G SYLIWISR G2 a3Sid 2 dzi

L R:
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NEFRAY3 GFalae LYy Fy20KSN) ljdzSadAaz2zy ¢S 2FFSNBR a
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although it isconstrained 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 thisrstatewere
classified as dedicated and students who disagreed were classified as avoidant. By combining

GKSasS Gg2 AGSYasr gKAOK O2NNBfFGSR adzonadlydaltte

dedication to reading in Reading/Language Arts class.r&gha 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 importantame 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 portin 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 favoriteonschoolpursuits 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
nonschoolactivity was equally strong for African American=(.24,p < .01) and European
American ( = .33,p < .01) students. This confirms findings with elementary school students
(Wigdfield & Guthrie, 1997). The indicator of dedication to reading im8eielass 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 amourreafling, but dedication to reading in
Science was not connected to amountnoinschookeading

Dedication in a large scale surveYJo investigate dedication more deeply we explored
this motivation with 1200 seventh grade students. In September of their seventh grade year, we
F2dzyR GKFd &adddzZRSyidaQ RSRAOIFIGAZ2Y (2 NBIRAY3
their standardizedreading achievement test levels. Highly dedicated students were high

AY T3
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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 lnowledge 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, asidgieal
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 besgnitive skills and whether these
alAtfta ISYSNIGSR KAIKSNI 2NRSN) GKAYylAyd I 0 2 dzi
Integration model of reading comprehension (Kintsch, 1988), the first skill was literal
comprehension in which students match text toeth 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 structres. 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 lovgland hi
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 cahension 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 ondital 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 comprehensio 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 dedicationdauch 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 motivationsf celtefficacy, 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. Furtherma, 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** A7 A1 15%*
Efficacy .19* A7 18** 31 A7 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 A7* .07* .08**

Note.AA = African American; EAgropean Americart* = p< .01; * 9 < .05.

Affirming and undermining motivationsTo 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 motivabns were intrinsic motivation, valuing, seffficacy, 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 ratéty and dedicated
to reading (Guthrie, Coddington, & Wigfield, 2009).

Constituents of dedicationlf 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 dedicatedadimg 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 readinghe second constituent is selfficacy 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. Dechted 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 InfismBooks for School
for Two Ethnic Groups

Groups
Motivations AA EA Total
Devaluing B5*** o G 4SSk
Perceived difficulty .09 L15%w* L4xw*
Peer rejection J15%* .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 affirmamgl
undermining motivations is beyond the scope of this chapter, but it has been found by other
investigators in selfletermination theory (egault, GreeiDemers, & Pelletier, 2006 self

control theory Tangney, Baumeister, & Boone, 2004nd educationresearch $eifert &

O'Keefe, 200l We expect that positive statements of affirming motivations are highly familiar

and loaded with social desirability. For example, a-s#ifacy questionnaire may contain the
adlradSySydaz aL +Y | @z2h&sRo didhlaRdScuddisoned to @espodl K S|
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,
GwSI RAY I AYZF2ANNA & ARNTBOAOdAE G F2NJ YSé A& | adldsSy
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 paaitbut dedication.
Likewise, we refer to valuing (rather than devaluing), -efflEacy (rather than perceived
difficulty), and peer acceptance (rather than peer rejection). The message is substantively the
same, but the language used to convey it isersed when we use affirming and undermining

scales in the motivation questionnaires.

Ethnic variations in constituents of dedicationConsistent with the trend that
motivation varies across ethnic groups (Unrau & Schlackman, 2006), dedication is composed
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-ekifacy 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, & Hudl&®98). In comparison, for European American students,
seltefficacy 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 facto 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
ready 3@ Ly &ddzRéAy3a AAEGK 3INIRSNBRQ Y20AQlGAz2ya
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aloud was the choice of 62% of the students and having the chance to adbeok to reading
on their own was the preference of 63%. The checklist the investigators offered the students did
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from their study.

Dedication in School

Seltdiscipline and dedicationBecause 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 stdfcipline for middle school students
has been fond to predict academic performance more robustly than 1Q. Duckworth and
Seligman (2005) reported that a questionnaire measure of-distfipline 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 sdi§ciplined 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 selectipaxceptional high schools. In
addition, these selflisciplined 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 IQthere were more extremes in the seliscipline of students. The very
lowest of the seHldisciplined students had extremely low GPAs, and the very highest self
disciplined scorers had exceptionally high GPAs. In comparison, the distribution of 1Q scores
across the range of GPAs was not as wide as the distribution dafiseiffline 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 studeititsa high amount of
talent, ability to use that talent through focused setintrol was more remarkable than their
variation in IQ in forecasting grades.

Although Duckworth and Seligman (2005) proclaimed the advantages edisgfiline, they
never cefined what it was. For that depiction, we are informed by the foundational studies of
TangneyBaumeister, and Boone (2004)ho built a measure of setfontrol, later dubbed self
discipline by Duckworth and others. TangnBgumeister, and Boonesed thefollowing items
as positive indicators of setbntrol:

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

| am reliable.

| am not easily discouraged.

| am always on time.

| engage in healthy practices.

O O O O O

On the negative side, the following itemere reverse coded to form a consistent scale with the
positive items:
o | do things that are bad for me if they are fun.
| have trouble saying no.
People would describe me as impulsive.
| get carried away by my feelings.
| lose my temper too easily.
| often act without thinking through all the alternatives.

O O O O O

It is obvious that selfontrol 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 studentgoseibl correlated
substantially with GPA in two different studies. Smlhtrol was even a powerful correlate of
GPA when social desirability was removed from the relationship.other words, the
investigators created a survey of highly desirable activities and attributes that would tempt
students into ovetrresponding favorably. Even when owesponding to look good was taken
out of the relationship between setfontrol and GPAthe role of sekcontrol emerged as
predictive.

Inquiring into the meaning of dedication, although they did not use that tebackworth,
Peterson, Matthews, and Kelly (200V)y §Sa G A 3IF GSR aaINARGZ¢ GKAOK
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0 | become interested in new pursuits every few months.
o My interests change from yeo year.
o | 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
longterm goals.
The second portion of grit was perseverance of effort, whiakytimeasured with the

positive items including:

o | finish whatever | begin.

o{Sdol O01a R2y Qi RA&O02dzN} IS YSo

o | overcome setbacks to conquer an important challenge.

o | 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 heldtanstatistically.

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 letegm goals and the stability of focus

on aspirations, which is a second qtalf 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.

Duchkworth, Peterson, Matthews, and Kelly (20@50)ggested that pursuing lortgrm goals with
LISNBSOSNI yOS A a NBéfficarySaRd rélaiondhips 1taSdthBre YA ve hav f F
previously described, our findings from questionnaires of seventh gratiers that dedication

is constituted by valuing, sedffficacy, and peer acceptance. In a related sti®bnsone, Wiebe,

and Morgan (199pfound that conscientiousness, which refers to the desire to meet external
requirements, predicted persistence in a buagitask 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 anething 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 hese commonalities with conscientiousness and-gei€ipline, dedication is distinct
0S50l dzaS RSRAOIFGA2Y SyiGlAata SELXAOAG o0SKI JA2NEH
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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 tinge 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 labous and they avoid not only the text, but the learning

activity that is naturally expected with the text. This confirms our findings thatselfidence in

reading information is a key contributor to dedication in reading.

Dedication seems likely to ahge 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 13oj@astudents

during ayear of school. Intrinsic motivation declined during the year, as shown by decreasing
FaANBSYSyid ¢gAGK adlFiSYSyida &adzOK Fax aL tA1S (2
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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 eofithe year, students were less likely to
agree with statements such as the following:
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o | feel that sharing books in class is a waste of time.
0 Reading things assigned by the teacher is boring.
o wWSIRAY3 R2SayQi GSIOK YS lyelkKAy3ao

Because the studentdisagreed 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-yi&arolds, as text becomes denser and more comrple
students find less interest in reading. Therefore, to maintain and enhance success in school, it is
necessary to become more dedicated, s#ffciplined, and conscientious in performing the
literacy actions required in school.

Although we might assuméhat dedication would generate persistenckens, Simons, and
Siegfried (2002 documented this effect. They observed students whose school work had the
jdzt t AGASa 2F 0SAy3a GKAIK dziAfAde yR AYUSNylffte
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 learningewiked 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 longerm goals) of ddicated 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 tudents 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 personabralue
what is being learned they read extensively and avoid distractions.

Student sd Dedication in Relation to Their C!

Classroom Factors Influencing Reading Engagement

.F&SR 2y AYGSNWBASSG RIGEZ ¢S SadlvaiddiReof réadisy a G dzR Sy
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 Conceptiented Reading Instruction (CORI) show this growth in a

series of quasexperiments reported in a metanalysis of elementary school studies (Guthrie,

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

Guthrie and Davig2003). Inversely, correlational studies document the negative impact of

O2y NI NE LN} OGAOS&a 2y aiGdzRSydaQ Sy3alrasSySyao /1
are not present engender disengagement in young adolescéssof, Kaplan, Kanidtaymon,

& Roth, 200%. Teacher supports for engagement in reading and class patrticipation are unlikely

to have asingle,ong | @ OF dzal t AYLI OG 2y &a0dzRSydaQ Sy3l 3asSys
relationship is reciprocal. Teachers who provide a supporting Iscamvironment for
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participation, attention, and cognitive commitment to learning (Wentzel, 1996). Simultaneously,

students who enter a classroom with a high level of engagy& 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. Wteachers 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 e 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 practicessuccess, choiceollaboration, relevancegndthematic units Each of these

Ad I F2NXY 2F AyadNdzOdAzy O2y(iNRfftSR o0& G4KS (St Of
reading.
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the African American and European American students independently we correlated the levels

of dedication to their classroom experiences (see Tabkasdo10).

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** H52** 23** 32%*

Note.** = p< .01; * 9p < .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 Selfefficacy
Classroonexperiences
Success 23** 61**
Choice J19%* .06
Collaboration 21%* .06
Relevance .36** .10
Thematic unit A40** A1

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

Assuring success as a classroom practitiee power of success to fuel sefficacy in
reading has been amply documented by Schunk and Zimmerman (2007). Adicator 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
{OASYyOS® {GdzRSyiGa NBLI ASR I yN& SifNH2S2 N& Fi SRS 28y {K2S
GNHzS=¢ 2NJ ab2d 4G Fft GNHz2S 2F YSZé LINPOARAYS3
experiencing competence in the fundamental process of understanding their classroom
textbook, while others were experiencing the agony of failin this daily or weekly activity.
5SRAOFIGAZ2Y G2 NBIFIRAY3I gFa NBLNBASYGSR a ¢S LN
about whether they attempted to get out of reading whenever possible (avoidance) or read
conscientiously (dedication). Their dediion was correlated significantly with their reports of
4dz00S8484 Ay o0SAy3 FofS (2 NBIR G(KS OflaaNer2yY GSE
2T YSE L OFy NBIFIR GKS 0221a 6Sttzé 6SNBE NBLRZNIA
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 tiefeship 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 equly 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 majoritgresi

(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.

Successefers to enabling students to perform highly in the reading taskegral 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 anpable 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 sophomas.

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 gradgrapproximately 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 knodgge 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 igh 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 lef2Q%t 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 totmBeus, 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 stdents. Affording students multiple opportunities for reading about a

complex topic in books of varying difficulties with varying degrees of charts and supportive
aeaisSya FT2ailiSNB a4dz00Saad { dzOK LINI OGAOSeat Ay Of dzRS
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
RAAOALE AYyST aiddzRSy i aQ iathidvihg studets)Bacters whio rewdrdOA € A G I G
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, teacherstho 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 practid®rovidingchoiceduring classroom instruction
that involves reading is a widely used motivational practisesfr, Kaplan, KandMaymon, &
Roth, 2005; Flowerday & Schraw, 2008jfording choice consists of providing students the
opportunity to direct their own reading wbh 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 howdming 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 tbelieve 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 affordenh topportunities 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 toefect 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 absena# 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 orgamigatie
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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.
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The teacher gives choices

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

Varieties of choiceThe 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. Sudent
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 studethts 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, multigenre, guided projects iwhich 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 ef self
directed learniig 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 thesmeas 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 practi€ollaborationin 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, 199%Applebee, Langemystrand, & 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 achievementeachers 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

Fo2dzi | yS6 Y2OAS 2NJ a2YS2ySQa Cl O0So221 adl ddzaxz
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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 claseredor 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 variatiom ilevel of dedication across the perceived levels of

opportunity for collaborative work in the classroom. In the absence of variation, this classroom
SELISNASYOS O2dxA R y2i 065 aa20AF0SR 6AGK GKS aido
within the goup of African American students for Reading/Language Arts class and did not

appear in other situations (see Figure 5).
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Figure 5.Relationships of dedication and avoidance with classroom experiences of peer
collaboration.

Collaborations may take manyrms, 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 ofinitiator, 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. Thegxchange

guestions 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. Icesclassrooms, 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 othemwithin the classroom as one of the most

highly prized learning activities. Teachers who can harness the surge of social needs in young

I R2f Sa0OSyida Slrairte F2aiGSN) atddzZRSyiaQ RSRAOFGAZY
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disdain for reading content books and literary books.

Generating relevance as a classroom practiRelevanceas a teaching practice that is
magnificently fostered by a few teachdvst neglected by too many, although it is supported as
valuable in experimentalQuthrie et al., 2006and 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
RANBOGfe IRRNBaaAyd avYSé o0SOIFdaAasS Ad YI1Sa8 AYYSR
background, personal goals, or active interests. In literature, many occasisadariproviding
NEf SOl yOSod 2 KSyYy KAIK a0 Qdyssapibdedsin@yNiB asketN®B a Sy G | 2
spend one lesson writing their own odyssey. Having entered thatefidictive world, students
will read the trials of Odysseus in a new lighttHe absence of composing or thinking about
GKSANI LISNER2YIlf 2ReéeaasSeaxr adagdzRSyida K2 NBFIR 1 2YS
history, content educators can render the learning of persons, dates, and key episodes as a dull
memorizing activity, Wwich is boring. When teachers exert excessive control and preclude
students from finding connections, students become anxious and disengaged (Assor, Kaplan,
KanatMaymon, & Roth, 2005). Alternatively, teachers can breathe life into ancient events by
havingstudents 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 quegtiahasked whether students were
FotS (2 O02yySOiG GKS (GSEGa G2 dGdKSY® {(dRSyia oK2
Srarteszé aK2gSR KAIK LISNOSAPGSR NBf SOlIyOS |yR N
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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 higly visible. The correlations between relevance and dedication were more
consistently substantial and easily generalized than they werarfgrother engagement
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supportingpractice (see Figure 6).
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Figure 6Relationships of dedication and avoidarioeclassroom experiences of relevance.

Varieties of relevanceTeachers provide relevance in the classrooms when they enable
students to perform handsn 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
themseles 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. Tdiroreenactments 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-ieng
commitment to deep reading.
One powerful exampl®f relevance was shown in the movigeedom Writersn 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
Angelesshe encouraged students to write the stories of their encounters with violence, their
FNASYRA 6K2 gSNBE Ay2daNBRZI yR GKSANI Y2NIIlf FSI N
students to realize that each and every one of them had an odyssey ofthaj their own kind
of journey, and so | wanted to make every single lesstevantto what they already knew and
G2 ONBIGS a2YS {1AYR 2F ONAR3IS (2 OQGFtARFGIS gK2
bringing relevance to the group of terrified, aliepdt 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
RSRAOFGSR NBFRAY3 0hQ. NIh&nwaticanitd @S 6+ MIEI mRPpmdR 32 I
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the class that are goals of classroomrieag. 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 sategies 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 strategwsliterary 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 askinmdents 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 sutrelationships 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 rehding

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).
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Figure 7.Relationships of dedication and avoidance tosstaom 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 attal/sveeks, 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. 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 implemettiese 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 watvw.corilearning.cojm  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 migldichool 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
contrarytondNXY I £ SELISOGI GA2y&ad 28 F2dzyR &aidzRSyiGaQ Ay
be combined with their dedication for reading information books to form profiles that are

associated with achievement more strongly than any single construct.

Disinterest h 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 studées a
ISYSNI f d4dzOK Fasx dal2¢g 2FGSy R2 @&2dz NBIR 0221a
student replies based on her favorite book or genre. But given the specific genre of information
books, middle school students were negative in shocking proportiSasenty 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 egeivaof 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 (se€ A 3dz2NB y o ® DAGSY GKS adlrdSySyid aL NBE
YI22NARGe 2F GKS addzRSyda NBALRYRSR ab2d tA1S YS
active aversion, of information books in school. We refer to low scoring students as
disinterested.
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Figure 8Relationship 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 (higtiedication, 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
midpointsini KS &0Ff S48 2F adGdzZRSyGaQ NIdAy3Iad C2N SEI YL
than the midpoint, which represents neutrality, we inferred she really was interested in

information books. If a student rated her interest in information books belog ridpoint on

the scale, we inferred she was disinterested in some absolute sense. In other words, high and

f2¢6 AyuSNBad NrdaAy3Ia 6SNB ol&aSR 2y &aidzRSyiaqQ SE
comparison to other students. These four profiles daftivation 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 % of Cognitive Skills Motivations
Equivalent Total Predominating
Profiles Fluency Inferencing % Info. text
(Grade correct %
equiv.) correct
Dedicated/ 8.78 23 9.7 70 65 Peer valuing(high)
disinterested
Dedicated/ 8.13 20 8.7 66 63 Value (high); seléfficacy
interested (high)
Avoidant/ 8.19 50 8.6 66 63 Devalue (high)
disinterested
Avoidant/ 4.60 8 6.0 53 45 Perceived diff. (high); pee
interested devaluing (high)

Motivation profiles are tied to reading achievemenThe 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/disinterestéd; 8.8 in the
fall of the seventh gradeear. In reading grade level, the dedicated/interested profile was
significantly lower than the dedicated/disinterested orM,= 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
pattern with all of the profiles. Next was the avoidant/disinterested profiles 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 aseamntially 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 skillAlthough 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. Theiringafluency 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 readirfluency level that exceeded the others with a
grade equivalent of 9.7. In other words, the lowasthieving reading comprehenders were
significantly deficient in fluency and the highesthieving comprehenders were substantially
advanced in the basic #kof reading fluency.

I AAYAT NI NBadzE G FLIISFNBR F2N) addzRSyidaQ loAfAaGe
text. On the inferencing measure the avoidant/interested group was substantially lower than all
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others and the higfachieving,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 grounpese 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, werew 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 motivabns. 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 pup 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
G S OK S finhAs@veljteS Bhis quality of perceived difficulty is essentially the polar opposite
of selfefficacy. Rather than believing that they can read, these students are persuaded that they
do not have the capability to make meaning from text. Another motbraprevalent for the
avoidant/interested group was peatevaluing ofreading 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 theyeve 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, butdevalued 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 dexgisi

a deepseeded personal rejection of schdmhsed information boks.

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 appearsvo be t
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 beidawd. 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 infornaatibooks; 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 Bieved in its importance for their success in school. These students had
confidence (selefficacy) that they could handle the difficult words and complex structures in
the text and could navigate the books to gain meanings expected by their teacherfi@nd t
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/disgsted 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 widgray 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, andeinded 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 haveamplemented ConcepOriented Reading Instruction (CORI) for this
group successfully at the elementary lev@ughrie et al., 2009 and at the middle school level

in our current NICHfunded study.

Distribution of motivation profiles. The proportions ofGrade 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 studmnin 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 iformation books, produces a percentage of 73% of sewgndlde students who
claim that information books are boring and seek ways to minimize contact with them.

The dedicated/interested prd®, which consists of studentwho 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 adieg information books in
middle school (see Figure 9).
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Figure 9Proportions of students in motivation profile groups.

Explaining the profilesDisinterest in reading information books was associated with
high achievement, and interest in reading these books was associated with low achievement.
This appears to contracli 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 correlatedrwiéading achievement &

.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 (Gadtbn, 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 bbst 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 thiedo 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-llevel, trivial tasks with information
texts in schoband 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
AGSNF GdzNE YR FAOGA2Yy® {(dzRSyiaQ AyGaSNBad |yR |
& Miller, 1999). In middle school, students confront a wave of information text in Science, Social
{dzRASEAXY al 0KZ FyR 20KSNJ) akidHae3n0dh indre dive< lthdmd S & § dzR
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. Studenimust read to maintain parental expectations, gelfge, and

perhaps, to take steps toward loigrm 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 | mplications

Y
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kinds of reading students do. In intervievsudents told us they read sudbvious materials as

textbooksand overhead projections, as well as studying their notes taken in class. All of these

F2N¥a 2F fAGSNF O2 02 NNBdnledtsSard weerk doknedied wrlRéry 1 8 Q | OK )
success in courses. Regrettably, many students reported avoiding academic redulitghas

severe consequences for their attainment in individual courses and progress through school.

