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The purpose of this study was to investigate whether children's attitudes toward 

reading and their perceptions of themselves as readers impacted their academic 

achievement. Additionally, the study investigated the effect oftime spent reading and 

reading practice on student achievement. Finally, the research examined whether reading 

attitudes and reading practice were moderated by gender or ethnicity. 

Participants included 63 third-grade students in a Title I Elementary School. 

Students were administered a questionnaire to collect evidence of their reading 

preferences and their reading practices. In addition, students kept reading logs as a 

measure of what they read and how often they read. The data collected were correlated to 

students' reading achievement scale scores on the Florida Comprehensive Assessment 

Test (FCAT). 

The study concluded that in the overall study sample, there was a negative 
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correlation for the reading practice item, talking about reading, and FCA T Scale Scores 

and a positive correlation between the reading attitude item, how well do you think you 

read, and FCA T Scale Scores. 

In the examination of the moderation effect for gender, there was a positive 

correlation for the reading attitude item reading is important and FCA T Scale Scores for 

males. The examination of the moderation effect for ethnicity indicated a negative 

correlation between talking about reading and FCAT Scale Scores for White students. 
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Chapter 1 

Background of the Study 

"The man who does not read good books has no advantage over the man who 

cannot read them. " Mark Twain 

Reading is the cornerstone oftoday's educational framework, as schools focus 

their instructional practice on the development and implementation of comprehensive 

reading curriculum and instruction. National and state governments have imposed 

standards-based curricula and have allocated funds to research effective teaching practice 

and pedagogy. Book publishers have developed programs to engage diverse student 

readers. Panels have examined the key elements of the reading process as well as the 

social and cognitive aspects of how we learn to read. 

Clearly, we recognize the importance of learning to read. Reading promotes 

academic achievement, personal development, and intellectual stimulation. Yet, in many 

low performing schools, children struggle to learn to read. According to the National 

Assessment of Education Progress (NAEP) (National Center for Education Statistics 

[NCES] 2005 & 2007b) less than one-third of eighth graders read at a proficient level and 

more than 8 million students in grades 4-12 read below grade level. The numbers are 

even more staggering for low-income eighth-grade students, with only 15% reading at a 

proficient level. In a typical high-poverty urban school, only 3% of students read at a 
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high level of proficiency. Sadly, there is a great divide. The reasons are varied and 

complex. But one thing is certain: Schools are not meeting the needs of our most 

disadvantaged students. 

Preventing Reading Difficulties in Young Children (National Reading Council, 1998), 

the Report of the National Reading Panel (National Institute of Child Health and Human 

Development [NICHHD], 2000), and the No Child Left Behind Act (NCLB )of2001, 

Pub. L. No. 107-110, § 115, Stat. 1425 (2002), define reading as a complex system of 

deriving meaning from print that requires all of the following: 

1. The skills and knowledge to understand how phonemes or speech sounds are 

connected to print. 

2. The ability to decode unfamiliar words. 

3. The ability to read fluently. 

4. Sufficient background information and vocabulary to foster reading 

comprehension. 

5. The development of appropriate active strategies to construct meaning from 

print. 

6. The development and maintenance of a motivation to read. 

Research indicates that reading skills including phonemic awareness, phonics, 

comprehension, vocabulary, and fluency are essential to the development of reading 

proficiency and need to be taught systematically and sequentially by utilizing research

based programs of instruction (Anderson, Heibert, Scott, & Wilkinson, 1985; Leslie & 

Allen, 1999). This is evident in schools where students have made limited growth in 

reading as demonstrated by their standardized test scores. 
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In many low-achieving schools, skill development has been conscientiously 

taught at times to the exclusion of the development and maintenance of a motivation to 

read. But is reading really the sum of all its parts? Or rather, do our most at-risk students 

view reading as the mastery of each of these incremental components? Does reading 

proficiency contribute to the development of a motivation to read which by definition is 

essential to the reading process? Or perhaps, should educators first inspire and motivate 

students to want to read by validating and valuing what they already know about reading? 

"Our challenge, then, is not only to ensure acquisition of basic skills but also to 

guarantee a positive emotional response to reading" (Scharer, Pinnell, Lyons, & Fountas, 

2005, p. 28). We not only want our students to learn the mechanics of reading, but we 

also want to develop in our students the joy of reading. In providing students with 

positive classroom reading experiences, we endeavor to foster and sustain the motivation 

to read. According to Gambrell, Palmer, Codling, and Mazzoni (1996), how children 

think about themselves as readers and how they perceive reading tasks impacts their 

motivation to read. 

However, in the wake of standardized tests and in the aftermath of No Child Left 

Behind (NCLB) of2001, Pub. L. No. 107-110, § 115, Statue 1425 (2002), we are left with 

an amalgamation of compulsory reading programs. Jehlen (2004 ), in an article aptly titled 

Celebrate Reading: Saving The Joy, quotes P. David Pearson who laments that we are so 

intent on raising test scores that we "could end up with a nation of kids who can pass tests 

but who can neither read critically nor enjoy the act of reading itself' (p. 25). According 

to Wigfield and Guthrie ( 1997), students who are motivated to read are likely to spend 

more time reading and those who spend more time reading become better readers. As 
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educators, we must then consider the connections between students' attitudes toward 

reading and student achievement. 