Regardingionschool readingstudents told us they read novels, newspapersd websites
reasonably often. These literacy activities were correlated with their achievement nearly as
often as their school reading. Relatively higthieving students were more active than lower
achievirg students in both school and recreational contexts. Althoogiischool reading may
have contributed to their personal quests for meaning and social rakesuggested by other
investigatorsnonschool literacy also contributed to their reading competesdhat 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 Ameri¢aan for European American students. This finding
holds promising implications because effective teachers are quite capable of encouraging
enhanced amounts of reading among all students includifnigan AmericanssSuch
encouragement is likely to improwehool success. Evidently, the tenacious restrictions posed
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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@al RSYA O NBFRAY3I NBLRNISR Ay AYUGSNBASsa C
portraits of their time, effortand persistence in reading. We use the teiedicatiore for

these qualities of reading pursuit. Duckwoghd colleagues (2007) ugeK S G SNXYheWINA G Q F2
same attributes, showing that it predicts grade point average in high school better than 1Q. We

found that dedication was powerful for boys and girls, for students with high and low incomes

and for both ethnic groug all of whom were equally represerttén 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 Eurepn American groups placed a high value on school reading. In

O2yGNY &l I @P2ARFYG adGdzRRSyda alAR GKFG AYTF2NNIEGA:
I YR Wy dibwelsy,ShE ditfinic 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 courskis 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
a0dzRSy (G 4Q RS R OlyiTAZ2NdY | FiAND yNBIFSEAGyd wSY I NJ | 6f &% & d:
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 Afican American and European AmaricgroupsFirst, dedicated students reported that
teachers provided relevant experiences that enabled them to link texts to their knowledge or
other activities. Second, dedicated students said thal could handle the tebooks(e.g., read

them well enough to learn content from themrhird, 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 expades 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 aglquately, 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 boostededicationand the neglect of these practicekirectly produced avoidare.

In the initial outline formed from interviews, classroom practices were merely correlated with
a0dzRSyiaQ RSRAOIFGAZ2Y (2 AY T2 NWdsholv#hst designdd] NBI RA Y -
instruction and committed teachers can intentionally impleméhese practices for the benefit

2T a i dzR Sy (@heh darvdrtd ifd réadliy Yichievement 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 @ramatically 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 CorrelatedmBehavioral Engagement in Reading
In this situation, behavioral reading engagement is operationalized as amount of reading.
Amount of reading was measured for school amahschoolin the interview study by asking
students to report the frequency of reading various types of texts. Reading achievement
O2yaAralisSR 2F GUKNBS fS@gSta FTNRBY (KS aiGdzRSyiaQ DN
(MSA) in March 2007, consisting of higbp third), medium (middle third), and low (bottom
GKANRO® ¢KS FY2dzyd 2F aOKz22f NBIRAYy3I gl ad RSGSNY
items in the student interview for the following: textbooks, workbooks, other books, class notes,
2 (i K S NBA QVebysies$, héawspapers/magazines, handouts, and chalkboard/overheads. The
a0dzRSyGaQ FNBIjdzSyoOaSa 2F NBIRAy3a GKSasS GeLlsa 27
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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 teesmipgest, 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 readingsaused 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 correlationdor 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 < .01). Subgroups were as follows: Afriéanericans were

.28 p < .05); European Americans were .16; male AA students werg 28(Q1); females AA
students were .28 < .01); male EA students were .16; female EA students were .12 (see Table
3).

The relationship of amount of reading and readahievement 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, Fdf 5.07,
=2,212,p < .01. Tk 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 statistgigtyficantly
different from each other, and both were highgr< .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

GKS &addzRSy i aQ NB LR NI &spenfireadirtg ®Asbldodl, &hich Was iteMi3idzy G 2 F |
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 eading indicator and the amount of reading time indicator was B4 (001),

which shows high concurrent validity. The indicator of total amount of time reading and reading

level correlated at .24p(< .01).

The actual mean score on the interview itenasws.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 fequency 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 = 11.69f = 2,214 p < .001, the effect of ethnicity was statistically sfpant, 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 léMet (1.99) read significantly less than
the middle M = 2.52) and high (2.76) achievemelatvels, which were not statistically
significantly different from each other. The EA students reported more time spent reddirg (
2.68) than the AA student$A(= 2.17).

The behavioral engagement monschooINB I RAy 3 gl & YSI &adzZNBR FNBY aioc
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 guidg TV guides, magazines, video games with text, and video games without text

64SS ¢FoftS n F2NJGKS &dddzRSyitaQ FTNBIjdzSyOASa 2F NI

We constructed a standardized indicator of these items using the journal reading frequency as
the denominatorin 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, latede with
reading level at .19p(< .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 controllegdwerty (FARMS) for the

two ethnic groups, which were as follows: Adnschool.23 {p < .01), AA school .26 € .01), EA
nonschool.12 and EA school .11. The indicators of total levels of nonschool reading frequency
and total of school reading frequencgrrelated with each other at .7® & .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
Dedicationirw S RAY 3k [ I y3dzr 3S ! Nhad LG NBLNBaSyita (GKS ¢
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<361). 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 sthool, as represented by placing
GNBFRAY3IE 2y GKSANI FOGAGBAGE YIF LI Ay ndngcBoolA y i SNIIA S
reading was .24p(< .01) for AA students and .338< .01) for EA students.

The second construct was Dedication in Science. NELINB &Sy da GKS adaddzRSyidaQ
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 . 131].

The range wa 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
Syez2eySyl 2dz2iaARS 2F aoOKz22ts | a NyDNSmttey iSR 08
interview, was not statistically significant.

The two constructs of Dedication for reading in Reading/Language Arts and Dedication for
reading in Science correlated at .2/<(.01).

3. Relationships of Achievement with Motivations foReading 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 schatibtrict 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 forresearch 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 allvattins
and gender entered in the analysis. The table shows the correlations of motivation with the
GatesMacGinitie Reading Comprehension measure, which is a standardized test, and the
correlations of motivations with a content reading comprehension tEst. 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) ieduthe following: intrinsic
motivation, avoidance, value, devalue, sefficacy, 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 motivatits 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 GatédacGinitie Reading Comprehension measure included
intrinsic motivation, avoidance, devaluing, sefficacy, 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 Agsdas 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 dédit 6 dzi 2 NA G2 &G dzRSy (i acC
Avoidance of reading information texts for school. For the AA group, devaluing and peer devalue

were statistically significant unique contributors. For the EA groupaldeng and perceived

difficulty were statistically sigficant 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 asred 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 itefdis),3and
instruction in Science (Series D itemsMd. The classroom experience of success in reading was
YSIadz2NBR o6& GKS adrdSySyid GKIG gA0K NBaLSOG G2
gStfdée wlhiAy3aa 2F axSNE (NMzS¢ G2 abz2d +d Fe&t 0
autonomy and ch@S gl & YSIF ada2NBR o6& (GKS adlaSySyd GKFG A
KIS OK2A0S&a | o2dzi ¢6KFG L NBFR®PE ¢KS OflaaNez2y
GKS adGrdSYSyid GKIFIG Ay wSFRAYy3Ik[Fy3IdzZ ISRONT A Of |
The classroom experience of and relevance was measured by the statement that in
wSFRAY3AKk[y3dzZ 3S ! NIHa Ofraaszx aL O2yySOd eKFG L
experience of thematic units was measured by the statement that in Reading/Lgagiids
Of Faax aL NBfIFIGS RAFFSNBY(d NBFRAy3Ia G2 SIOK 20K

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 sepamat@h &nd EA
students. As Table 9 shows, all correlations for both groups of students were statistically
significant, with one marginally significant.

LG YAIKOG FLIISEN GKFG GSOSNEGKAY3I Aa O2NNBfFGSR
meaning. Toexamine 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 witheBmlacy. However, other

classroom experiences should not be associated witheftfacy, according to our theoretical

expectations. We measured the construct of ssficacy from the item in the interview (HMC

MO GKAOK &GFGSRE &L FAY I2RROK (a4 NEBR RAGE N2 INI BOK 24
Fa FEf GNUzSodé -gfficakyacorelstéd ia0.61((2 101) itk theél &pefience of

success in Reading/Language Arts. Howevergfedhcy did not correlate significantly with any

of the otherclassroom experiences of choice, collaboration, relevance, or thematic units (see

Table 10). This pattern confirmed the theoretical expectation for-effifacy. Thus, the
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multiple positive correlations of Dedication with classroom experiences show ageve
validity, and the pattern of positive and non significant correlations of-eféifacy and
classroom experiences offer evidence of divergent validity of the association of Dedication and
the five types of classroom experiences.

To elaborate on thassociation 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
d0dzRSyiaqQ OflFaaNr2yY SELISNASyYyOS 3 donhayminiminsof 5 SRA O
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 Avoidath@eymenting 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 esipnces 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, chaiberatah,

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 Ded&afi ® ¢ KBRISR2 dewv2 8IR¢ | LILIS|
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 constreeted 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 thpoimidf 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
dedicatedhigh intrinsic motivation); dedicated/disierested (high dedicatetbw intrinsic
motivation); avoidant/interested (low dedicatedhigh intrinsic motivation); avoidant/
disinterested (low dedicatetbw intrinsic motivation).

¢tKS &0GdzRSYyd LINPFTAf SE 6SNB (KSy iéveierit&dgdtite 6 A G K NI
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/disintereste (AD), and avoidant/interested (Al). For

statistical analyses, we used the standardized score of the G&deSinitie Comprehension test

as a dependent variable in an ANOVA with profiles (group membership) as the independent

variable. The profiles had 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 Al was the lowest in reading
achievemen

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 smmtifeffect, F = 24.18Jf =
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 Al was the lowest in reading achievement. With the
inferencing measure as the dependent iadle, profiles had a significant effect, F = 18d%s
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 Al was the lowest in reading achievement. With the
information text comprehension (hard) measure as the dependent variable, profiles had a
significant effect, F = 14.32if = 3,981,p <.001. Post hoc tests with the Tukey procedure
revealed that DD, DI, and AD were not different from each other, and Al was the lowest
reading achievement (see Table 11).

To assess the effects of profiles on motivations, we used valuing, devaluingffisalty,
perceived difficulty, peer acceptance, and peer rejection. These are all the motivations except
the ones used to createéne profiles. When valuing was used as the dependent variable, profiles
showed a significant effect, F = 204.6# = 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 = 27d£623,967 p < .001, and
Tukey post hoc tests sted that the AD group was significantly higher than the other groups.
When selfefficacy 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 wasicagulif

higher than the other groups. When perceived difficulty was used as the dependent variable,
profiles showed a significant effect, F = 47.64= 3,968,p < .001, and Tukey post hoc tests
showed that the Al group was significantly higher than tteeo groups. When peer acceptance
was used as the dependent variable, profiles showed a significant effect, F =#6:35946p

< .001, and Tukey post hoc tests showed that the DD group was significantly higher than the
other groups. When peer rejecin was used as the dependent variable, profiles showed a
significant effect, F = 26.8df = 3,951,p < .001, and Tukey post hoc tests showed that the Al
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 fromthe pro@ i | 62dzi &AS@SyGK 3INIRS &ddzRSyidaQ Yz2i
books. The affirming motivations include intrinsic motivation,-effitacy, task value, and peer

value. Undermining motivations are avoidance, task difficulty, devalue, and peer deVWdue.

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). Analyske data from

these questionnaires collected in September and April show that the pairs of affirming and
undermining motivations (intrinstavoidance; efficacdifficulty; valuedevalue; peer valupeer

devalue) are factorially distinct and relate negatiwto 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 meanthat 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 relatvely f

gender and ethnic differences in these motivations; when gender differencesr dhey favor

girls. OverallOKA f RNBy Qa T FTFANNYVAY I Y2UAQlGA2ya F2N NBI R
suggesting that they are not positively motivated to readrthe

Keywords:motivation, engagement, information text, school, achievement
Overview

/| KAt RNBYyQa Y20AQIGA2y F2NJ NBFIRAYy3I FyR Sy3arasySy
attention from reading researchers. A variety of studies have demonstrated that students who

are motivated to read and engage frequently in reading activities hlgtter reading
comprehension skills and achieve at higher levels in reading (see Guthrie & Wigfield, 2000;
Wigfield & Guthrie, 2010 for review). Moreover, various studies indicate thataldweving

readers often actively resist reading rather than engggmit, particularly reading that is done

Ay a0K22fd 1'a 6S INB fSFENYAy3a Ay 2dz2NJ OdzNNBy i &
is even more prevalent for reading information books in school. The middle school students we
interviewed and surwged find such texts difficult, boring, and not relevant to their lives. Given

(et
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these findings, we therefore believe there is a crisis in middle school reading that needs to be
I RRNBadaSRT (GKS ONR&A& Aa LI NI A OdznbodlréadingOdzi S F2 NJ

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, & DaviKean, 2006). Motivation tdn varies across different achievement areas, and so

it is essential to consider motivation in specific areas such as reading. Guthrie and Wigfield
OHnnntv RSFAYSR NBFIRAY3 Y2OAQLGA2y & F2fttz26ay a
goals, value = | YR o06SfASTAa 6AGK NBIFNR G2 GKS (2LAO0acs
(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 $tiecause
a0dzRSyGaQ Y20AQ01 GA2y F2N NB kiRidof @adighl and these ¢ A 0 K NX
differences become increasingly important as children get older. Motivation for an activity can

affect behavior in a number of ways. First, itofterSD G & AYRAGARdzZ f aQ OK2A0Sa
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 cogskiile 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, motivat®werucial 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
NEflGA2ya G2 NBFRAYy3a O2YLINBKSyairAzyd CANBG 2F |
activities decreases during middle school (Wigfield et al., 20068galding, children who have

struggled with reading can become actively resistant to reading in school, at the same time they

I NE NBIjdZANBR (2 NBIR AyONBlIaAy3dte O02YLX SE Ay T2N)
motivational beliefs and values beme 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 beliefssyalue

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 Imetreceiving the instruction that

GKSe@ ySSR (2 AYLNRGS GKSAN ajAatfao !'a y20SRz (K
reading may be especially strong for the reading middle school students do in school. Guthrie,

Klauda, and Morrison, in thislume, 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 highexchieving students. Indeed, students in our study

descibe these books as boring, hard, and irrelevant to their lives (see also Guthrie, Coddington,
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& MasonSingh, this volume). The data we present in this chapter from our questionnaire
YSIF&ddzZNBa 2F YARRES &d0Kz22f a0 dzRSy 0k @how'thell A @I G A2 Y
students are not positively motivated to read them, and that their motivation declines during

0KS aS@SyiK 3INIRS &SI Np CtKA&d R2Sa y20 02RS ¢St f
kinds of books, which is problematic, because theseexactly 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 talescussion of the different aspects of motivation we
FNE addzRéAy3a Ay GKS LINRP2SOG>X F2NJ addzZRSydaqQ NBI R
next discuss gender and ethnic differences in motivation for reading in and out of school.
Throughout thechapter we present illustrative findings from the REAL study and other relevant
NE&SIF NOK® I RSAONALIIAZ2Y 2F GKS ljdzSadAz2yyl ANBa ¢
reading information books in and out of school, and details about the kinds oftistaltis
FyrfteasSa S RAR 2y a40dzRSyiaQ NBalLRyasSa G2 GK
chapter.
The findings we present from the REAL study focus on the following questions:
1. 2 K4 Aa GKS tS@St 2F YARRES aoOKz22f a
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. I NB GKSNB 3ISYRSNI YR SGKYAO RAFFSNByOSa A
for reading information oks?
4. 1 26 R2Sa& YARRES &a0K22f addRSydaQ Y20A0!I a7
relate to their reading comprehension?

w»
QX
(Vo))

(e
')

Engagement Perspective on Reading

The theoretical grounding for our project is our engagement perspective on reading
comprehensiondevelopment (Guthrie & Wigfield, 2000; see also Baker, Dreher, & Guthrie,

HnnnT DdziKNASS aOD2dzZaK: . SyySiiz 3 wAOSI wmdpdhc O d
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 (Gutiiee, Meter,

McCann, & Wigfield, 1996; Guthrie & Wigfield, 2000; Guthrie, Wigfi& 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 developme@ o OKAf RNBSY Q& NBIF RAYy 3 &1 Af
Wigfield, 2000, for further discussion).
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Affirming and Undermining Motivations for Reading Information Books

l'a y20SR | 02@Ss YdzOK 2F GKS NBOSyd 62N)] 2y OKAf
achievenent has focused on a constellation of motivational constructs focused broadly on
d0dzRSy i aQ LISNOSLIGAZ2ya 2F 02YLISGSYyOS 2N SFFAOF Qe
and goals and values for achievement (Eccles & Wigfield, 2002; Wigfidld 20G6). 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 achimeent. 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 capure negative or undermining motivations (Guthrie, Coddington, & M&Smgyh,

2010; Guthrie, Coddington, & Wigfield, 2009). These negative or undermining motivations may
become particularly prevalent in middle school or beyond. Some researchers haveeattend
directly to undermining motivations. For instance, sidfermination theorists (Ryan & Deci,
2000) described a motivation continuum from amotivation to intrinsic motivation, amotivation
representing an unmotivated state. Some goal orientation théetisve 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 haistuksed perceptions of the difficulty of different
FOGABAGASE adzOK Fa NBFRAY3 YR K2g &adzOK LISNDSLIG?

In the REAL study we are examining four affirming and four undermining motivations that

originate indifferent theoretical perspectives on motivation. We are looking at how they relate

G2 a0dzRSyidaQ NBFRAYy3I O2YLINBKSyaAz2yd 2SS (INBIFG (K¢
motivations: (1) intrinsic motivation and avoidance, which stem from therkwon self

determination theory and goal orientation theory, (2) valuing and devaluing of reading, which

come from expectancyalue theory, (3) reading sedfficacy and perceived difficulty, which

come from sekHefficacy theory, and (4) peer valuing @ading and peer devaluing of reading.

2S AyOftdzRS GKAA LI AN o0SOFdzasS 2F GKS Sy3al3asSySyid |
and the importance of positive social interactions around reading as promoting reading
engagement. As will be discussed 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 detalil.

Intrinsic Motivation to Read

Intrinsic motivation, as studied by selétermination theorists, is defined as performing a task
because it is inherently interesting or enjoyable (Deci & Ryan, 2000). Previous researchers have
examined intrinsic motivatiomcross 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 sditermination theory developed by Deci,
Ryan, and their colleagues. These researchers have performed extensive empirical studies and
literature reviews on intrinsic motivation. They propose a continuofnmotivation 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 thi®ntinuum.

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, Pod&y & Schlackman, 200&hd

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 academ&f@rmance 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 oftrinsic motivation from early through late adolescence

in their study of intrinsic motivation for reading/English from ages 9 to 17. They found that

IANRdzL) N}yl 2F aiddzRSyiaQ AYyGNARYyAAO Y2UAQFdAzy A
increasinglystable 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 feading using the Motivations for
Reading Questionnaire (MRQ). Wigfiald Guthrie (1997) examined the associations between
intrinsic motivation and the amount and breadth of reading in 105 foughd fifth-grade
students. They found that children tlvihigher 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
theseconstructs were highly positively correlated. They also useteins 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 concepaisabciations 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; Wi&fieldmbria, 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 cogniti@2 YLI2 y Sy ias 6KAOK | NB LI NI 2F A
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 thaghts about the activity.

Ly 2dzNJ OdzNNBy G aidzRé 2F SINIeé | R2gréfléstidentsi aQ NBI R
about their intrinsic motivation for reading information books in and out of school (see

Appendix for the specific items). Overalletbtudents 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 Aalyses 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 iss 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
achievenent (Baker & Wigfield, 1999; Meece & Miller, 2001; Wigdfield & Guthrie, 1997). It also
is negatively associated with affirming motivation constructs that are associated with increased
achievement (Guthrie & Coddington, 2009). In addition, avoidancedshafgatively 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 avofd®S L2 aSa | GKNBIFG (G2 addzRSydaqQ

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 aboogssiin

math.

Work avoidance is also associated with different types of strategy use with ejgddle science
students (Nolen,1988). Nolen reported that work avoidance was negatively associated with
achievement outcomes and also with a general valtideeplevel processing and taspecific
strategy use, and was unrelated to surfdeegel strategy use. In addition, work avoidance had a
moderate negative association with taskecific value, and tasépecific use of deepand
surfacelevel 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 anttdmjat 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 oth@lescon the MRQ, including social goals,

curiosity, involvement, challenge, and importance. Wigfield and Guthrie (1997) and Baker and

2 A3dFASER omMdpppd NBLER2NISR G(GKFGd 62N] | @2ARFyOS N
reading. Baker and Wigfield (1998lso found that reading work avoidance was negatively

related to reading achievement.

Personcentered analyses have also been used to examine motivational profiles of readers.
Baker and Wigfield (1999) usedni€ans cluster analysis and found 7 clustewith 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 correlateithwaffirming motivation variables
(Wigdfield & 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 perforamce 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 studiedesaan® 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 conceptuation of work avoidance; however, they did

y20 FRRNB&aa adGdzRSydaQ Y20AQ0F0A2y FT2NI NBFIRAYy3I Ay

Many studies have examined the association between intrinsic motivation and work avoidance
(Baker & Wigfield, 1999; Bokhotideng & Pereira, 2008)BokhorstHeng 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 factfor nonschool reading, which suggests that the reading
context is also an important consideration.

Ly 2dzNJ OdzZNNBy (G aidzRé ¢S faz2 F2dzyR (GKIFIG OKAf RNE
separate factors such that they appear to be distinct cargs 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. Studentsorenjoy reading these kinds of books avoid them less.
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moderately high and increased from September to April.
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Readers also have different profiles of avoidance and intrinsic motivaathrie, Coddington,
and Wigfield (2009) created four theoreticabased reading profiles of students, which were
avid (high on intrinsic motivation, low on avoidance)erse(low on intrinsic motivation, high

on avoidance)apathetic (low on intrinsic motivation and avoidance), aathbivalent(high or

low on both constructs based on the type of readingMANOVA followed by podtoc
comparisons revealed that the avid reading feofhad significantly higher scores on the
comprehension portion of GatedacGinitie Reading test and the fluency portion of the
WoodcockJohnson than the other three profiles, which did not significantly differ from each
other on the achievement tests (salso Guthrie, Klauda, & Masdn, 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 expectaraiye theory (Eccles & Wigfikl2002;

Wigfield & Cambria, 2010). Lewin (1938) initially defined the value (or valence) of an activity
GgAGK NBAaLISOG G2 AdGa AYLRNIIYyOS (2 (KSauwyRAJA Rz
model proposes that these constructs are the most indim& 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, 20P002). Across studies, the values construct tends

to be more strongly associated with academic choices (i.e. class selections) than achievement
(Wigdfield & Cambria, 2010).

wSaSIFNOKSNE KIFI@S t221SR G OKIy3Stviegi®NfeldA YS Ay (
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 fouhdt attainment, utility, and intrinsic value

for reading decreased over timeérResearchers in the United States have examined change over

0KS SyGANB StSYSYyiGlINE YR &aSO2yRIFENE a0K22f &SI N
language arts, and spart(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 froensctiddl

0KNRdzZAK KAIK a0OKz22f o ¢KSe F2dzyR GKI G OKAf RRNBYQ:
early on; however, the overall pattern of change was a decline in each domain. In language arts,

the strongest declines occurred during elementaryaahwith little change observed after that.

hiKSNI NB&aSHNOKSNAE KI @S SEFYAYSR K2g aiddRSydaq ¢
activities. Durik, Vida, and Eccles (2006) used structural equation modeling and found that

intrinsic value for readingn fourth grade directly predicted intrinsic value in"frade and

indirectly predicted amount of leisure reading in"L@rade (through 10 grade intrinsic value

ratings). Additionally, the investigation also revealed that attainment value folimgad fourth

grade directly predicted Englisklated course choice in 0 grade and indirectly predicted

career choices related to reading and language arts ifi 1grade (through 19 grade
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attainment value ratings). The values construdamgportant 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 bading information books for school

Ad Y20 AYLRNIFYyG 2N dzaS¥F¥dz FT2N 2ySQa amwmoOoSaa 2N
term devalue has not been used often, anthstead, relevant studies discussed here have

different aspects of devalue sudas the notions of cost (Battle & Wigfield, 2003), decreased

academic values (Legault, GreBemers, & Pelletier, 2006), and student apathy (Brophy, 2004).

Devaluing of academics is also associated with negative academic outcomes. Legault, Green
Demers) YR t St f SGASNI 6Hnnc0d SEFYAYSR aidRéyiaqQ I+ Ol
found that lacking values for studyi{gperationalized as lacking importance) was negatively

associated with performance, time spent studying, and academicestem, and \&s

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, Flicger, Roberts, and Fulmore (1994) used the tatavalueto
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 adieving 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 selesteem (see Covington, 2009). This devaluing could lead to apathy as a self
protective mechanism. Engaging in learning has risks, particularynguccessful students, and

one way to protect against those risks is to be apathetic about learning. These apathetic, non
participatory studentsdo not find much worthwhile or interesting to do in school or in other
situations, and may even be so alieedtfrom these activities that they actively resist attempts

to become involved.

l'Yy23KSNJ NBfF ISR O2yadNdzOG G2 RS @dorftedled/ tBat A & & G dzR
apathy is the most serious motivational problem that teachers must contend witthair

students, more serious than learned helplessness or anxiety. The apathy construct has some

overlap with the construct of amotivation in selétermination theory, and is defined as a lack

of motivation for learning or other activities (Vallerand &t 4993), 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 coeation between school and later economic opportunities.
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separately,ndicating 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 mitpdiour 4point

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 motdR (2 NBIFR GKSY® {GdzRSydiaQ F
information books increased from September to April; however, their valuing of these books did

y2i OKIy3aSd ¢KSasS NBadzZ 6a adaA3sSad GKIFIG addzRRSyl
strengthening across theBkool year

SeltEfficacy
Selfefficacy has been a prominent construct in the motivation literature over the last 30 years
(Schunk & Pajares, 2009). Bandura (1977) initially definedSselFf A O O@& 4 AYRAQD.

confidence in their ability to organize aeaecute a given course of action to solve a problem or
accomplish a task. Bandura characterized-affifacy 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)

LINE L2 ASR GKIF G Ay REMACR dzlddteinthed gBnMaINS by @o8rRhingsS(B) ¥

previous performance (succeeding leads to a stronger sense ofrmadrstficacy), (b) vicarious

learning (watching models succeed or fail on tasks), (c) verbal encouragement by others such as
GSFOKSNAR 2NJ LISSNBXZ YR 0RO 2ySQa LKeéeaAaztz23Iaollf
to a lower sense of personal efficy). Of these four, Bandura stated that previous performance

Aa GKS adNRy3Sad AyTFitdzsSyoOoSed vdzr t Al GAGS NBASIH NI
efficacy indeed is based in these four factors. Usher (2008) interviewed middle school students

abou their sense of seléfficacy in math and found that those with high sefficacy were

higher achievers who said they generally received positive academic feedback from parents and
teachers, and approached achievement situations with little anxiety hEurtore, an extensive

02R& 2F NBaSINOK &dzLJLl2NIia . FyRdaNI Qa GKS2NBGAOIf
on performance and choice. For example, high personal academic efficacy predicts subsequent
performance, course enroliment, and choiaglsdifferent kinds (see Bandura, 1997; Schunk &

Pajares, 2009).

Bandura (1997) and Schunk and Pajares (2009) discussed social and school environmental

factors influencing the development of selfficacy. They proposed that children who have

mastery expriences 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 tehquoe

period, children are exposed to extensive performance information that is crucial to their

emerging sense of sedfificacy. However, the usefulness of such information likely depends on

GKS OKAftRQA FoAfAGE G2 Acygniegsdantl doBaine.y R OF f AGNI GS )
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Studies of elementary and middle school children in the area of reading have shown that
reading selefficacy relates positively to reading frequency and reading comprehension (Baker
& Wigdfield, 1999; Wigfield & Guthrie, 1997heBe 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 stiodiesed on enhancing reading

and writing seHefficacy 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. Theysal 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 sefficacy 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
selfefficacy and comprehension following the training.

In summary,selfefficacy 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 Concefriented Reading Instruction (CORI), chijfied NB - RA y 3
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, & MasBimgh, in this Mame, 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 ofiifiglulty that children

can have.Objectivedifficulty 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 mapictures). Children whose judgments of difficulty are at
the objectivelevel have some sense that harder tasks require more ability, but have not fully
developed this understanding. Theormative 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 normatiffeedlity 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 dyiland perceptions of task difficulty are inversely
related. With respect to sekfficacy, this implies that children with high sefficacy would see
challenging books as easier to read than would children with loweffgtbcy.

a

(s}
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Researchers have sthdSR OKAf RNBSy Qa LIS ND S Cliapngay @nd PuAmeNB | RA y 3
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reading, and attitudes toward reading, using their ReadingGaiticept Scale. They found that

each construct formed a separate factor. Reading difficulty related nedativ reading self

concept and reading attitudes, and the strength of these relations increased over age. Younger

OKAf RNByQa LISNOSLIiA2ya 2F NBFIRAY3I RAFTFAOdZ G& NEB
older children, perceptions of competence alifficulty 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 beingfticult, and lack a sense of competence or efficacy in reading. In a
f2y3AGdzRAYFE alddzRés / KFELIYIY FYR ¢dzy YSNI 6 mdppTt 0 F
predicted their reading selberceptions during the first two years in school. In a related wtud

Seifert and O'Keefe (200fgported 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 sekfficacy and perceptions of the difficulty of reading are important beliefs

0K G NEflGS G2 OKAf RNByQa | OKAS@SYSyi Ay NBIR
comprehension and engagemerdnd 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

OKAf RNByQa SINIeée adz00Saa |yR FI Af dzNBspecigly NEIF RA Yy 3
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that reading is difficult do less well in reading from the first years of school.
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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; teustudents 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 tpeidt scale used to
measureST ¥ A O 08 & L y R&BREpwakeigHetE yh@raotivatidris Tor reading

that we measured, indicating that these children were reasonably confident in their ability to
read these books, even though they were not intrinsically motivatedRta &2 ® { 0 dzRSy i a
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 informatlmooks in school were difficult.

Peer Valing of Reading

Peer influence on school outcomes has been a point of overlap between educational and
developmental psychologists (Rubin, Bukowski, & Parker, 2006; Wentxght&ins, 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 inrSp Q@ NB I Ol A2y a (2 Sl OK 210l
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interactions influence their motivation and achievement values.

I ydzZYoSNJ 2F NB&SHNOKSNE KI @S SEFYAYSR K26 LISSNEH

engagement, or decisions teecome more similar to the group. In a study of upper elementary

d0K22f OKAftRNBYI YAYRSNXIYY O6HnnTt0O F2dzy R GKFG
predicted their engagement in the spring, after controlling for variables that were previously
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and involvement in reading, individual value of reading may increase. Other reseatwne
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their academic values. Ryan (2001) assessed intrinsic value, utility value, and expectancies for

success in naturally occurring middle school peer graups how they influenced individual

INRdzL) YSYOSNEQ @I fdzSad { KS NBLER2NISR (KFGd G§KS 3INZ
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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 fifttand sixtha N>} RS & (i dzRSyGaQ LISNOSLIiA2Yya
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 contolling for gender, goals, and other contextual factors such as teacher

support. This study indicates that academic peer support uniquely contributes to variance in
A0dzRSy(aQ LISNODSLIiA2ya 2F dzaS¥dzySaa 2F 3INRdAzZLI 621

These studies provide evidence of hoeep 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 thesdindings 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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impact academic outcomes. Using confirmatory analyses, Buhs (2005) examined the influence

of peer variables on motivation in fiftgrade students. He found that peer victimization was

negatively related to selfoncept ancchange in achievement by way of setincept.

LG A& LRaarofsS GKIFIG GKSAS LISSNI OFNAFo6fSa YI& NI
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themselves, such as wanting them to be successful in school or telling them to leave school as
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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

St SYSyiulNeE aoOKz22f FYR KAIK aOK25%f g (adzRISI¥ & & dbA A4S
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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 {sighieving students in countries with lower
achievement values were more likely to be called names. Furthermore, fitrabhieving
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 teaedtadent relationships swounding
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 motivaiiomeading
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 readirmgnount for 9, 13, and 17yearold 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 tigiralde students. This work

has $iown 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 clasdsaac, Sansone, and Smith (1988)nd 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 teacherled text discussions were associated with
different text interpretations. She randomly assigned groups to either discussion format and
reported that decentralized peded discussion groups had significantly more sophisticated and
complex discussions involving moseudentprovoked 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 becage 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
@ tdzS SIOK 20KSNAQ NBFRAY3 Y2NB

In a qualitative study of fifth grade literature circles, Allerlligr, and Stroup (2003) found that
the productivity of the literature circle was highly influenced by peer support as an intervening
variable. They cotheded 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 bedmatted if

the teacher takes a more active role in the literature circle.

Ly adzYYFNBX GKSNB Aa OftSIFN SGARSYyOS (KFG LISSNa
motivation, and valuing of achievement in both positive and negative ways. Because the COR
instructional practices focus on collaboration and social interactions in reading, we assessed in

2dzNJ addzRe aidzRSyiaqQ aSyasS 2F oKSGUKSNI 6KSANI LISSN
books in and out of school.

Factor analyses of the peer ual 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. fidents 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 Septetab&pril for

a0K22f AYVF2NXYEGA2Y 0221 ad { (dzRé&sthoal@adidgSofaS 2F L
information books increased slightly from September to April.

To summarize, the affirming and undermining motivations we are measuring are distinct
constucts 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
a0dzRSy(GaQ NBFRAY3I Y2UAQF0dA2y NBtFGSa G2 GKSANI Oz

Relationsof 0 dZRSY G4 Q a20AGFGA2Yy (2 C¢CKSANILYTF2NNIOGA2Y
2SS y20SR SINIASNI GKIG NBaSFkNOKSNE KF@S F2dzyR (K
reading relates to and predicts their reading comprehension (e.g., Baker & Wigdfield, 1999). Littl
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2T GKAAa ¢62N)] KlFa 0SSy R2yS 6A0GK YARRES a0K22f
motivation for reading information books in and out of school and nonschool motivation
predicted their knowledge construction from information text, performirggyression analyses

to accomplish this. Significant positive predictors in the set of school motivation variables
included sekefficacy for school reading and school devaluing of reading. Significant negative
predictors included school intrinsic motivatioavoidance, 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.

QX

A number of these findigs 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 o
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 gentaoks 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 thattimsic 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 letegm engagement withhese kinds of books

(see Guthrie, Coddington, and Mas8ingh, this volume, for further discussion of this finding).

Gender and Ethnic Differences in Reading Motivation and Achievement

Researchers studying both motivation and achievement have studmter 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

Ay OKAf RNBYyQad NBI RA Y Furinganiddlesehod. 2y | YR | OKAS@GSYSy

Overview of Gender Differences in Motivation and Achievement

Early studies of gender differences in motivation showed that female students were motivated

G2 | @2AR adz00Saa o0SO0lIdaS (GkKSe FStid al yEA2dzAE |«
during testing and performance on school tasks than male students &Hihrason, 1966;

| 2NYSNE MPTHOD® | 2SOSNE a4dzoaSldzsSyid Ay@SadAaalr diz
Y2UAQFGA2Yy &aK26SR GKFG 3ISYRSNI RAFFSNBYy-0Sa oAlGK
specific, domairspecific, and culturallgpecific (Meee, Glienke, & Askew, 2009; Wigfield et al.,

Hnncod® {AYAfFNI&Z lylteasSa 2F 3ISYRSNI RAFTFSNByOS
that they are domairspecific, with girls having somewhat higher achievement in reading and

writing, and boys in advaed 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
continuesto widen.

LYGdSNBalAy3datesr 3ISYRSNI RATFSNByOSa Ay aiddzRSyidaqQ
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 theierhcy skills than boys at the start of
1AYRSNEBINISYyd ¢KA&E GNBYR a4SSYSR (2 NBYFIAYy aidlo
showed more learning in literacy than boys (Ready, LoGerfo, Lee, & Burkam, 2005). This section

will provide an overview of \ailable 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
SFFTFSOGa 2F 3ISYRSNI 2y adGdzRRSydaQ Y2G0AQ01GA2y f2y13
Questionnaire (MRQ) developed by Wigfield and Guthrie (1997). Intrinsic motivation was
defined and formed by averaging t dZRSy 1aQ NBalLkyasSa 2y GKS OdzNA
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. Morewer, they found that gender related positively to the direct reading
Ay@2t @3SYSyiG alOrtSs | 02YLRyYySyild 2F addRSydaQ Ayl
middle school, girls tend to have higher intrinsic motivation in reading than boys, and/tiiat
020K 0602@aQ YR 3IANIAQ Y20AQFdA2y FT2NJ NBFRAy3 RS
smaller declines in intrinsic motivation than boys.

Gender differences in intrinsic motivation have also been examined during reading motivation
interventions (BokhorsHeng & Pereira, 2008; Guthrie et,&006). BokhorsHeng and Pereira
(2008) studied the change in intrinsic motivation during the course of algegrprogram called

the Extended Reading Program, which focused on students clgptisir own books, modelling
strong reading habits, sedfelection, role modelling, and avoiding accountability. They
developed an Attitudes Toward Reading survey using items from previously published measures
(Baker & Wigdfield, 1999; McKenna, Kear, &iith, 1995) toassess intrinsic motivation in 173
highrachieving, 13/earold 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 Progra 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, alththig was

not statistically significant. Additionally, this study demonstrated that both boys and girls
showed significant declines in their avoidance motivation aspect, suggesting that these
a0dzRSyGaQ Y20AQFdA2ya T2N NNBRY G ¥ABS P2 Wl f KORE
reading motivations may become more neutral by the end of the school year.
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Value anddevaluet I a0 NBA&ASIF NOK KlFa akKz2gy akKz2ga GKIFG o
follow gender stereotypic patterns, with boys having more fiesi 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 sonatwlifferent picture, especially for math value,
with gender differences decreasing for this variable (Jacobs et al., 2002). Wigfield and Guthrie
(1997) found gender differences in fourthnd fifth N> RS a (G dzRSyG4aQ NBFRAYy3 Y
that girls scorechigher 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 gerilér T F SNBYy O0Sa Ay a0 dzRSydaQ & NA
F2dzy R aA3AYyATFAOI Yyl 3ISYRSNI RAFFSNBYyOSa Tl @2NAy3 3
(2004) examined gender differential trajectories in the associations between talent perceptions,

intrinsic \alue, utility value, success expectancies, perceptions of difficulty, and effort required in

math and English in""7to 11" grade Australian students. She found that males generally rated

themselves more highly on math talent, expectancies, and vahes 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 follayendertyped patterns, the developmental trajectories of

ratings were identical over time.

Efficacy ancperceiveddifficulty. { G dzZRA Sa Ay @SadA3ardAy3a adGddzRRSyYy(a¢
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 scoes 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.

PajaresandNVf A yiS ownnm0O F2dzyR aAYAf Il N NRficyGa NBII N
0StASTa Ay GKS fly3dz3S FINIA& YR gNARGAY3I R2YLIAY
assessed and gender differences were analyzed. The researchers found thdtagirhigher

achievement in the area of language arts, and reported having higheeffiedcy and self

O2yOSLIi Ay 6NAGAYy3 GKIYy o028ad | 26SOSNE ¢KSy add:
which was assessed through a gender orientation scale gs&indents 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
NASYGFGAZ2Y YF& LINBRA Oéverieitdafafgliagd aus betedthadthei A 2y |y
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.



Motivation for Reading Information Texts 70

There also appear to be gender differences ibho6228aQ FyR 3JANI aQ O02VYLISHS
values for language arts change over time. For example, Jacobs et al. (2002) found that boys and

girls have similar sefferceptions of their ability in language arts at the start of elementary

school. However, ti@ dzZ3 K G KS &SI NEX 0284Q LISNODSLIIAz2zya 2F GK
a more rapid pace over time compared to girls. By middle school and through high school, the
ISYRSNJ RAFFSNBYyOSa Ay RS@St2LIYSy il f lahguagei SNy a &K
arts continue to remain higher than boys, although the gender differences gap narrows during

high school.

Peervalue andpeer devalue Although few studies have examined gender differences
Ay a0GdzRSydaQ LISSNI NBf |adikg2notivatidnlaid adhigverheBtfsbnieA 2 y G 2
aGdzRASE KI @S aK2gy 3IASYRSNJ RAFTFSNBEYyOSa Ay LISSNI
motivation and achievement in math and science. One study investigated how high school
a0dzZRSy (G aQ LISSNI NXe their sefpgraeitivbridl a pédsible futw/etirt thiz$isld
of science (Stake & Nickens, 2005). Subjects from the study participated in a summer science
LIN2EINFY AYy HKAOK addzRSyda ¢SNB y20 LINEBOGA2dzate |
perception oftheir 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
d0dzRSy (i aQ SELISNASYOSE YR ARSY(GATAGoréporey S6AGK 2
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 tihance 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
IANRdzLJA Ay TFfdzSyOSa aiddzRSydaQ fSIENYyAy3aIoe [ SENyAy3
iYLISRS (KS 3JIANIAQ Ay@2f dSYSyid Ay GKS 3IANRdzJ | yR
occurred for groups containing more females than males. Groups containing equal numbers of

boys and girls were more likely to produce equal achievement and npattef 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
O2YLRaAldA2y AYLI Oda o2& adQmotivatidh indrkaingd Buture OKA SPSY
investigations should examine this topic.

2SS £221SR |G ISYRSNI RAFFSNBYOSa Ay adGdzRSydaQ Yz
out of school. When gender differences emerged in the affirming motivations for school

information book reading they favored girls; this result occurred for value;e$éthcy, and

LISSN) GFfdzS 2F NBFIRAYy3Id . 28aQ a02NBa ¢gSNBE KAIKS!
school information book reading. Girls rated themselves as valuimgahool 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 médion books they have to read in school.
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Overview of Ethnic Variation in Motivation and Achievement
wSaSIFNOK Ay@SaidAadardAirzya NBIFINRAYy3I aiddzRSyidaaQ
non-European American ethnic groups were scant prior to the 1960s (Graham & Taylor, 2002;

Y2(G7

Wigfield et al., 2006). While past studies have shown that ethnicivaéri®@ y SEA&Ga Ay &«

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
IANRdzLJA Ay alddzZRSYydaQ LISNF2NXIFyOS 2y @I N¥e2 dza
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 Amertigdangés having the
highest dropout 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 tydigareport higher selefficacy,
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, rapdower selfefficacy 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 maydpro
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 Amerieahi$torical 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 gpogitional identity by showing disdain or
disregard toward achievementlated 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 providenaoverview of available findings related to ethnic differences in
reading motivation according to the motivation constructs that are presented in this chapter.

adty

Intrinsic motivation and avoidance { S@SNI f addzRASa KI @S aKz2gy (K

motivation and avoidance for reading vary across ethnic groups. Wang and Guthrie (2004) found
that for both American and Chinese foustfnade students, intrinsic motivation, as measured by
the MRQ (Wigfield & Guthrie, 1997), was positively related to text cohgrsion 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 #Atthntic 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 @@ 0 Ay @SadA3radSR GKS STFSOGa 2F SGK
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 fathdic differences when
examining the association between intrinsic motivation and reading achievement, as measured
by the GatedviacGinitie Reading test. Intrinsic motivation was positively associated with
achievement for Asian students, but the relatiomere 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 shapbg 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 hisrically received (see Ogbu, 1983, for review).

Baker and Wigfield (1999) also examined ethnicity effects on- fiftid sixth INI RS & G dzRSy i a ¢
reading motivation (measured by the MRQ). They found tA&ican American students

reported higher challengand 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 rBoropean American (African American, Asian,

Hispanic, Biracial, and Other) students reported engaging in more avoidant behaviors in reading

when conpared 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 stinlerash

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 lovincome households, as indicated by stydé & Q LJ NI A OA LI GA2Y
A0K22faQ FTNBS 2N NBRdzOSR fdzy OK LINPINFIYD® ! @2AR
Avoidance Novelty subscale developed by the researchers using items from the Patterns of

Adaptive Learning Scales (Midgley et al., 2000) that &s8eR &4 (G dzZRSYy 18 Q LINBFSNByYy OS¢
dzy FIF YAT AFNJ GFalas 6KAOK O2YLINARaSR 2F adladaSySyida
GKFG A& FEYAEAFNI 02 YSS NIGKSNI GKIFYy @2N)] L ¢2dzZ
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the complexity of the intnisic motivation for reading developmentally, across groups, and in
association with reading achievement.

Value anddevalue Prior research in this area has shown ethnic differences in terms of
alidzRRSyiaqQ @FtdzSa F2N &O0K2 WitkowAahd Ghkig @005b)ffoand C2 NJ SE |
SGKYAO RAFFSNBYyOSa Ay aiGdRSyidiaQ FOFRSYAO FaGGAG
/| KAYSaSsz IyR 9dz2NRPLISIFY o6FO13aINRBdzyRad {GdzRSydaqQ IO
using scales developed by the researchersatile a4 OF f Sa aaSaaSR adGddzRSyida
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 eademically (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 vélaes t
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 higheamrating 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 Eeaofpackgrounds.

a2NB &ALISOATAO NBASIFNODK 2y addzRRSydaqQ @ fdzSa F2NJ
the domain of reading. Baker and Wigfield (1999) found ethnic differences among African

' YSNAOIY FYR 9dzNBLISFY ! YBNG Gl ynpaitanceR&l ofihe G f dzS
MRQ, such that African American students had higher mean rating of the importance of reading

GKFYy RAR GKSANI 9dzNRBLISFY ! YSNAOIY LISSNE® | 25S@S
achievement scores, the results showednssignificant relationships between the importance

of reading and reading achievement for both African American and European American

students. This study included fiftland sixth grade elementary school students with a diverse

range of socioeconomiclstii dza S&4% a4 AYRAOFIGSR o6& &aGdzRSyitaQ L
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 ofdifferent 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
AONBY3IGK 2F addzRSyidtaQ SIKYyAO ARSyswdés®dmiA2y YI &
underrepresented backgrounds may value school differently (Fuligni et al., 2005). Further
NEASEFNOK Ay (@GKAa FNBF A& ySSRSR (G2 dzyRSNREGF YR
academic values and actual achievement in school.

Selfefficacy and perceived difficulty. Ethnic differences have been found in prior
NEA&SIFNOK NB3II NRflicdd and ipatzRivey dificlty @ Sdading and writing.
Interestingly, in light of research findings regarding the achievement motivation gapebn
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-cseitept and self
perception, and strong academic beliefs even when faced with failure wdngth compared to
their European American peers, seemed to have strongerceaffpetence beliefs in school,
even when they were doing less well in school.

hyS aidzRé GKIF{G &dzLJLJl2NIia DN} KIFIYQa FAYRAy3Ia Aa 0
which fouR SGKYA O RAFFSNBYOSa Ay UGKSANI Ay@SadAadal aaz
abilities and achievement in reading. The sample included African American, Hispanic, and
European American students in the first, third, and fifth grade; European Amestcaents

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 usmgiculumbased

comprehension and vocabulary tests, compared to their European American peers in all three

grades (first, third, and fifth), thirdand fifth-grade African American students tended to have

higher ratings of their ability in reading thanisganic and European American students.

Additionally, fifthgrade 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 Hisparicy R 9 dzNRB LISy ! YSNAOlIY &ai{idzRSydao |
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 simik NJ NS adzZ 6a Ay GKSANI |yl f @& aficacg Belie@ladh | y OS 2
measured with the SeEfficacy scale on the MRQ, with African American students having higher

YSIFya (GKFYy 9dz2NRLISIY ! YSNA Ol Yy &difidaySvisicarlatdd2 ¢ S @S NI
with their reading achievement, statistically significant results were found only for European

American students.

I RAFFSNBY(G LI GGSNYy 61 a &aSSy Ay | &aidzRRé SEI YAYA
selfefficacy in the domain of writing. Pajares and Johnson (1996) found that Hispanic high

school students had lower essay writing performance and writing effi@ay,higher writing

apprehension than their European American peers. The structural equation modeling analyses
suggested that sekfficacy had a direct effect on apprehension, which in turn, affected
A0dzRSYyGaQ LISNF2NXIFYyOSd t SiyHshdaked o KkowleOdgeyaddSy 0 & A
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 (Stes@m et al., 1990). It may be that lack of
O2yiGSyid FILYAfAFNRGE FyR NBfFGSRySaa Ftaz2 | GadNA
performance in writing.

Peervalue anddevalue ofachievement As discussed in the previous sections regarding
research2 y LISSNEQ O 6f dzdievemer, ot @dedudzdsed 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 stisitigsthe
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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 procedurgvag # investigate and

dzy RSNRGF YR adtddzRSydaqQ OFRSYAO @GlLtdzSa FyR Y20GA 0!
included African American and Latino students in second, fourth, and seventh grade from
monoethnic schools where approximately 80% to 90% ofstiuelent 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 ridan American and Latino girls in all three grades (second,

fourth, and seventh) tended to nominate sarmgender peers who were high or average

achievers as classmates they respected, admired, and wanted to emulate.

I RAFTFSNByYy G LI G Gpdedyomigatichs. la Sedngntafy BcNdolpAdrieéadi Mmerican

and Latino boys in second and fourth grade showed a preference for nominatinggsarder,

high-achieving classmates. However, by the seventh grade, both African American and Latino

boys were more kiely to nominate samgender 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

sharad among certain groups of peers, such as underrepresented boys, in which the shared set

2F dzy RSN} OKAS@SYSyid @l tdsSa Yle 06S aSSy la y2N
approach toward learning and their achievement motivation.

We assessed ethnic a@lSY RSNJ RAFFSNByOSa Ay ad0dzRSyiaQ AyF2AN
28 F2dzyR 42YS SOKYAO RAFTFSENBYOSa Ay OKAt RNByQa
well as interactions of ethnicity and gender. For both school and nonschool intrinsic mativatio

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 bookse 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. Afiit 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 wre 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 miceldif

than did European American students. There was an interaction of ethnicity and gender for self
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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 beliefsultural values, societal customs, and parental practices

within specific ethnic groups in this country (Graham & Hudley, 2005; Murdock).Z0DB8se

NBadzZ 6a KFr@S AYLRNIIFYd AYLIEAOFIGAZ2YyA F2NJ RAFTFSNEB
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
a2aldSYFTdAOrffe RAFTFSNBYyG aLlsSoda 2F YARRES aokz
text. Through our newhgeveloped measures of motivations for reading informatterts, we

have documented quantitatively that there are a number of distinguishable facets of

FR2f Sa0SydaqQ Y20AQFGA2y FT2NJ NBFTRAYy3I AYTF2NNIGA2Y
found clear, empirical distinctions between affirming and undermimimagivations. 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
expectancyalue theory and selfficacy heory should incorporate relevant undermining

motivations into their theoretical models. Theories that already include undermining

motivations (e.g., seffletermination theory with its construct of amotivation and goal

orientation theory with its variouswaidance 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, thmiaij motivations of
selfefficacy 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 sfrer associates with comprehension than the
affirming variables. In Table 6, the betas for school motivations uniquely associated with reading
comprehension are avoidance.Z4), perceived difficulty -21), and devaluing (.16). The
affirming motivation ofintrinsic 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 readinglandlue 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
AYF2NXIEGA2Y 0221 4& a&idzRS yedcadby Ok MndiN&IrAnG Wian kheiy A & Y 2|
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affirming motivations. This is an important contribution to the literature because few studies
KFI?S YSF&AdZNBR Ay RSLIIK aGdzRSYydiaQ dzyRSNXYAYAYy3I Y2

It is critical to state that these findings are conditionaladrieast 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 sekfficacy 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
0SOIFdzaS 2F G(KA& aiddzReQa F20dza 2y AYyF2NXIGA2Yy 0o
another study, where middle school children were asked about motindbo 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 #thool; 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 nega@S A YLJX A Ol (A 2 y atern¥ éhdibedhdntdziRtiS tidsel Kindst o yéatling
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, & P&g). Likewise,
perceived difficulty is negatively associated with achievement, which supports a body of findings
in the selfefficacy literature (Schunk & Pajares, 2009). The negative correlation of intrinsic
motivation and reading comprehension may pitdy 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 vocabalty, 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 achievemismot 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 undeable 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 tanvestigate 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



Motivation for Reading Information Texts 78

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 theseg/samlit 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

IANR dzLJA Ay Of dzZRSR Ay (KS aiddzRés gKAOK O2yGNROdziS
for reading. Various authors (e.g., Graham & Hudley, 2005) called for examin&titiffierent

SGKYAO 3INRdAzZLIAQ Y2GAQFGA2Yy FT2NJ RAFFSNBY G | OGA DAL
ethnic differences in motivation for reading information books. There have been some
suggestions in the literature that boys prefer information bsakore 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 Amdri/y o02ea® ¢KSaS TFTAYRAy3Ia | NB

I R2f Sa0OSyiG o062eaQ NBFRAY3IAI ¢ Kdosehookikds of litarayk G K
activities to school reading (Smith & Wilhelm, 2006).
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The analyses reported in this chapter and in oth@aces in this book have important

AYLIX AOFGA2ya FT2N)J YARRES &d0K22t addzZRSydaQ NBIRAY
more prevalent in middle school; our findings that students find these books hard, irrelevant,

and boring do not bode well fotheir engagement with them. Second, the finding that the

dzy RSNXYAYAYy3 Y2UAQlFGA2ya LINBRAOG ailidzRSydaqQ O2YLN
motivations suggests that teachers and other reading professionals will have to work hard to

022340 amaxzRtry foraréading 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 daaling

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 situatidihrough 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 irease. 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 infomation in ways that are interesting, relevant, and engaging is another way to
AYONEBlIA&aS adGdzRSydaQ Y2iAaAgdlIaAz2zy F2N) GKAa (AYyR 27
intervention is doing, as described in other chapters in this book.
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Statistical Analy ses of Chil drends Motivation for Readi
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 measurssdeint
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 sRISy 1aQ Y2 0A@F A2y F2NJ NBI R
books in and out of school?
2. What are the relations among different aspects of affirming and undermining
motivations for reading information books?
3. I NBE GKSNB 3ISYRSNI YR SUKyAO RdivafoSNSy OSa Ay
reading information books?
4. 129 R2S& YARRES &a0OK22f &aiddzRRSyiaQ Y2U0AQl GA
relate to their reading comprehension?
'RRAGAZ2YLFE AYyTFT2NX¥IGA2Y Fo2dzi GKS aorftSa FyR ad
scales ca be found atwww.corilearning.com

Participants

These surveys were given as part of our study of instructional influences on adolescent reading

GKFG A& SEFYAYyAYy3I GKS yI G dzNBforanrmatiSndbSoksiitheir 3 NI R S NA&
O2YLINBKSyaAzy 2F G(K2aS o0221a> YR K2¢ [/ hwL AYyT
comprehension. The data reported here was collected in September 2008 and April 2009.
Participants come from four middle schools locatedhinural area of a midtlantic 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 (MiRMBas completed by

1085 students, and 1124 studentsropleted the Motivations for Reading Information Books

Nonschool questionnaire (MRM). 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 wadligible for free or reducegriced lunch. The sample in April was

similar. In April 2010, the MRIB was completed by 1146 students, while 1124 students

completed the MRIBN. The sample, which was comprised equally of males and females, was

73.1% EuropeaAmerican, 20.6% African American, and 6.6% other ethnicities.

Procedures

Teachers, with the assistance of project staff, administered the surveys as separate assessments

2y 02yaSOdziA@gS RIFIe&asx a LINIO 2F 2dzNJ FaasSaavySyd
reading motivation. Total administration time for the motivation gtiesnaires 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 includeédiot at all tue 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 instructins for administering the measures.

Motivations for Reading Information Texts In and Out of School

The Motivations for Reading Information Books School questionnaire (BRI@hd the

Motivations for Reading Information Books Nonschool questionnaire (NMR\#ere developed

Ay 2NRSNJ G2 fSIFENYy |62dzi YARRES a0OK22f aiddzRSydaqQ
motivation constructs are contained in each scale. Four of the motivation constructs represent

affirming motivations for reading because theyeaassociated with relatively frequent reading

and high achievement, and the other four representderminingmotivations because they are

associated with less reading and lower reading achievement (Guthrie & Coddington, 2009). The

items in both scales arpresented in the Appendix. As discussed earlier, the affirming reading

motivations includedintrinsic motivation for reading, valuing of reading, reading efficacy, and

peer value of readingOur definitions were based on previous motivation literaturatttvas not

always specific to reading motivatiomtrinsic motivatiorfor reading was conceptualized as the

enjoyment of reading and having a desire to read often (Gottfried et al., 2001; Ryan & Connell,

1989; Unrau & Schlackman, 2008rluing readingvas defined as belief in the importance and

usefulness of reading (Trautwein, Lidtke, Schnyder, & Niggli, 20@field & Eccles, 2000).

Reading efficacg & RSFTAYSR Fa (GKS AYRAOGARdIZ t Qa o0SftASTa
reading tasks (Schunk, @8, Usher & Pajares, 2006). Lagblger value of readingias defined as

FSStAy3a KIG 2ySQad NBFRAYy3 KFEoAda FyR LRAYOGD 2F
new construct we are exploring based on the work previous reviewed on social support
NEFRAYy3a +a ¢Sttt Fa 2A3FASEIR YR 900ftSaQ oHnnno ¢

The undermining reading motivations includeckading avoidance, devaluing of reading,

perceived difficulty in reading, and peer devalue of readteading avoidanceas defined as

havingan aversion toward reading information text for school and therefore minimizing time

and effort spent on these tasks (Dowson & Mclnerney, 2001; Meece & Miller, 2001; Nicholls,

1990). Devaluing readingvas conceptualized as the belief that reading informatbooks for

a0K22f Aa y20 AYLERNIFyYy(d 2N dzaS¥TdzZ TrerdEively SQa & dz
difficulty in reading was defined as holding the perception that reading information books in

school is hard (Chapman & Tunmer, 1995; see egocedifficulty in Nicholls & Miller, 1984).

Peer devalue of readingl & O2y OSLJidzZl t AT SR a GKS o06StAST GKI G
KFoAda 2N FANBS gA0GK 2ySQa LRAYy(G 2F @GASH I 062 dz
exploring also based on theork 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 negatiely or oppositely worded versions of the affirming items (e.g., One intrinsic
Y2UAQFGA2Yy AGSY Aaz aL Syez2é NBFIRAy3I o6221a 7F2N
AYF2NXYIEOGA2Y 0221a FT2N aOK22fé¢ R2Sa ygalingof LILISE NJ 2
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items on the MRIES and MRHBI 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 constisigvere adapted from existing measures of reading
motivation when possible or written specifically for this study. Iltems were adapted from the
following motivation measures:

¢ Motivations for Reading Questionnaire (Wigfield & Guthrie, 1997)

e Adolescent Motiation for School Reading (Coddington, 2009)

e 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 veelld 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 & Widfield, 1997). After data were

collected, items were removed if they haekk than a .2 itertotal correlation. This is an index

2F GKS AYRAGARdAzZ f A0SYQa Faaz20AldAz2y SAGK GKS N
included principal components analyses. Conceptual pairs of constructs were entered into the
analysisi(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 seveitem measures of each subscale were included in the final version of the
guestionnaire. The total survey thus contains 55 items assessing school reading and 52 items
assessing nonschool reading. To administer the measure, the items on each surveyswere fir
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 consecutivemise measuring the same
construct.

Results
Factor Analyses, Internal Consistency Reliability, and Descriptive Statistics for
the MRIB-S and MRIBN

In this section we present information on the factiructure 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.

Subscald-actor Structure and Reliabilities
Exploratory factor analyses were conducted on the pairs of theoretically derived subscales. The
AdSya t2FRAYy3 |G o 2y SIFOK FIFOUG2N 6SNBE adzyySrk
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computed (reported above) on each dieise scales to judge their internal consistency reliability.
Two factor solutions best described the intrinaioidance, valuelevalue, and efficaey
difficulty pairs of subscales, for both school and nonschool reading. For peer value and devalue
three fadors 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 reesstir construct.

There were some double loadings in each of the analyses reflecting the correlation among the
motivation constructs which replicates previous resga(Baker & Wigfield, 1999 the case of

a double loading, the item included in tkemposite of the theoretically expected construct as
long as it reached the .3 loading threshold.

Following the factor analyses itetatal correlations were run for each individual subscale.
Based on the factor analyses and the itéwtal correlations scies 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, intringigotivation, 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
FNBE AYRAOFGSR 6AGK Fy FaldSNRa]l Ay ¢l okt wmo
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 isirficating 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 tiMhole sample, European American students, and African
American students. The means fall primarily between 2.0 and 3.0, with none higher than 2.9.
¢tKS KAIKSadG aO02NB LRaaioftsS Aa nonsy a2 GKS
motivation for inbrmation books contains satisfactory variance. The means foeHulacy 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 thaetheoks 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, alednot 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 silar 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
NEFaz2yloftS @FENRARFGAZ2Y Ay &a0dzRSyiaQ NBalLRyaSa
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

/ NEy
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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 amsahool 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 negatlyeand relatively strongly to one another. The highest of
these correlations is68 between value and devalue for nonschool reading The lowe&9idor

peer value and devalue for nonschool reading. Third, the affirming constructs all relate

positivelyto 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 samgie.ara 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
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. Nonschoachvoidance -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 .22 -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 3 -13 .29 -17 .24 -61
15. Nonschool peer value 41 -28 43 -32 3 -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

Note.Correlations higher than .10 asignificant at the .01 level; Correlations between .07 and .10 are significant at the .05 level.
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DSYRSNJ YR 9GKYAO S5AFFSNBYyOSa Ay [/ KAf RNByQa wSlI ¢k
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motivation. Few studies have looked for such differences in middle school students, and even
FSH6SNI KIS t221SR Fd 3ASYRSN) 60& SGKyAOAGe AydSN
Because we have a large sample of both African American angdaurédAmerican 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. URssshowed 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 scalgéhe main effect for ethnicity was significarii(1, 936) = 32.71p = .001, as was

the interaction of gender and ethnicit¥; (1, 936) = 8.2 = .004. African American studentd (

= 2.37) reported significantly higher intrinsic motivation for informatibooks than did
European American studentsi(’ H®nT 0T ! FNAOFY ! YSNAOIY o628aQ a
subscale. Boys (M = 2.70) had significantly higher avoidance scores than dM gi2s56)F(1,

936) = 13.08p = .001. For valuing of schoelding the ethnicity and gender effects both were
significant,F (1, 936) = 20.43 = 001.Both African American studentd € 2.96) and girla =

2.87) valued reading more than did European American studéhts2.72) and boyd = 2.69).
European Amecan students N1 = 2.89) devalued information text reading more strongly than
did African American studentdi(= 2.39),F(1,936) = 9.30p = .002, and boyd = 2.61) did so
more than girlsM = 2.44),F(1, 936) = 17.05) = .001. GirlsM = 2.95) had Ilgher reading self
efficacy than did boyd = 2.87),F(1, 936) = 6.5% =.01, and African American studentd &

2.39) believed that information texts were more difficult than did European American students
(M = 2.25),F(1, 917) = 5.70p = .02. African American students! = 2.77) stated that peers
valued their reading more than did European American studevits .63),F (1, 912) = 7.46)

= .006, and girlsM = 2.77) did so more than boy®l (= 2.54),F (1, 912) = 36.31p = .001. The
gender by ethnicity interaction showed that the pattern differed for boys and girls within each
group, F (1, 912) = 19.27p =.001; African American boys were higher than African American
girls, whereas European American girls were higher than Europeanicdamdioys (see Table 4

for the means). BoysV( = 2.30) believed that their peers devalued their reading more than did
girls M = 2.06),F(1, 912) = 40.4% = .001.

Turning to the nonschool reading scales, for intrinsic motivation both the ethnicity effant

and interaction of gender and ethnicity were significaR(l, 958) = 14.43) = .001, and- (1,

958) = 9.31p = .002. African American studentd € 2.26) reported being more intrinsically
motivated to read information out of school than didBpean American studentsv = 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 booksF (1, 958) =7.32 p= .007, and~(1, 958) = 12.14) = 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 boysM = 2.32); these results are quite similar to those for school
intrinsicmotivation.

By contrast, European American student £ 2.89) devalued reading these books more than

African American students did/(= 2.63),F (1, 958) = 12.99 = .001, as did boyd(= 2.90)

compared to girlsNl =2.74),F (1, 958) = 8.98p = .003. The interaction of gender and ethnicity

was significant for nonschool sefficacy,F(1, 974) = 4.15% =dn n ® I TNRAOFY-! YSNROL y
efficacy was higher than was African American girls; the opposite pattern occurred for European
Americanboys and girls (see Table #s with school reading, African American studeis=

2.24) believed that nonschool information books were more difficult than did European

American students\ = 2.08,F(1, 974) = 5.1 = .018.

Again, similar to the mults for school reading, African American studeis=2.57) and girls

(M = 2.48) believed their peers valued their reading more than did European American children
(M = 2.33) and boysM = 2.29),F (1, 974) = 16.5% = .001, and-(1,974) = 21.9Qy =.001. The
interaction of ethnicity and gender for peer valuirig(l, 974) = 13.20p = .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 geam American girls were higher than
European American boys. Finally, bdyls< 2.12) believed their peers devalued their reading of
nonschool information books more than did gifié € 1.90)F(1, 974) = 30.31p=.001.

Table 4
Means for the Significarnteraction 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 291 2.80

European American 2.82 2.92

Nonschool Peer Valuing of Reading

African American 2.64 2.54

EuropeanrAmerican 2.27 2.51

Relations of Motivation to Text Comprehension
wSaSkNOK RA&A0OdzaaSR 020S AYRAOIFIGSa GKIFG RAFTTFSNEB)
to their reading comprehension. Few of these studies have included middle school childden,
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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
O2yaidNHzOGAZ2Y FTNRBY AYyTF2NNIGA2Y (SEensiorSseRS@St 2 LIS
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 itgdavariance and associations with

other assessments.

¢tKS O2NNBflFliGA2ya 2F addzZRSyiaQ Y20AQFdA2y (2 GKS
measure are presented in Table 5, for the sample as a whole and for the European American
and African Ameran students for the September data collection. Looking first at the school
motivation variables, significant positive correlations of motivation and knowledge construction
occurred for school seHfficacy and peer value (for the whole sample and Europsaerican
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 Africdmerican children). Fewer relations
were significant for the nonschool variables. Positive correlations occurred for nonscheol self
efficacy and knowledge construction for the whole sample and European American children.
Negative correlations occurredrf 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 castruction scores.

Table 5

Correlations of the Motivation Variables with Knowledge Construdtion Information Text
Motivation Scale Whole Sample EA Students AA Students
School intrinsic -.10** .00 - 29**
Schooklvoidance - 11** - 15%* .04
School value .00 .06 -.07
School devalue .00 -.05 A1
School efficacy 23** .26%* .18*
School difficulty - 31** - 32%* - 24%*
School peer value .07* .09* A1
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 peedevalue -.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 linkiseofotivation 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 dwsis, 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 schoahotivation 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 comprehensiand positive relations of devalue

and comprehension are provided above.

Table 6
PredictingInform G A2y ¢SEG / 2YLINBKSyaArzy FTNRY {GdRSydiaQ ({

Variable i SE Sti 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 A1 .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 2 YLINE KSyY dA 2y FTNRY {(GdzRSy(iaQ b2yaoKz

Variable i SE Sti t Sig
Nonschool intrinsic -1.16 1.59 -.04 -73 A7
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

Nonschoopeer devalue 1.92 1.19 .055 1.61 A1




Motivation for Reading Information Texts 90

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

GK2aS Ay (GKS 2@SNIftf al YLX S3 SEISkdndingwdsa &0GdzRSyY
marginally significant positive predictor. For African American children, the only significant
LINBERAOG2NI 2F 1y2¢6f SRIAS O2yali-NBOiA21Wpgl0H. AYyiNRYaZE
These analyses also were done with a variabfgesenting economic assistance for lunch (an
AYRAOFGA2Y 2F OKAfRNBYyQa a20A2S02y2YAO0 adl ddzaov
variable was a significant negative predictor, indicating that poorer children performed less well

on knowledge onstruction; 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 podit@ St & 63 4.5T,r <d.81} and perceived difficulty did so

yS3l G A @BE &= -5)p < [01). For the African American children, nonschool difficulty
LINSRAOGSR (y2¢6f SRIAS 0O25844d-8l24Q& 0D.hese uzhlyseshaBS £ & 0
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 frongeptember to April

¢KS f2y3AGdzRAYIE yIGdz2NB 2F (KAa aiddzRe ff26SR
motivations. Paired samplei Sa &4 6SNB dzaSR (G2 SEIFYAyYyS OKIy3s &
September to April. Each like pair of subscales amadyzed (e.g., school intrinsic measured in

September paired with school intrinsic measured in April).

For the school variables, all of the pairesiwere significant, with the exception of the peer

value and devalue scales. For the affirming motivetiof intrinsic motivation and value,
A0dzRSyGaQ Y2UAQLaA2y 6t a 2SN AYy LINAE GKFEYy A
reading information school books increased from September to April. The mearsvahds

are presented in Table 8. Fdretundermining motivations of avoidance and devalue the means

were higher in April than September, indicating that these undermining motivations were
AOGNRY3ASNI Ay (GKS aLINAy3 GKFEy TFrifo {GdzRSy (1aQ L&
difficult decreased from September to April. The difference between peer devalue in September

and April was not significant.
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Table 8
SATTSNﬁyééé AY {GdzﬁéyGéQ { OK2 2§ azﬁxéﬂ-dxzy . SGg¢

Variable SeptembeM AprilM 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
Schoodifficulty 2.28 2.16 6.81 .001
School peer devalue 2.16 2.13 141 .158

C2NJ GKS y2yaoOKz22f | FFANNVAYI GFNAIotSa 0asSS ¢ of
information book reading decreased significantly from September to April. Asthétischool

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

Fff AYONBIF &SR &aA3yA T ih@lngngchodldnfofmatiorRb®ok (redding isJS N S LI A
difficult decreased significantly.

Table 9
SATFSNBYOSa Ay {i0dzZRSYy(aQ b2yaoOKz22f az2l0A0FGA2Y

f N

Variable SeptembeM AprilM 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

Ly adzYYFrNEX &d0dzRSydiaQ Y20AQlIaGA2ya F2NJ NBIFRAy3 A
from September to April. Two affirming motivations (intrinsic and value) decreased and two
undermining motivations increased (avoidance and devalue), suggestingttigdnts 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 changeeificacy 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.
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Appendix
Motivations for Reading Information BooksSchool Questionnaire
(MRIBS)

Intrinsic Motivation for reading was conceptualized as the enjoyment of reading for school and having a
RSaAaANB (G2 NBIR 2FGSyo 6/ Neyol OKQa h I oyod

1) I enjoy reading information books for school.

2) | read information books for school as much as | can.

3) Iread information books foi OK2 2t 0SOl dzaS A G Qa Fdzy o

4) The information books | read for school are interesting.

5) Iread information books for school during my free time.

6) | read information books for school for long periods of time.

7) If the teacher discusses something interesting, | mrghd information books about it.

Avoidancewas defined as having an aversion toward reading information text for school and therefore

YAYAYATAy3 GAYS FyR STT2NI aLSyd 2y GKS&sS Glalao

1) Iread information books for school as little @@ssible.
2) Information books for school are boring.
3) Itryto get out of reading information books for school.

0/ NZ

4 L 2FGSYy GKAY1Z aL R2yQié ¢l yld G2 NBIR (KA&Zé gKSyYy
5 L 6AaK L RARYQUG KI@S (2 NBIR AYTFT2NNIGA2Y 0221a T2

6) L NBIR SFaAaASNIAYF2NNIGA2Y 02214 Ay a0OKz22f az
7) |1putin as little effort as possible reading information books for school.

L o2

Valueg & RSTAYSR &4 0StAST Ay (KS AYLRNIIyYyOS | yR dza S¥d

1) lusually learn something from the information books that | 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 book®f school is very important to me.

5) Studying information books for school is important to me.

6) | can use the knowledge that | learn from information books for school.

7) ltis very important to me to be successful in reading information books for school.

Devalie was conceptualized as the belief that reading information books for school is not important or

dzaSFdzf F2NJ 2ySQa &dz00S&aa 2NJ FdzidzNBd 6/ NRyol OKQa
1) LG R2SayQid YIS I RAFFSNBYOS (2 YS 6KSGKSNI L
2) Reading information @oks for schodlakes too much time.

h r C
NEB | |

3) L R2y Qi 6yl G2 NBFIR AYT2NXNIGAZ2Y 062214 Ay &50K22f

4) Reading information books for school is not useful for me.

5) Reading information book®r school is not important to me.

6) | 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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PeerValues & RSFAYSR a FSStAy3a (KI G 2vwes &baut raadifgne t
Gl £t dzSR o6& LISSNBR® 6/ NRYyolOKQa h ' dymo

1)
2)
3)
4)
5)
6)
7

PeerDevalugg & O2y OSLiidz £t AT SR a GKS y2iAaz2y GKIFIG 2ySQa

My classmates and | agree about the meanings in information books we read in school.
My classmates want me to do well in reading information books for school.

Other students respect my readingiaformation books for school.

My classmates ask my opinion about the information books | read for school.

Other students value my ideas about the information books | read for school.

My classmates believe my ideas about information books for school.

My classmates trust my opinions about the information books that | read for school.

reading are not respected, cared about, or agreed with by peers. (CrFothK Qa h I &1 n o

1)
2)
3)
4)
5)
6)
7

My classmates and | do not agree about the meanings of information books we read for school.
My classmates do not care whether | do well in reading information books for school.

Other students do not respect my reading of information boakssthool.

My classmates do not care about my opinion about the information books | read for school.
Other students do not value my ideas about the information books | read for school.

My classmates have doubts about the information books that | readdbool.

My classmates do not trust my evaluations about the information books that | read for school.

Reading Efficacyg & RSFAYSR a4 2ySQa o0StASTa |o2dzi KAaA
GFralao o/ NRyol OKQa h I oyHO

1)
2)
3)
4)
5)
6)
7

| can figure out howdifferent chapters fit together when | read an information book for school.
I can explain what | have read in information books to my classmates or friends from school.
| can find the main idea of a section in an information book for school.

I can figure at what unfamiliar words mean in information books for school.

I understand all the information books that | read in school.

I understand what the author is trying to tell me when | read information books for school.

| can correctly answer questions basmtan information book that | have read for school.

Perceived Difficultyin reading was defined as holding the perception that reading information books in
a0K22f A& KINR® 6/ NRYyolOKQa h ' oypo

1
2)
3)
4)
5)
6)

7

The information books | read for school are way too hard.

| need help understanding the main ideas of some information books for school.

It is hard for me to discuss the information books that | read for school.

| have a hard time explaining to another person what the information book for school was about.
I think the information books that | read for school are really confusing.

Li Aa KIFENR FT2NJ YS {2 IyasSNI GKS (SIFOKSNRa
school.

L 2dzad R2y Qi dzyRSNERGFYR a42YS (2LMA0a Ay GKS

NEF RAY:

Qx
(@]

K

2 NJ K&

lj dzSa G A

Ay T2 NY
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Motivations for Reading Information Book&Nonschool Questionnaire
(MRIBN)

Intrinsic Motivation for reading was conceptualized as the enjoyment of nonschool reading and having
I RSAANB (2 NBIR 2FGSyod 6/ Neyol OKQa h I oy do

1) I enjoy reading information books outside of school.

2) Iread information books outside of school as much as | can.

3 L NBIR AYT2NXIGA2Yy 02214 2dziaARS 2F alOKz22f 06SOI dza

4) |read interesting information books outside of school.

5) | read information boks outside of school during my free time.

6) |read information books outside of school for long periods of time.

7) If | hear about something interesting, | might read information books about it outside of school.

Avoidancewas defined as having an aversidgoward reading nonschool information text and therefore
YAYAYATAYy3 GAYS FyR SFF2NI aLlSyd NBFRAYy3I Aldd 6/ NB
1) Iread information books outside of school as little as possible.

Yy ol (

2) L R2y QiU dzadzr & NBIFIR AYF2NXIGAZ2Y 02214 FT2N Tdzy @

3) Reading informatin 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) | putin as little effort as possible reading information booksside of school.

7) L NBIR SIFAaASNIAYTF2NXIGA2Y 02214 6KSYy LQY y2i

Values & RSTAYSR a 0StAST Ay GKS AYLRNIIyOS FyR dz
h [ dypo
1) [l usually learn something from the information books that | read outside of school.

Ay &

S ¥ d

2) LGQA AYLERNIFIYydG G2 YS (2 dzyRSNEGFIYR AYF2NXIGAZ2Y 02

3) Reading information books is more useful than most of my other activities that | 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) | can use the knoledge that I learn from information books that | read outside of school.

7y LG Aa OSNEB AYLRNIFYyG G2 YS G2 0SS adz00Saa¥fdzZ Ay NB

Devaluewas conceptualized as the belief that reading information books outside sahool is not
AYLEZNIFY(G 2N dzaS¥dzZ F2N 2ySQa &adz00Saa 2NJ Fdzi dzNB
1) LG R2SayQid YIS I RAFFSNBYOS (2 YS 6KSGKSNI L
2) Reading information books outside of school takes too much time.
3) L R2y Qi ¢ I2yNIv {2k 2N [6RR 2AyaF 6 KSy LQY 2dziaiARS 2F a
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) | have more important things to do than to read information booksny spare time.
7) Reading information books outside of school is a waste of time.

0/ NZ

NB I R

OK 2 3
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PeerValugs & RSTAYSR |a FSStAy3a GKIG 2ySQa NBFRAYy3I KIFoAG:
a0K22f INBX @I fdzSR o6& LISSNA® 6/ NRyolkOKQa h ' d1T10

1) My peers and | &ave the same opinion about reading information books out of school.

2) My peers listen to my point of view about information books that | read out of school.

3) Other kids respect my reading of information books outside of school.

4) My peers ask my opinion abotlie information books | read out of school.

5) Other kids value my ideas about the information books | read outside of school.

6) My peers think what | read in information books outside of school is interesting.

7) My peers trust my opinion about the information books that | read out of school.

PeerDevalugg I & O2y OSLJidzl t AT SR a GKS y2iA2y GKIG 2ySQa y2
about reading are not respected, cared about, or agreed with by peersl®y 6 | OKQ& h I ®d1n0

1) My peers and | 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 | often read information bankside of school.

4) My peers do not care about my opinion of the information books | read out of school.

5) Other kids do not value my ideas about the information books | read outside of school.

6) My peers do not trust my evaluations about the informatiapolis that | read out of school.

7) My peers think it's strange that | read information books outside of school.

Efficacys & RSFAYSR |a 2ySQa o0StASTa Fo2dzi KAa 2N KSNJ O
0/ Neyol OKQ&a h ' dypbo

1) | can figure out how dlierent chapters fit together when | read an information book outside of

school.

2) lam good at explaining information books outside of school.

3) Ican find the main idea of a section in an information book outside of school.

4) | can figure out what unfamiliavords mean in information books outside of school.

5) 1 understand all the information books that | read outside of school.

6) | understand what the author is trying to tell me when | read information books in my spare time.

7) 1 can correctly answer questions based on an information book that | have read outside of school.

Perceived Difficultyin reading was defined as holding the perception that reading information books
2dziaARS 2F a0OKz22f A& KIFENR® 6/ NRyol OKQa h [ odypo
1) Information books are too hard to read in my spare time.
2) | need more help than most kids to understand the main ideas of some information books
outside of school.
3) Itis hard for me to discuss the information books that | read outside of school.
4) Itis hard to eplain an information book that | read outside of school.
5) Ithink the information books that | read outside of school are really confusing.
6) Itis hard for me to answer people's questions about the information books that | read outside of
school.
7) | have aharder time than my peers reading information books outside of school.



Information Text Comprehension in Adolescence: Vital Cognitive Components 103

Chapter3

Information Text Comprehension in Adolescence: Vital Cognitive
Components

Susan Lutz Klauda and John T. Guthrie

University of Maryland, Department of Human Developtrand Quantitative
Methodology

3304 Benjamin Building

College Park, Maryland 20742

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 hierarchicalognitive model of information text comprehensiowjthin the
context of previous theory and research findings pertinent to adolescent reading
comprehension. According to the hierarchicalgnitive model, the propositional processes of
reading fluency and literal text comprehension and the structural pgees 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 assessrmdatat from over 1100 seventprade
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 thugh 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:informationtext, 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 neeéao igiformation from textbooks,

trade books, newspaper and magazine articles, and other media. The purpose of students
G3tSEYyAYy3a AYyF2NXYIGAZ2YE FNRY (KSaS G(SEGa Aa y2i0
about a given topic. Rather, deep, ceptual understanding is the ultimate goal of this reading,

FNRY 020K SRdzOFG2NBERQ YR NB&aSINOKSNBQ LISNBERLISOGAC
information text passage is for them to develop a vettlictured representation of the why and

how of the tgic at hand by integrating information across text segments and assimilating what

they read with their general and topspecific knowledge. Ideally, through reading many texts in
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many subject areas, students not only gain understanding of diverse tditthey can apply
in their lives inside and outside of school, but also improve both their ability and propensity to
read for meaning.

LYy WSIFIyyS [/ KFEffQad omdpyouv FNIFYSE2N] RSEAYSFGAYy3
Gt SENYAY3I (FINBRRE S NYyENBIRASa LI FOS Fd o62dzi GK
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,

acculacy, 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 didetiss 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, 800n 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 adolesents.

Several recent research endeavors have focused on identifying the subjeddmainspecific

skills that may help students understand information text, or on helping students develop
literacy in individual domains (Conley, Freidhoff, Sherryfukkey, 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, ara diary excerpt written in the vernacular of a very different
time and place. We recognize that domaipecific 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 carigeht
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, narratiand 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 (Maedi& 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, descriptiaqyesee, and problem
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solution (Meyer, Young, & Bartlett, 1989). Each of these structures has associated signal words
and phrases. For instancas a result because andin order toindicate causation, whereas
afterwards, beforeand then indicate sequenceSubstantial 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).

Thereare other broad differences between information and narrative text. For one, many types

of information text contain an array of concepts necessarily linked by esffiset relations, or a

causal network. In narrative text, events may be connected thahatenecessarily 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 narrativeuld craft any sort of connections he wishes between

I OKIF NI OGSNNa AfftySaa | yR KSNI LISNBR2Y Il f SELISNRASY(
typically involves developing a general explanation for an array of cases or situations (e.g., how
insed 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, andsnquonouns, and
articles more often indicate specific entities or events (e.g., how a particular individual acquired
and overcame a lif¢hreatening illness; Leon & Penalba, 2002; Varelas & Pappas, 2006).

Information text is often considered more difit 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; V#ae & 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 ebemalting
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 tesdmprehension, this performance gap

is in the other direction in some countries, and does not exist in others (see Duke, 2005).

¢CKS LINAYINE LlJzN1J2asS 2F GKAA& OKIFLIISNI Aa G2 RSt Ay
comprehension of information textrirst, we describe a hierarchical model of the cognitive

component of information text comprehension and summarize how findings we recently

obtained through a variableentered approach supported this model (Klauda & Guthrie, 2010).
Thenweturntothe g G NI € F20dza 2F GKA& OKIFILIWGSNY | R2ftSaos
component processes comprising the model. That is, we conduct a more pezatered set of

analyses of the model components. In the next section, we report further profile analysels w
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September to April of their seventlrade year, the period of regular reading instruction prior to

our intervention study which spanned April to June. Finailg 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 Textomprehension

Theories of reading comprehensionWhat 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 o
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 netwk of knowledge representing the information in the text

FdzaSR 6AGK GKS NBIFRSNDA LINA2N) {y2éf SRAS | yR SELJ
a knowledge network through reading involves recognizing the main concept and subconcepts

of the textand identifying supporting facts for the subconcepts, as well as constructing links and
NEflGA2ya FY2y3a GKS YIAYy 02y OSLIiz adz O2¢yO0SLIiasz |
or making inferences. Understanding the main concept, subconcepts, akthgnaferences

helps readers to synthesize information from all parts of the text. Additionally, we view reading

fluency and literal understanding as the lowestler components of comprehension. Fluency

refers to reading a text with accuracy, speed, amgpropriate 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 testege information

contained in the text inexact or highly similar words. This definition of literal understanding

aligns with the lowesbrder comprehension process tested in the Progress in International

Literacy Study (PIRLS) of focusing on and retrieving explicitly stated information iageages

(Mullis, Martin, Kennedy, & Foy, 2007).

As the lowesbrder components of comprehension, we view reading fluency and literal text
comprehension as enabling higherder comprehension processes. That is, reading a text with
fluency and literal undrstanding 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 enape 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 ative 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 extenirtpenciples extend to
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information text (Gaddy, van den Broek, & Sung, 2001; van den Broek, Virtue, Everson, Tzeng, &
{dzy35 wHAnuO® C2NJ SEIFIYLX ST ¢l o6ftS m RA&ALXL&a A
constructionintegration model of comprehension. &\tefer to our model as the hierarchieal
O23ayAGADBS Y2RSt 2F AYyTF2NXIGA2y GSEG O2YLINBKSyaA
O2YLINBKSyarzy Ay@2ft@Sa GKNBS RAaGAyOl tS@oSta 27
model, decoding processésS | R (12 NBLINBaSyidl A2y 2F GKS GSEGQ3
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

iNtSANI GA2y Y2RStX GKS NBIFIRSN) dzasSa O2KS&airz2y YI NJ .
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overall organization, or macrostructure. The microstructure and macrostractomprise the

textbase. Accordingly, we view inferencing to link text propositions and global understanding of

relatively simple text passages as higbeder components of comprehension than fluency or
sentencelevel, literal comprehension. Throughotite remainder of this chapter, we refer to

the lowerorder comprehension processes r@fading fluencyand literal text comprehensioas
propositionalcomponents of information text comprehension because they are based largely in

processing individual textroposition. We refer to the highesrder processes adhferencingand

simple passage comprehensiasstructuralcomponents because they are more dependent on

processing the microstructure and macrostructure of the text. Note that we use the terms
GO02YLRYSyiaéd FyR aLINRPOS&aasSaé¢d AyiSNOKIy3aSIofteée G2
represent both constituent arts of reading comprehension and the active cognitive

mechanisms of understanding text.

At the highest level in the constructiantegration model, readers construct a situation model

by integrating the textbase with their prior knowledge, experienas] 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 ohe 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 ghneed for specialized knowledge and the relevance of
LISNE2Y | f SELISNASYyOSazr o6dzi NI GKSNI a1SR ljdzSadaz2,
general reasoning skills and knowledge to the text. We used texts on subjects likely to be
unfamiliar to most atdents to level the playing field as much as we could with respect to the

AYLI OG0 GKIFG aLISOAFEATSR G2LAO {y2e¢ft SRIS Oly KI
highestorder process of information text comprehension we measugedwledge construction,

andrefer to it as the mosintegrativeprocess.



Information Text Comprehension in Adolescence: Vital Cognitive Components 108

Table 1
LfAIYYSYd 2F VY iiytepd@tdrk\Dbdel of Reyding Ghinidehédngiof with the
HierarchicalCognitive Model of Information Text Comprehension

Constructionintegration model (Kintsch, 1998 Hierarchicaicognitive model
Kintsch & Kintsch, 2005)

Propositional processes

Decoding processe$ representation of text  Reading fluency

propositions Literal comprehension of individual propositions
Structual processes

Textbasgmicrostructure and macrostructure) Inferencing to connect text propositions with each
other and background knowledge
Global comprehension of relatively simple passages
Integrative process

Situation model Knowledge network formation, based on integrating,
summarizing, and reasoning with multiple proposition
of conceptually dense passages

Similarly to Kintsch, van den Broek and colleagues focused on how readers construct coherent
mental representationsvhile 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
Y2NB O2yySOiGAz2ya GKSNB FINB Ay | ySGg2N] =z (GKS
model adds to our view of the information text comprehension process by spagihow 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 (deart 1 of the methodology and statistical
analyses section for definitions of the inference types we measured in our current study).

2 Keé Aa GFly RSY . NBS]1 FYyR O2fttSI3dsSaQ Y2RSt
nodes fluctuate in their levelsf 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. Acvation 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

0§KNRdZAK GKS LINB@ZA2dza 0OeOf Saz FyR 4 OnywehS NBI

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 daeterizes reading comprehension as depending on the
interaction of the reader, the text, and the reading activity. The reading activity includes three

Y21
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elements: purpose, operations, and consequences. The purpose determines the operations, for
example, wheher 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 particula
sociocultural context that impacts and is impacted by the reader. This interaction occurs during
pre-reading, reading, and poseading microperiods, with changes in knowledge, abilities, and
motivation (purpose, content interest, and reading sefficacy) taking place from one period to

the next.

Furthermore, the RAND report (2002) emphasizes that reading comprehension is a very active

LINE OS&aa GKIG Ay@2f@dSa aaAvydzZ Gl yS2dzateé SEGNI OGAyY
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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 levelshaf constructionintegration

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; McNama@sReilly, Best, & Ozurssn nc T a Ob l Y, NI =
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 decodglfsexplanation is key to
improved comprehension of information text. Sekplanation means explaining a text while
reading it by using strategies of comprehension monitoring, paraphrasing, elaboration
(connecting text information to background knowledge)yediction, and bridging (connecting

text information from multiple sentences). Students are taught to use these strategies to
comprehend science texts through an intervention called -Egfflanation Reading Training
(SERT) and its Wdidased counterpartinteractive Strategy Training for Active Reading and
Thinking (iISTART). 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; McNamas al., 2006). The premise behind SERT and iSTART is that students
who selfexplain 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 ofesplanation may
assist readers in identifying the main concept, subconcepts, and supporting facts as they read,
and constructing links among them and their background knowledge.

Res¢ NOK 2y GKS NRES 2F VYdzg GALXES O23yAGADS

comprehension.While current theories of reading comprehension emphasize that multiple
cognitive components play key roles in reading comprehension, there is limited research on the

hQw
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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

I R2f Sa0SyiaqQ O2YLINBKSyairzy 2F A ynbs dodiesihavey G SE
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

I R2f Sa0SyiaqQ AyF2NXIFGA2y GSE O2YLINBKSyarzy ¢
investigation of the contributions of reading fluency (word decoding speed and accuracy),
background knowledge, and use of three strategies reflecting active reading and meaning
YFE1TAYy3 o6StF062NIrdA2ysS 2NBIFIYATIGAZ2Y X FYR Y2YyAQG?2
comprehension of an unfamiliar social science text. Their comprehension measure largely

assessed understanding of the main ideas and subconcepts of the text. While background
1y26tSR3IS 41 & GKS adNRy3ISad LINBRAOG2NI ol [ ®dno
variance (18%) in comprehension, decoding, organization, and monitoring wersigisficant
LINSRAOG2NRE o0i a NIY3ISR FNRBY odum (G2 @dHnO FyR |0
comprehension.
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general reading skill as represented by peniance on the GateblacGinitie Reading
Comprehension test (MacGinitie, MacGinitie, Maria, & Dreyer, 2000), and reading strategy
1y26tSR3IS: f2y3 gAGK 3IASYRSNE (2 KAIK a0Kz22f ai
passage on meteorology. The authawsscribed reading skill as the ability to form a coherent

GSEG NBLINBaSyGliAzyed 28 SYLX2&8SR (KS YSI &dz2NB 27
dzZa SR Ay 2dzNJ OdzNNBy G aiddzRe a 2dz2NJ AYRAOFG2NI 2F 3
' yR a Ob I s¥xmpNJcéniprised over 1600 ethnically and socioeconomically diverse
students from three states. They found that reading skill was the strongest predictor of multiple
OK2A0S aOASYyOS O2YLINBKSyarzy o6i T doy@randtAiGK &0
A0NY GS3e 1y26ft SR3IAS ol Fonpo Ffaz O2yGNROdziAYy3 &,
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in reading the text, including making tetext connections and textknowledge connectiong or

inferencing, plays an important role in his information text comprehension along with other
NEFRAYy3a alAtftad |1 26SOSNE { I YdzSt addsSy FyR . N¥aSy
selfreport measure of striiegy use that students completed after reading the text passage and
hQwSAtte YR aOblYINI 6unnt0 RAR &2 GAGK | YSI a
other words, they did not directly or specifically measure inferencing. In contrast, in ol wor

inferencing is one of the four components that we focused on, and we measured it as students
NEFR® ¢Kdza= 2dzNJ YSI &dzNB fA1S8te& OF LWidaNBa | YAED
making strategies as well as their more automatic, less consciousriepde make meaning

while reading.

>
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As mentioned previously, other studies of the role of different cognitive processes in older
OKAf RNBYyQa NBIFIRAYy3I O2YLINBKSyarAzy KI @S 2F0Sy
mixture of information and narratie texts. For example, Cromley and Azevedo (2007) used the
GatesMcGinitie 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 Weodcock Johnson (WJ) Il Fluency test
(Schrank, Mather, & Woodcock, 2004) employed in our past and current research. Cromley and
Azevedo (2007) used a shortened form of the GatesGinitie Vocabulary test (MacGinitie et

al., 2000), which presents 45 tleevord sentences or phrases with one word underlined;
students read the items silently and select the meaning of the underlined word from four

SYLJ
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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 lewolev
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 varialijeand produced highly compibie 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 fiftA N} RSNE FyR / N2Yf S8 FyR ! 1 S@SR2

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 gradershowever, a critical difference is that we employed the GaixGinitie as a

LINSRAOG2NI OFENRAIFofS NIGKSNI GKFy |y 2dzid02YS @I NR I

believe that the GatetcGinitie measures comprehension beyond the literal level,dméts not
capture the textbased reasoning and integration needed for a full understanding of
conceptually complex information text.

Empirical Evidence for the Hierarchie@lognitive Model of Information Text Comprehension
Variablecentered analysesin recent analyseg¢Klauda & Guthrie, 2010je aimed to
delineate the relative contributions of the two lowerder, propositional processes of reading
fluency and literal text comprehension and of the two higbeder, structural components of
inferencing andsimple passage comprehension to the integrative process of knowledge
construction from information text in seventh graders through the variatdatered 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 sexgatle students at the
start of school in September and again in April.

The outcomemeasure across the two types of analyses was terikmowledge 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 inferencesnted

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 mukiphtences 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 sfigns, 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, fonore information about the assessmengd mean levels of
performance on them).

Based on the hierarchicabgnitive 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 constructifitlauda & Guthrie, 2010)
Furthermore, we predicted that each cognitive process would relatgjuelyto 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 andlgpoduced highly consistent results

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 thedir 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, tidéndi 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 becaitisdso 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 knowledgenstruction, 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 theltses#éi our regression
models: skill in propositional processes should partially enable the structural processes that
contribute to knowledge constructio(Klauda & Guthrie, 2010This hypothesis aligns with the

idea that reading fluency and literal und&aading of text helps readers form a textbase on
which they can enact constructive processes of meanilagling (e.g., Kintsch & Kintsch, 2005).

We indeed found evidence that this was the case, as the regression coefficients associated with
reading fluencyand 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 fluantygrasping

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 comginension may indirectly benefit knowledge
construction by impacting inferencing and simple passage comprehension.

The results of these variabtentered analyses led us to the representation of the cognitive
processes that contribute to information textomprehension in adolescents, and their
connections depicted in Figure 1. In the remainder of this chapter, we present empirical
evidence for specific paths in this hierarchicagnitive model (arrows-§ and the model as a
whole.

Propositional Proesses Structural Processes Integrative Process

Reading a Inferencing in

fluency \ /v information \ e
b

c
Literal text / d Simple / f

comprehensio passage

Knowledge
construction

Figure 1Hierarchicakcognitive 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 comprehethsit 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 constructioile 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 linavith the constructiorintegration 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, conceptally dense information text.

We are not asserting that the hierarchigadgnitive 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 n&asure 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, wd &ihd 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 esé&atzir, Lesaux, & Kim, 2009). Furthermore, as each
process variable entered the model, it added a significant amount to the variation accounted for
by those already include(Klauda & Guthrie, 2010T.hese aspects of our findings offer further
support fa the explanatory power of the components we studied individually and as a set.

Personcentered analysesThus far, we have summarized analyses which demonstrated
K2g F2dz2NJ O23yAlGAQGS O2YLRyYySyida O2yiNRo6dziS NBfI G
constructing knowledge from complex information tefilauda & Guthrie, 2010)[he prior
studies of others wlih 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 intiadividual differences, which are common in reading
(Vellutino, 2003). Rather, it permits understanding only of how hypothéttombinations of
performance on different assessments relate to outcome variables (Magnusson, 1995; Murdock
& Miller, 2003). Thus, in our current analyses we adopted a persotered analytic approach
to gain understanding of the actual combinations®fi dZRSy 14 Q LISNF2NX I yOS 2y
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 highesrder, 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 constction.

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; High fluency/high
fAGSNI o ! fGK2dAK ¢S dzaS GKS RSaAaylrdAzya afz2g¢é
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students performing in a moderat®-high ramge 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 fluesdlenss 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 Fijuiadicating 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 sentent®vel text. In contrast, only -9% of students
performed in the low range on bl 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, mamyesits with fluency difficulties are
adept in applying strategies like pausing, sounding out, and rereading (Jackson & Doellinger,
2002; Paris et al., 2005; Samuelstuen & Braten, 2005, Walczyk et al. 2007). The finding, on the
other hand, that almost no stlents were high in fluency but low in literal comprehension
supports the idea that fast, accurate reading allows readers to devote their cognitive resources
to meaningmaking processes.

Our central purpose in creating these profiles was to examine baald 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 issue® 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 ligh versus low levels of literal comprehension. High fluency was also associated

GgAGK IANBFGSNI aAYLX S LI aal3asS O2YLINBKSyaazys NB3II
level. Similarly, high literal text comprehension was associated with betteoqpeaince on each
A0NHZOGdzNI £ YR AYyaGSaANFGAGS LINRPOS&aaz NB3IIFNRfSaa

We also examined the percentage of students representing each profile of propositional
processes who were low and high in the structural and integrative proce@seskey pattern of
results was that in both September and April, more than 90% of students who were liigthin
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 demolstitatégh
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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 faudents 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 (Figuredaths ad).

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 readihgency 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 componentn¢h 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 mplex, integrative comprehension process we
studied.

hdzNJ OdzNNBYy (i FAYRAY3IEA O0dzAf R 2y LINBOAZ2dza - aiddzRA
I f2dzRé &4 (GKS& NBIR AYTF2NXYIGA2Yy GSEG& o/ 208
studies, the resarchers did not examine reading fluency, but did employ an indicator of
a0dzRSyGaQ FoAfAGeE (2 3IANIALICcKESNONSIj ISy YRY 2 FI & i
sentence paraphrases. In neither study was there a clear relationship between paraphrase
iINBljdzSy0e +yR aiGdzRSyiaQ O02YLX SE O2YLNBKSyairzy
FaaSaasSR O02YL)X SE O2YLINBKSyaArzy o6& O2RAy3 (KS 02
of Ancient Rome upon reading two texts that offered different explanations (VofBoldman,

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 causdfect structure. Based orhese 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 somewhalder 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 simplpassage comprehension.

Sa
Si

Relatedly, McNamara (2004) found that the strategies of paraphrasing sentences and making
bridging inferences tended to emccur, but neither of these strategies-oacurred with those

that involved going beyond the text (e.g., ngilogic, 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 quegins 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
constructian very similarly to how we formed propositional component profiles and examined
their relations with each highesrder 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
O2YLINBKSYyaAz2yT 6n0 KAIK AYFSNBYOAYIKKAITK &AYLI S
refers to lowto-Y2 RSNJ S LISNF2NX I yOS I yoRighoptfarddace foNB Ff SO0 a
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 shavihis 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 retavely brief and simply structured narrative and information text
passages. The next largest grogpnore than a quarter of the sample at each time poqt
showed the mixed profile of high inferencing, but low simple passage comprehension. On the
other hard, 3% or less of students at each time point showed the other potential mixed profile
of low inferencing but high simple passage comprehension. AdditionalHy8%5of students at
each time point were low in both inferencing and simple passage compreher@igrall, 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 comprednsion related to knowledge construction, first by comparing the profile

means for knowledge construction. These analyses indicated that high inferencing was
F3a20AFGSR @6AGK 3INBFGSNI {y26f SRIS O2yaidNHzOGA2yY
comprehensin 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 th 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 #rofile
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, approximat&dy Wwere 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 Sejinand 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 whithowledge construction from information

text. Furthermore, high levels of inferencing and simple comprehension are jajritlyt not

independentlyq sufficient for most students to construct complex knowledge from information

text (Figure 1, paths e andl. fThese findings accord well with the idea from the construetion

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 dex$ed inferences, whidls what our inferencing
YSI&adaNB fI NHSf@& RSYFIYRSRX KStLlA addzRSyda F2N¥Y |
the general meaning and organization of a texas demanded by our simple comprehension

measure ¢ additionally reflects cognizance of thwmacrostructure. The current findings also

mesh with previous research demonstrating that frequency of making inferences while reading
positively related to sixtd NI RSNBQ 022t FS g9 D2f RYFYX wnnpo | yR
2004) performance on opeanded comprehension questions requiring integration of multiple,
y2yO2y iAdd2dza GSEG LINRLRAAGAZYE YR NBaSkNDODK &K;
GatesMacGinitie Comprehension test (our measure of simple passage comprehension) was a

unique conth 0 dzii 2 NJ (2 GKSANI O2YLINBKSyaazy 2F O2YL}X SE
2007). But we also built on these findings by examining the relationship of inferencing with
knowledge construction taking simple passage comprehension into account, and, copversel

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, blso

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 latienre among scores

on assessments administered at the same time pqitihat 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 eacindi 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 véeigbntered methods to examine growth (Klauda

& Guthrie, 2010). These analyses informed persentered analyses of growth, which are the
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centerpiece here. The variabéentered analyses of growth built directly on our analyses
showing that reading fluengyliteral 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 analisgs 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 withatieely 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 pasga 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 measurE Sy G+ Af SR dzaAy 3 2 ydid deadidp ty déridgdzO i S R
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 dactef direct
connections between the propositional components and knowledge construction in the
hierarchicalcognitive model.

Additionally, the variableentered analysis of growth suggested that reading fluency and literal
text comprehension indirectly predictegrowth 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 addedtthe analysis. The coefficients associated with these laweer
processes, however, declined and lost significance when inferencing and simple passage
comprehension were also included. Additional regression analyses demonstrated, furthermore,
that Septenber 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 pathd i Figure 1. Altogker, 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
hierarchicalcognitive model of information text comprehensiofPropositional components
facilitate structural components, which in turn facilitate the highestler process of knowledge
construction from complex information text.

While the analyses summarized above offer insight into cognitive processes thatiadliyi
contribute to improvement in information text comprehension, they do not address the
guestion of whether these variables interact in predicting growth, or the extent to which growth
in comprehension actually occurred in our students during theiestvgrade year. Thus, we
conducted further profile analyses. In each analysis, we focused on the students who performed

ry ..
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in the low range for inferencing, simple passage comprehension, or knowledge construction in
September. First, we simply asked, witlspect 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 tln 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 accordingith dZRSy 1 aQ LINRPFAE S&a 2
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 inferencingrersus 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 initialy 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 compi@ien

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 structuradnd integrativecomprehension proceses. 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, tayplmore 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 havedaquate propositional reading skills but are lacking in
structural and integrative comprehension skills; it cannot be assumed that growth in the
A0NHzOG dzNI £ kK AYGSANI GABS LINRPOS&aasSa oAff Gyl GdzNT f
propositional componets 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
resour@s to such higheorder comprehension tasks.

We also asked whether the shift to high knowledge construction occurred differentially
FOO2NRAY3I G2 &addzRSyi(taQ LINRPFAESa 2F AYFSNByOAyS3
in September. The answer to thijuestion 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 highin 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 ih bot
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 knedde 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 pacipating in our research were
European American, about 20% of the sang##84 students; was African American. Given that
there is a paucity of research exploring reading comprehension processes in adolescents from
diverse ethnic backgrounds, we decidéd re-conduct a portion of the profile analyses
separately for African American and European American students. We also briefly summarize
personcentered analyses of the concurrent relations among the components of information
text comprehension conducteseparately 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 onoral 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 attentionltsineously to
multiple cognitive components of information text comprehension, we addressed clear gaps in
this area of research. Using a persmmtered approach in addition to a varialtentered
approach was also unique in this realm.

Have previous studs 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 2062;

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 (2004ranzler 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 Americanantlexpected, based on the
NBflFGA2yaKALI 203ASNIBSR FT2NJ) GKS FdzZAf &l YL S® h@SN
YIe O2yUNROGdzGS (2 SRdzOI G2NBQ TFlLAfdz2NE G2 NBEO213
systematic undeidentification of African Amecan 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. Kur@ostes, Ehrlich, McCall, and Loridant (1995) studied how seventh

AN RSNEQ VYSiGlIO23ayAldAizy Ay NBFRAy3IZ 2N GKSANI |
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characteristics, related to standardized reading comprehension performance. The findings

clearly differed ér the two ethnic groups. Whereas metacognition positively correlated with
comprehension in European Americans, in African Americans there was no relationship.

CdzNII KSNX 2 NB = YSGF O023ayAiGAzy gl a 0dKS 2yt e dzy A lj c
comprehension wan three aspects of motivation were taken into account, whereas neither
YSGFO23ayAlA2Y Y2NI Fye Y2U0AQFGA2Y dzyAljdzSf e LINBRA(
Costes et al. (1995) speculated that the lack of relationship between African Americay’ stuleQ
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 highesrder skills and knowledge or affective asfeof 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 difference in the level of achievement on our cognitive measures. Numerous
studies provide evidence of a loistanding achievement gap in reading between African
American and European American students, favoring the latter. A recent National Assessment of
Educatioml Progress (NAEP) study indicated that the gap has narrowed somewhat for fourth
graders, but not for eighth graders (Lee, Grigg, & Donahue, 2007).

Variablecentered 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 variableentered analyses using the full samples of African American and
European American studentas 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 variabbentered analyses involving our faimple 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. Wadso 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 turnetated most directly to knowledge construction. Our essential
guestion 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 Amexich
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 Europearriéanesample, 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 describedenéd some evidence that the hierarchigadgnitive 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 dlinct 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.

Personcentered analyses of growth in information text comprehensiofror 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 cognitivefgomance differentially
predicted these shifts (See Tables 12 for descriptive statistics by ethnicity and Tallleéddt3
analyses of shifts in performance). First, with respect to ethnic differences in the findings, of
students who performed in the lowange 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 construédn 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 compongaitsained 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 comgnesion 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 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 igh 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 compreherisn processes, we also investigated whether September profiles and
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ethnicity predicted initially ok OKA S@Ay 3 addzZRSydaQ aO0O2NBa& Ay ! LINR
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
O2YLINBKSyaazy O2YLRyYySyia FyR aGdRRSyidaQ SGKyAOAdl
determine whether profiles and ethnicity interacted in predicting growth. Tlatwas 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.)

¢tKS FtylrteasSa Ot SINIe& AyRAOI (i S&lingifidehay and litedaR Sy G &4 Q {
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, studeritigh 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 Figu@s 4

The results were less cleant 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 AmericangeWer, 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 showkeds 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 SeptemberConsider 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
higherorder meaningmaking for speed. There was also a trend toward African Americans
showing less growth in knowledge construction than European American stdenthe
analysis that examined the effects of reading fluencyl/literal text comprehension profiles. In this
case, there was no interaction between profile and ethnicity. Finally, in the analyses that
examined reading fluencyl/literal comprehension profil@s 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, tren, the analyses that utilized student profiles suggdsnore differences in the
relations among cognitive components of comprehension by ethnicity than did the regression
analyses. Of particular concern is the evidence that-dowieving African Americastudents
showed less improvement in multiple aspects of comprehension during the school year than did
similarly lowachieving European American students, and somewhat weaker connections
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between initial performance profiles and subsequent performance ia #tructural and
integrative comprehension processes. Investigation of whether the-dolweving 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
I R2f Sa0SyiaQ AyTF2NXYIGA2y GSEG O2YLINBKSyaiazyo 2 S
own study of ethnically diverse seventinade students that substantiates the hierarchical
cognitive model depicted in Figure 1. Specifically, we found that four cognitive processes
O2yiNROGdzGS adzadlydAalfte 02 & 0 dzR §yysiructred, LIN2 T A OA S
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 istgdted 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 relatiohsultiple components of reading
comprehension for African American and European American students, finding a highly similar
pattern of relations.

Does the hierarchicadognitive 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 hieraadgoitive

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 gnogvth 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 doesfullyt 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 thierarchicalcognitive model.

Finally, what are the boundaries of the hierarchicagnitive 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 disciplingsalthough 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
accompaniediy an illustrative blaclkndwhite 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 hierarchicatognitive model would extend to information passagmncerning
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 comprehensare independently
associated with stronger inferencing, simple passage comprehension, and knowledge
construction from information text. Furthermore, high levels dfoth reading fluency and
literal text comprehension are largely sufficient for inferencingnd simple passage
comprehension, but not for knowledge construction from information text.

The analyses in this section and the following section comprise a peestared approach for
evaluating the hierarchicalognitive model of the cognitive compoms 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 ithegrative 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 whowhbe 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 sizZRSy G4 aQ LISNF2NXIyOS Ay (GKS &0 NHzOG dzNJ
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. Thesenasssss

were administered in September and again in April to all participating sexgratte students.
Teachers administered the assessments during Reading/Language Arts class on two consecutive
days at each time point. Descriptions of each assessment follmd 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 researchedeveloped neasure ofknowledge construction from information tegbnsisted

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 ar-gomsecutive 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 studetsived different forms at each



Information Text Comprehension in Adolescence: Vital Cognitive Components 127

test point and approximately equal numbers of students received each form. Across time points

FYR (Sad F2Nyaz / NRyolOKQa h F2NJ GKS (Sad NI y3s
of the test, a former director obcience 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 3point scale. All passages received the most positive rating for scientific validigating

that they were factually accurate, included interrelated concepts appropriate to the topic, and

that the passages were walrganized. He also classified the items according to the five

categories of item type. His classifications matched ouestelt authors, 87% of the time.

To measurereading fluency we employed the WJ Ill Reading Fluency Test (Form B in
September, Woodcock, Mather, & Schrank, 2004; Form C in April, Woodcock, Shrank, Mather, &
McGrew, 2007), which measures speed and accuramgading 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
¥ dpn F 2N | F&hd oneyear tésyelest moarelations of .70 (McGrew, Schrank, &
Woodcock, 2007; Schrank, Mather, & Woodcock, 2004).

We assessetiteral text comprehensiowith a researchedeveloped measure of three 6@
110word 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 unigue set of passageprised each form.

l ONRPaa GAYS LRAyda FyR (GSad F2Nyaz / NRyolOKQa b
evaluated one form of this test, rating all passages at the highest level of scientific validity and
showing 93% agreement with the authoms tlassification of item types.

We also assessddferencing in information texwvith a researchedeveloped measure, which
consisted of five passages on science topics with a wide range of difficulty and 20 test items. The
test employed a maze formatpfir 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 81 S&4SNN& omddcy GFE2y2Y&Y

OM0O NBFSNBYGAIFITY gKAOK NBIdZANBE (GKS NBIFRSNI (2 ac
O2yadAaiddsSyid Ay (GKS G(SEGé 6L wnoT Soe3ods fAYylAYy3
involves making a causal connectorS i 6 SSy aly SELX AOAG &adG2NE | OGA 2,
L a5l 38 O2yGSEGE O6LID HNnpOT 600 OFdzalf O2yaslidsy
2N F2NBOFadGwAy3de TFdzidzNB S@gSyida FyR aid2Ne O2yiSy
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infer some ongoing condition...from the perspective of the time frame of the text. States can
AyOfdzZRS 'y +F3SyidQa GNIAdGazT 1y26tSR3IAST YR 0SSt AS
AL GALE t20FdA2ya 2F SyidAdA Datext otddd maymefeotd® C2 NJ SE
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, witlgain there being three counterbalanced test forms;

GKS FT2N¥Ya KIFIR 2yS LIl aal3asS Ay 02YY2ys yR F2dzN d
from .65 to .73 across time points and test forms. The science expert again evaluated one test

form, rating 60% othe 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

G0§Sail laquipkcdsificRtions.

Forsimple passage comprehensiotydents completed Level 5, 6, or 7/9 of the GaMsGinitie
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 assesSifeestlected

this mutiple-choice test, which contains narrative and expository passages, to represent simple
passage comprehension because we believe the questions generally require tebeelse
comprehension, whereas our knowledgenstruction measure requires a fuller kmiedge
network. Extended scale scores were employed in analyses. The tests have internal reliability
O2STFAOASY (G a xodreEstleligity af 179 dr highe (MarlaIBIMugiEs, A088]. (

Table 2
Descriptive Statistics for Reading AssesdrSeores

September April
Variable N M N M
(SD) (SD)
Knowledge constructio 1142 42.75 1119 46.84
(20.29) (21.14)
Reading fluency 1133 103.77 1082 110.24
(15.61) (18.08)
Literal understanding 1142 78.51 1119 79.22
(19.08) (18.32)
Inferencing 1139 64.82 1111 69.13
(17.68) (16.99)
Simple passage 1138 525.72 1104 534.67

comprehension (44.55) (46.03)
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Examples from ResearcHaeveloped Measures

Assessment

Example

Passage topic

Item Item type

Knowledge
construction

Chemical origins of
life

Survival
mechanisms of
Weddell seals

Survival
mechanisms of
wandering
albatrosses

Literal text
comprehension

Purpose and
consequences of
prairie dog
burrowing

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
¢) 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

Which of the following statements
about temperatureregulation is

true based on the passage above?
a) Blubber enables Weddell seals t
avoid overheating.

b) Weddell seals depend on blubbe
only in the winter.

c) Cooled blood reduces Weddell
asSrtaqQ 20SNItt o
d) In some body parts, poor
insuldaion promotes overheating.

Subconcept
understanding

Which of the following statements
best summarizes thehird
paragraphof this passage?

a) Even young wandering
albatrosses are good at defending
themsdves.

b) Wandering albatrosses often
regurgitate an oily mixture.

c) Aggressive birds often injure or
kill wandering albatrosses.

d) Wandering albatrosses use an o
substance to prevent attacks.

Best summary- part
of passage

The phrasesuch as prairie dogs
indicates that:

a) Prairie dogs are a type of rodent
but do not burrow.

b) Most rodents are prairie dogs.
¢) Prairie dogs are a kind of rodent
that burrows.

d) Prairie dogs are a lot like other
rodents.

Phrase understanding
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Inferencing in
info. text

Changes on the
prairie over time

Characteristics of
digging owls

Famous blizzards

Impact of geographic
location on
temperature

Unustal feeding
mechanisms of fish

Why was the wild prairie plowed uf Sentence paraphrase
150 years ago?
a) To replace the corn and soybea
plants
b) Because prairie dogs ruined the
land
¢) Because the saihanged
d) Because farmers wanted the lar

¢KS @2dzy3 26faQ Basic conceptual
them: understanding
a) Get out of the ground

b) Become strong

¢) Cool off

d) Hide from enemies

...Huge amounts of snow fell. Referential inference
Connecticut and

Massachusetts received 50 inches

snow. 15 to 50 feet

high.

a) Snowdrifts towered

b) The waves reached

c) Skiers jumped

... Areas south of the equator have State inference
summer in December, January, an

February. For example,

has summer when the United State

has winter.

a) Canada

b) Australia

¢) Russia

Most fishes feed in their natural Antecedent inference
surroundings; 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

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 &¥&ct 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% cortezn 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 Quémns 1 and 2 by conducting a series of amay analyses of variance (ANOVAS)
with group as the independent variable and inferencing, simple passage comprehension, and
knowledge construction as dependent variables. All ANOVAs were significgntkat dnnwmZ
indicating that posthoc tests were appropriate to examine group differences in each
structural/integrative comprehension process. To judge the statistical significance of the
FylrfteasSas Ay Ftft odzi 2yS OFasS 4SS daodeéld pastSt OKQa
hoc tests, which are appropriate when groups are unequal in size and havlBonargenous
variance. In the one exception (simple passage comprehension in September), there was
homogenous variance, so we used the standasthtistic and the results of Tukd¢ramer post

hoc tests (which are robust with unequal group sizes) to judge significance.

Qx
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September (n = 1122

9%

H Grp 1: Low fluency/low literal

DO Grp 2: Low fluency/high litera

31%
@ Grp 3: High fluency/low litera
59% (1 Grp 4: High fluency/high litera
1%
April (n = 1065)
7%
21%
H Grp 1: Low fluency/low literal
L1 Grp 2: Low fluency/high litera
@ Grp 3: High fluency/low litera
3% 1 Grp 4: High fluency/high litera
69%

Figure 2Student profiles of reading fluency and literal text comprehension.



Information Text Comprehension in Adolescence: Vital Cognitive Components 133

Pertinent to Question 1, which concerned tba&tent to which fluency by itself facilitated the
structural/integrative processes, we examined the pbets tests that compared (a) students
with Profile 1 (low fluency/low literal) with those showing Profile 3 (high fluency/low literal) and
(b) those &owing Profile 2 (low fluency/high literal) with those showing Profile 4 (high
fluency/high literal) on each dependent variable. Of the 12 relevant -post tests (2
comparisons X 3 dependent variables x 2 test points), nine were significapt Xt ®nwmT
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 rgignificant tests wre 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 highelevel comprehension componest 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-lposttests that
compared (a) Profile 1 (low fluency/low literal) with Profile 2 (low flughigh 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 pbstc tests, all were significant at)X ®nwm X
indicating that students scoring relativatygh 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 flueddjtexal

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 inferencMgre 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 propositionalomponent, only twethirds 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 readinfijuency 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 whitopeed 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 simpdesgage 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 propd®nal components were high in simple passage
comprehension at both time points. This pattern of findings suggests that skititinreading
fluency and literal text comprehension are largely prerequisite to and sufficient for simple
passage comprehengio

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 construcéisrshown 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% wegh 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 readg fluency and literal text comprehension sufficient for
knowledge construction.
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Profiles of Concurrent Reading Fluency, Literal Text Comprehension, and Inferencing Performance

September April
Profile Subgroup Fluency Literal Inf. n Percent of Percent of n Percent of Percent of
total sample  profile total sample  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
Table 5

Profiles of Concurrent Reading Fluency, Literal Text Comprehension, and Simple Passage Comprehension Performance

September April
Profile  Subgroup Fluency Literal Simple n Percent of Percent of n Percent of Percent of
Pass. total sample  profile total sample  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
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Profiles of Concurrent Reading Fluency, LiteralCextprehension, and Knowledge Construction Performance

September April
Profile Subgroup Fluency Literal Know. n Percent of Percent of n Percent of Percent of
total sample  profile total sample  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 A7 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 sufficiemt 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? (2o 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 ary 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 simplpassage 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
Septemler and April, more than half the students showed Profile 4, whereas slightly more than

a quarter showed Profile 3. Profile 1 represented1B8%6 of students; Profile 2, only a few
students. We addressed Questions 1 and 2 with an ANOVA, employing groupe as th
independent variable and knowledge construction as the dependent variable. The ANOVA was
significantatp X ®nnanmI a2 ¢S Ihdciests tdideytify adtlh §réup diserénces
GSNBE aAIYAFAOIYyGd ¢2 2dzR3IS astatistic fard iGanizblidwellZ A Iy A FTA O
posthoc tests because the groups were both unequal in size and had nonhomogeneous
variance.
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September (n = 1125

18%

B Grp 1: Low inferencing/low

3% simple passage
& Grp 2: Low inferencing/high
simple passage

52% 1 Grp 3: High inferencing/low

simple passage
[ Grp 4: High inferencing/high

27% simple passage

April (n =1081)

15%

2% B Grp 1: Low inferencing/low
simple passage

Grp 2: Low inferencing/high
simple passage

0 Grp 3: High inferencing/low

0,
55% simple passage

28% @ Grp 4: High inferencing/high
simple passage

Figure 3Student 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 pdsics tests that compared (a) Profile 1 (low
inferencing/low simple passage) with Profile 3 (high inferencing/lowpkinpassage) and (b)
Profile 2 (low inferencing/high simple passage) with Profile 4 (high inferencing/high simple
passage). Of the four relevant pdsbc tests (2 comparisons x 1 dependent variable x 2 test
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points), all indicated that students high in indacing scored higher than students low in
inferencing, but at the same level of simple passage comprehensidh (dPnnm F2NI F £ (§Sai
results suggest that relatively high inferencing is associated with greater knowledge
construction, controlling folevel of simple passage comprehension.

To address Question 2, which concerned the extent to which simple passage comprehension
individually facilitated knowledge construction, we examined the gst tests that compared

(a) Profile 1 (low inferencinpw 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 guxt tests, all were significant at>K

.001, exept 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 aniofeg.

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% correesserdn 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 prommed 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), only16% were high in knowledge construction at either
time point. Furthermore, of stdlents 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 alon@rovides 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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Profiles of Concurremfierencing, Simple Passage Comprehension, and Knowledge Construction Performance

September April
Profile  Subgroup Fluency Simple Know. n Percent of Percent of n Percent of Percent of
Passage total sample  profile total sample  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 readifigency, 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 concurrentti@ia 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 arke textent 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 Septeriibgr | LINAf 6 A dSd> NBIF OK (F
performance by April)? (2) For these processes, does growth differentially occur according to
da0dzRSyiaQ LINPFAESE 2F NBIFIRAy3I FtdzSyde FyR £ AlGSN.
knowledge constructoh R2S&d 3INBgGK RAFFSNBYyGALfte 200dzNJ |
inferencing and simple passage comprehension in September?

We addressed these questions with profile analyses that included only students whdomere

in each structural/integrative mrcess 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 perbrmance 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 compreheiion 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 2p 3b, 4b). Similarly, to address Question 2 with respect to simple passage
comprehension and knowledge construction, we divided the four reading fluencyl/literal text
comprehension profiles established with September data into subgroups low and high e simp
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 (Tablb@p&os

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 keoge 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 ontyeacomponent (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 (Tablesl8, Subgroup 1b).

Table 8
April Irferencing Performance among Students Low in Inferencing in September According to
September Reading Fluency/Literal Text Comprehension Profiles

Profile Subgroup  Sept. Sept. April n Percent of Percent of
Fluency Literal Inf. total sample  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 A7 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
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. Sept. April n Percent of Percent of
Fluency Literal Simple total sample  profile
Pass.

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




Information Text Comprehension in Adolescence: Vital Cognitive Components 143

Table 10
April Knowledge Construction Performance among Students Low in Knowledge Construction in
September According to September Reading Fluency/Literal Text Comprehension Profiles

Profile Subgroup  Sept. Sept. April n Percent of Percent of
Fluency Literal Know. total sample  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
Table 11

April Knowledge Construction Performance among Students Low in Knowledge Construction in
September According to September Inferencing/Simple Passage Comprehension Profiles

Profile  Subgroup Sept. Inf. Sept. April n Percent of Percent of

Simple Know. total sample  profile

Passage
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

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 similaalthough not identical.

We readdressed 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 reisited the questions from Part 3 concerning {fhe 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 kienige construction differentially occurred according to
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of inferenchg and simple passage comprehension in September.

Additionally, we asked (4) To what extent do profiles of reading fluencyl/literal text
comprehension and ethnicity predict growth in inferencing, simple passage comprehension, and
knowledge constructionrdbm 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
ethniaty 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 Amerdcah848 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

European
African European
Americans
Americans Americans (all)
(matched)
M M M
_ n n n
Variable (SD) (SD) (SD)
Knowledge 224 32.99 843 45.08 224 33.30
construction from (18.36) (19.94) (18.37)
information text
Reading fluency 221 97.29 836 105.06 220 101.74
(15.13) (15.21) (14.35)
Literal text 224 67.26 843 81.32 224 76.07
comprehension (21.74) (17.29) (17.42)
Inferencing in 224 55.45 839 67.05 222 62.76
information text (18.41) (16.64) (16.90)
Simple passage 218  494.67 843 532.89 222 519.39
comprehension (47.00) (40.72) (40.52)

We addressed Questions-3L 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, AB8dsto 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% shifteltigh 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 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 Ameridan an
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 mégrencing 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
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(Table 13, Subgroup 4b). Also, the majoritystudents 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 ifluency 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 éanerhigh 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

European
Profile Sub Sept. Sept. April African Americans Americans
group  Fluency Literal Inf. n Percent of n Percent of
profile 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
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

April . . European
Profile Sub Sept. Sept. Simple African Americans Americans
group  Fluency Literal n Percent of n Percent of
Passage . .
profile 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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4 a High High Low 25 78.13 70 68.63
b High High High 7 21.88 32 31.37

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

European
Profile Sub Sept. Sept. April AfricanAmericans Americans
group  Fluency Literal Know. n Percent of n Percent
profile 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
Table 16

April Knowledge Construction Performance by Ethnicity among Students Low in Knowledge
Construction in September According to Septenhiferencing/Simple Passage Comprehension
Profiles

Sept. European
' Sub . April African Americans Americans
Profile Sept. Inf.  Simple
group Pass. Know. n Percent of n Percent of
profile 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

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 covari@achnhANCOVA,

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
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address Question 4, the factors were reading fluency/literat ®omprehension 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 lownferencing/high simple passage profile, we
combined students representing profiles 2 and 3 in each ANCOVA. Thus, the three levels of the
profile factor wereboth low, one low/one high and both high with respect to the profile
components. In every instancef 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
correctionsto 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 assuniption o
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 fluencyl/literal text comprehension profiles and ethnicity, first with respect

to inferencing growth. In this analysis, the assumption of homogeneityegfession was

violated, meaning that there was an increased likelihood of Type Il 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 significauatin effects for profileF = 12.92,df = 2, 193,p )X

.001, and ethnicityF=5.94df=1,193p> ®np YR | YINBAYylIfft& aix3ayaiT.
these factorsF=2.59df=2,193pX ®mnouo ® ! OO0O2NRAYy3I (2 GKS LI ANBAA
marginal means, théoth high(M = 56.22,SE= 2.52) andbne low/one high(M = 56.64,SE=

1.49) groups did significantly better in inferencing in April thantibth lowgroup M = 44.44,

SE=1.98)p>X & oontmling for September inferencing. EuropeAmericansNl = 55.31 SE=

1.38) also scored higher than African Americakbk £ 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 littia September scored lower in inferencing in April than

African Americans with a mixed September profile. On the one hand, because of the increased
fA1StAK22R 2F ¢@LJS LL SNNEBNJ ¥F2NJ 0KS ' b/ hx! 3 (K
considered drue 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
fluencyl/literal text comprehension profiles and ethnicity on simple passage comprehension
growth. Again, the assumption of homogeneity of regression was violateightening the
likelihood of Type Il error. This ANCOVA indicated a significant effect for fluency/literal grofile,
=7.48df=2,425p)X dnnamd tFANBAAS O2YLI NAazya 2F GKS
those both high(M = 505.25SE= 2.66) sored above theone high/one low(M = 497.34SE=

1.87) andboth low (M = 487.72,SE= 3.38) profiles, controlling for September simple passage
comprehension with, respectivelyg XX @ n p X Yo n e highkre lowprofile also
performed significanyl better than theboth lowprofile,pX ®np ® CA3IdzZNBE p RSLIA OG &
marginal means for each profile by ethnicity.

(7))
Q)¢
c:
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Figure 5April 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 profilel-= 12.33df = 2, 672p XX ®© mvith pairwise comparisons

of the estimated marginal means showing that theth highprofile M = 41.74,SE= 1.22)

scored above the@ne high/one low(M = 36.23,SE= 1.12) and théoth low (M = 31.11,SE=

1.83) profiles in April knowledge constructjorcontrolling for September knowledge
construction with, respectivelyp XX ® 1 p X ¢ R n on@ high/&nd lowprofile also scored

above theboth lowprofile,pX ®np® ¢KSNB gl a +Fftaz2 | YINBAYIffe
=295df=1,672pX dmn® ! f K2dAK GKS K2Y23SySAdGe 2F NB3IAN
the current ANCOVA, due to unequal group sizes and-hoomogenous 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 Americavis<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 aadtineer

effects of inferencing/simple passage comprehension profile and ethnicity on knowledge
construction growth. The only significant effect was a main effect for prdéfife45.26,df = 2,

676,pXX dnnmd ¢KS K2Y23ISySAde 2 orthRAECOVA Pairdise | a & dzY L.
comparisons of the estimated marginal means with a Bonferroni adjustment indicated that the
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both highprofile M = 49.11,SE= 1.51) scored above thene high/one low(M = 34.56,SE=

1.06) and theboth low (M = 30.33,SE= 1.24)profiles, controlling for September knowledge
constructionpX ®nnm F2NJ 62 (idhe higB/oneJowpdfiie also ScdredtaBoe the
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Figure 6 April krowledge 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
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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 regaized as a barrier to achievement, it is widely

neglected by such policy organizations as the National Governors Association. Existing empirical

f AGSNI GdzNB &adzZlJLl2NIia AyaaNuzOdAiAzy GKFG FSIFGdz2NBa Wi
needs are cetral to the teaching design. Yet few specific instructional practices are empirically

validated for motivating middle school adolescents. We implemented Cor@ephted Reading

Instruction (CORI) for six weeks in a school district. CORI increased tidorntext

comprehension more than traditional instruction; CORI increased four affirming motivations

that contribute to achievement (intrinsic motivation, selfficacy, valuing, peer value); and CORI

decreased four undermining motivations that detractrfraachievement (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 expection. 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, engagemaribrmation 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 middleotdiave 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 plras students leave the elementary grades.

Despite all these indicators of the need for literacy motivation, this topic tends to be neglected

AY [R2fSa0Syi aoOKz22ftAy3do Ly GKA&A OKFLIWGSNE 4S5
information texts in schdp addressing a broad spectrum of internal motivations for this crucial

form of literacy

Dislike of information texts. When we conducted interviews and guestionnaire surveys
with adolescents in seventh grade (see Chapters 1 and 2), we were surpiibettievextent of
GKS ai0dzRSyGaQ RA&AEA1S TFT2N AVF2NXI A2y 0221ad
disinterested, but when we asked students whether they enjoyed reading information books for
a0K22t X | aKz201Ay3 vy x> WSalst thrrdthedhedtisn afountl&hd 2 dzy RA y -
a1 SR 52 @2dz FTAYR AYT2NXIGA2Y 0221& F2NJ a0OKz22
Fdzf 42YS OK2NHza 2F aeéSaoé ¢tKA&a ol a O2YLX SYSYyGSR
they wished they never haih 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 buks 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 formeafding 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. Althoughwegehas been studied

by relatively few investigators (Legault, Grdeemers, & Pelletier, 2006), we find this to be a

L2 6 SNFdzf Y2GA0FGA2Yy GKIFIG dzyRSN¥YAySa addzRSydaqQ A
half of middle school students devalue inffoF G A2y 0622142 aleiAyazr aGa¢KS i
a0K22f IINB y20 AYLRNIFIYydG G2 YSE oOnyiz 00 CKSe | &2
time (44%) and that information books are not useful (37%). This devaluing is crucial because it

is the strongst 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 selbvident that students whee 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
GARSALINBI Ro I G2GFt 2F oc: NBLER2NI GKIFIG AYF2NXE
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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 achievees,devaluing is

marked for both low achievers and higlchieving middle school students. Thus, there are at

least two, active motivational processes driving students to avoid information texts in middle

school.

{GdzRSYy 1aQ RAaf A {iSnosfread aiénly athoss alkcRissroonsd and all types of

students. Our surveys show that the brightest, most faghieving 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 correlated28t with
a0dzRSyiaQ GSAGSR NBIFRAY3 OKASGSYSyid 2y | adl yRI
other words, the highest achievers were less likely to report reading irftom 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, & Gottfrie2Z)01). In the studies that show a positive
O2NNBfFiA2y>Y GKS ljdSaidAazya G2 aiddzRSyda I NBY a52
wSFRAY3IAk[Fy3dzZ 3S I NIa o6wk[! 0 Oflaake 2 KSy & dzf
information books the coelation 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
(Coddingtm, 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 roleriformation 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 informationbooks. 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 assdordth

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 consiste@ y i NA 6 dzi 2 NJ (12 &G dzRSy (i ¢
reading all types of texts in middle school.

Experience with information texts is undermininglf students profess such dislike and
avoidance of information texts there must be a reason. There must be visible sanirseich
dzy RSNXYAYAY3I Y20A0FGA2y&ad 28§ KIFI@S 3FftAYLIEASR &az2y!
experiences with information text, as discussed in Chapter 1. For information book reading in
school, well known motivational support systems are notabligita: Although choice is almost
dzy A@SNEIFff& F3aINBSR (G2 0SS | LRaAlGABS Y2UAQF 02N o
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students reported having choices about information book reading in school. Likewise, although
relevance is a motivator, onB0% 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 tcuss the books with classmates to understand more fully. These basic
motivational supports for ownership, interest, selffficacy, and social interaction respectively
are rare events in information book reading in middle school. It is conceivablesticat 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 dangeroiissuggests that
students are disenfranchised from the single most powérkource 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 prdalyastudents are barricaded from the very basis of their future

in education.

Background Literature and Conceptual Framework

Internal Motivations Decline in Middle School

AwellSaidl ot AAaKSR RS@St2LISydlrt OKIFy3aS Aa GKI G
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 igiteafor 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

a (i dz

in our population, as reported in Chapter 2. Stfdea Q AYUNAYAAO Y2UAQl GA2Y A

value of reading declined from September to April during their sevgnaldle year.

At the same time that this decline of internal motivation is well known, internal motivations
continue to correlate with ddevement 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 setkgulation) 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 betighwe for internal motivation, anxiety,

and literacy skills on reading grades were equal. It should be noted that our interpretation of

iKS RIFGF A& RATFSNBY(G TNRY {y26 IyR KSNI 02ttt S| :

primary explanatory facto 2 NJ YARRf S aO0OK22f addzRSydaé¢ o6LI®

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 2002010, adolescent literacy received remarkable attention from
policymakers. For example, the National Governors Association (NGA) released a report based

y
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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 schowmlotivation never appeared
(NGA report, 2005).

lf K2dAK a0GNAGAY3I NBFRSNEQ fS3ratridrzy ol &
schools, motivation was notably missing from the majority of evaluations of program
effectiveness, although ivas 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 evidendmsed instructional programs for secondary schools,
Deschler, Finscar, 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 peeiewed 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 framenks. Furthermore, a metanalysis

LJF
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studies of struggling readers, which showed a mean effect size of .59 on standardized measures
of reading comprehension fomulti-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-relevantreports 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 motivagiogls 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 emorizing 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, compghased instructional univas
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 maeaitelysis of motivation studge 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 halatively low external validity for
sustained programs in middle schools because the investigations were-tshort highly
controlled, experimenteiadministered laboratory activities with college students.
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In a field experiment with high school studeniartin (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 ietvention. Motivations that were facilitated included valuing,

mastery orientation, and persistence. It is entirely feasible to directly impact adolescent
aGdzRSYyGaQ Y20iAQlIGA2ya gAGK GFNBSGSR AyuSNBSy(A:
includedin 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). Howsaddr, 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 literpamotivation. 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. h Q. NASY FyR S5Aftf2y o6Hnnyo 02\
statement of the range of motivational processes that influence adolescents daily in classrooms.
C2ff2Ay3 GKSANI LRNINFIAGE GKSe& NBO2YYSYRSR GKI
teaching. Thiset of practices represent highly agreed upon practices grounded in psychological
research. The first C @hoice which refers to providing students with authentic options and
LJdzN1J2 8S&8 F2NJ GKSANI f AGSNF Oe o ¢ KS vaiddOB YR LINI O
challengewhich refers to allowing students to modify tasks so that the difficulty and interest
levels are challenging to them. The third C in the recommendatigorigol, which refers to
enabling students to determine significant activitiestheir own learning and reading. The
fourth C refers tacollaboration,which emphasizes the positive aspects of social interaction and
seeking help from classroom peers. The fifth recommended practicenistructing meaning
which refers to enablingtudents to gain strategies and metacognitive processes for building
their understanding of texts. The sixth @@sequencesyhich refers to enabling students to
build responsibility, ownership, and sedgulation by group and personal evaluation ofnk
The authors provided compelling classroom examples for how these practices appear in
Of FaaNR2Yaod LG A& y2GS¢2NIKe GKIFG hQ. NASY FYyR
support for the entire set or any single one of these practices. oAlih these ideas seem
plausible, the empirical investigation of their efficacy in classrooms is wanting.

Educators find meaningful recommendations from Al Tatum in his G@aching Reading to
Black Adolescent Males.He proposes that it is importantot 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, andhen 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 adJp from Slaverypy Booker T. Washingtoithe Autobiography of Malcolm X,
andThe Invisible Maby Ralph Ellison. He also suggdsts Greatest: Muhammad Aly Walter

Dean Myers and@hink Bigoy Ben Carson. As students read these, Tatum suggests that teachers
should clallenge 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. Bydimgvihis 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
NBO2YYSYRIFIGAZ2ya 2F h Qhadd Soposdsyfdk cubutally frésponsieeH n ny 0 X
teaching are promising, but have not been examined with quantitative research methodologies.

Focused motivation supportsThe most widespread recommendation for instructional
practice promoted by educational rearchers 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
issefRSUSNXYAYLFGA2Y (GKS2NEB 6weéely 9 5SOAI HnnnoI 6K
autonomy, or being in charge of their lives, is central to their academic achievement and
emotional adjustment. After reviewing the multiple facets of skiferminationtheory, Reed,
{OKFftftSNIx .SGKX FYyR 222RNHZFFT ownnnd aidladSRTI &
motivational processes of adolescents in literf@yused classrooms, the single, most powerful
suggestion we can make is to encourage teachers to ldpvearning environments that are
autonomyd dzLJLI2 NI A @S¢ O6LIP HTnO P

Autonomy support in this context refers to enabling students to becomediml€ting and seilf
controlling of their literacy and academic work. Reeve (1996) explicated autonomy support in
the classroom in his book entitledotivating Others: Nurturing Irer 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 oibeing 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 gmtices 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 studsststan

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, studenteed 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 buillKth & | LILINBOA L GA2Y GKNRdzZZK F2a0SNR
how the content relates to them, and how current times depend on past events or invisible
LIKSY2YSyl @ O9FFSOGABS GSIFOKSNE aalOlF FF2ft R &a0GdzRSY
themtoapprecia S G KS @I tdzS 2F 6KIG GKS& FNBE fSFENYyAy3Ié

F'TAY (2 . NRLKeQa NBO2YYSYRFGAZ2Y A& F LINRPINIY RS:
'y StSYSyidlINE aoOKz22f o ¢2 F2a0G4SN) GKS € SFENYyAy3a
knowledge throgh teaching (Gee, 2008, p.138), Knoester and his colleagues provided students

'y SEGSYRSR LINPANIY 2F aNBO2ftSOGAzyaové {GdRSy
work to their classmates. They closed the school year with a set of portfolio$ tdeiuschool

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. Suchaagness is likely to contribute to the appreciation

proposed by Brophy.

A frequent recommendation for motivation support is to make the instruction relevant. This
NEBFSNE (2 O2yySOitAy3a tAGSNIOe (2 addzR®Org(iaQ LISNE
activities. Such connections are intended to show the worth of reading activities. When

students think that reading tasks are relevant, their-task behavior (doing the reading)

increases (Newby, 1991). In classroom experiments, when releeaks taccompany the

reading activities, reading comprehension and motivation increase in comparison to reading

instruction with low relevance to learners (Guthrie et al., 2006).

PLILISEFEAY3 (G2 aGdzRSydiaQ AydaSNBail .Ama béolenghy LINE L2 &
treatment on building reading motivation for boys, Brozo (2002) found that boys respond when
0§SFOKSNE 06S02YS ¢ NE 2F GKSANI aGdzRSyGaQ LISNE2Y
to read about heroes, adventurers, or magiciansthdir 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 eabi used for instruction with information books and is not easy to relate to
curriculumconnected, 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 schoolbased 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 orms 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 schabhted activities and the institution (p. 2D0

{KS O2ylGAydzSasz at SNOSLIiAz2zya 2F LRaAAGAGS G§SIF OKSN
predict improved academic competence, mental health, and higher academic values in eighth

IANF RS¢ o6 Hnnud CAINIKSN)Y2NBZ f luddtly predicts aSyasS 2
FR2ft Sa0SyiaQ RNRLRZdAzi NI GiSa O0CAYyY g w2012 MPpPpT OO
Wdz@2y Sy LINRPLRAaSa (KFd SRdzOFi2NBR akKz2dzZ R aOFLAGH
203). Such a recommendation might include coagige learning, peer collaboration, and

building teachesstudent relationships. A few studies show the positive effects of collaborative
arrangements on motivation, especially for African American students (Guthrie, Rueda,

Gambrell, & Morrison, 2009). tAbugh 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 effectSQORI 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 mostylikhat 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 #& 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
AYONBI A4S AYOUNRYaAaAO Y2UAQFGA2y ® { A Ywefekphidted 2 ! 342 N
that if students perceive that classroom activities are useful to attaining their goals and pursuing
GKSANI AYyiSNBadazr GKSe gAft 0S AYdINAyaArAoOlrtte Y2,
goals would be met by collaborative ptees in the classroom (Juvoven, 2007). We expected

GKIFIG ad0ddzRSy(iaQ LRaAGABS GrtdzAiyad 2F NBIFIRAYy3I AyT2
of readingimportance This practice was introduced for middle school students because the
construct of d&@ I f dzZAy3 o6l &4 KAIKEE& NBfFGSR (G2 &adddzRSyitaQ |
previous studies (Legault et al., 2006); our findings are reported in Chapter 2. We expected that

0KS dzaS 2F | GKSYI GAO dzfficicy bechuzt iRwotleyidDRIBént S & (0 dzR S
to perceive success in classroom tasks of comprehending information texts and answering key



Instructional Effects of CORI on Motivation for Reading Information Text in Middle Schidt

guestions. In the thematic unit key questions were continually posted. Book reading was linked

i2 GKSY® {(dRSYydaQ STTAdslcted akogriphedhy spific readng | dza § |

tasks that were tied to shared conceptual goals. Affording choice was expected to increase
intrinsic motivation based on seffetermination theory (Ryan & Deci, 2000). Finally, in an
attempt to increase seléfficag/, 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
2F AYAOGNHZOGAZ2YyLFE LINY OGAOSa 6A0GK Y20AQFGA2Y
motivation practices during instruction and we assessed their motiuatizefore 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 themesisy[2if/e
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 weskyell as daily questions related to
0KS 6SS1Qa o60A3 [dSaidArzyo

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 fgo grou
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 relatedparticular 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 nth&e 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 undgirded by the content learning of the previous day.

Seltefficacy 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. Théheme empowers students to answer questions, talk with peers, and write

ANER 9

2LIAYyA2ya O2yTFTARSydGfeao® ¢tKS O2yO0OS8SLiidd t GKSYS T88S

makes the learning from text more sensible; it is linked to what they have recently learned i
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0KS Ofl aaNR2Yod -efficakydisr Feadid) dirivé&yhot &radn theiSdere 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 tlagity of content is enhanced, the
confidence in learning from text is extended.

Relevance. Relevance is an instructional practice central to CORI activities. In this
O2yGSEGZ NBtSOIyOS NBFSNA (2 fAylAy3dsommk2 4
SELISNASYyOSao tkKSasS O2yySOiArAz2ya (2 avYSé | &
who are centered on thinking about who they are. Such links to self can be tied ttelomg
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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 aegtah is capturing a gazelle on the Serengeti Plain.
After watching the dninute 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 predatia in cheetahs and other animals. They draw inferences from the text and
share their observations with peers. In this@&thute activity, reading information text is made
relevant by connecting it to a vivid personal encounter with the phenomenon threiggo.
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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 cent, 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 thahis 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 gtents 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 montgm this situation, reading becomes
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an extremely concrete situation. Then we extrapolate outward from it. Videos are presented
daily during the first wek and are reduced until they do not appear in the sixth week of this
CORI unit. Students are weaned from the relevageeerating event and learn to find interest

in the texts and the topics themselves.

Reading importance. Readingimportance is an irstructional support in CORI that
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