This is particularly pertinent in schools where the student demographic consists of 

predominantly low socioeconomic households. If reading is not seen as a priority in the 

home, and students do not bring with them a positive attitude toward reading, then the 

school's role in constructing positive reading experiences becomes even more critical 

(Teale & Gambrell, 2007). If in fact there is a preponderance of evidence that attitudes 

toward reading directly impact student achievement, educators must explicitly create 

positive literacy-learning experiences in much the same way as the other essential 

components of reading. To ignore the impact of attitude toward reading and focus 

exclusively on the mechanics of reading is to create a masterpiece of art for someone who 

cannot see or to play a symphony for someone who cannot hear. In order to unlock the 

doors to literacy, educators must first motivate and inspire students to want to read and 

then teach them how. As Allington and MeGill-Franzen (2000) suggest, perhaps we have 

(NICHHD, 2000) rather than looking at the totality of research in reading acquisition and 

reading instruction. 

Statement of the Problem 

We want all of our children to read. The stated goal of No Child Left Behind Act 

(NCLB) of2001, Pub. L. No. 107-110, § 115, Stat. 1425 (2002) is that 90% of our 

students will read well by third grade. Yet nationwide, 67% of America' s fourth grade 

students read at or above the Basic Level while only 33% of fourth grade students read at 

or above the Proficient Level (NCES, 2007b ). "From kindergarten to third grade, children 

learn how to read. Thereafter, they read to learn" (Fielding, Kerr, & Rosier, 1998, p. 2). 
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Of the third-grade children who leave third grade reading below grade level, 74% never 

catch up. Children who do poorly in third grade may do poorly for the rest of their lives. 

"All academic subjects are not equal. Reading is paramount, and reading well by third 

grade is essential" (Fielding et al. , p. 11). 

NAEP (NCES, 2007a) has identified and defined three differentiated levels of 

reading achievement. At the Basic Level there exists partial mastery of prerequisite 

knowledge and skills that are fundamental for proficient work. At the Proficient Level 

students have demonstrated competency over challenging subject matter, including 

subject-matter knowledge, application of such knowledge to real-world situations, and 

analytical skills appropriate to the subject matter. National reading statistics continue to 

indicate that of the 40% who have not reached the Proficient Level in reading, most are 

African American, Hispanic, and male; fourth-grade African American students scored 

27 points lower than Whites on their reading scale scores and Hispanic students scored 26 

points below Whites (NCES, 2007b ). The Advanced Level denotes superior performance. 

Fourth-grade students performing at this level are able to evaluate text critically and to 

demonstrate an understanding of the authors' literary techniques. The more children read, 

the more astute they become in comprehending the subtleties of text. 

Students continue to make limited progress in reading despite the efforts of 

teachers and the implementation of innovative reading programs. While much emphasis 

has been placed on researched-based methods of skill development (Anderson et al. , 

1985), little has been done to examine the impact of these methods on students' attitudes 

toward reading or their motivation to read. What is known, however, is that when 

children first enter school they are eager and excited about learning. Yet motivation to 
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learn appears to decrease during the elementary school years in all academic areas, 

including reading (Gambrell, Palmer, et al. , 1996; Guthrie, 2000; Scherer, 2002). 

According to the conclusions of a five-year study conducted by the National 

Foundation for Educational Research (Sainsbury, 2004, p. 373), children ' s enjoyment for 

reading has significantly declined since 1998 despite the fact that children read better and 

are more confident about their reading. The survey findings are more pronounced for 

boys, showing a decline of 15 percentage points between the ages of 6 and 11 as 

compared to 10 percentage points for girls (Sainsbury). In a survey of 8,000 primary and 

secondary students conducted for National Literacy Trust (Clark & Foster, 2005), 

findings concluded that girls read more frequently than boys and generally enjoyed 

reading more than boys. At the same time, boys held more negative attitudes toward 

reading than did girls (Clark & Foster, 2005; Gambrell, Codling, & Palmer, 1996). 

There are significant differences in reading ability based on gender, with girls 

consistently outperforming boys in reading achievement. Female students scored 7 points 

higher than male students in grade four and 10 points higher than male students in grade 

eight (NCES, 2007b, p. 8). Patterns of differences in reading achievement between boys 

and girls are not limited to the United States. In an international study, fourth-grade 

female students scored higher than fourth-grade male students in each of the 35 

participating countries (Progress in International Reading Literacy Study [PIRLS], 

2001). At the same time, the National Center for Education Statistics (2005) reported that 

girls have been outscoring boys in reading since 1971. The most recent tests show a 10-

point gap at eighth grade in every demographic group (NCES, 2007b, p. 36). 
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In a national survey on children's attitudes towards reading, results indicated that 

girls had "more favorable attitudes than boys at all grade levels, toward both academic 

and recreational reading" and the gap widens with age (McKenna, Kear, & Ellsworth, 

1995, p. 949). Boys read later than girls and lag behind them in both reading and writing 

across grades. Additionally, the research concluded that negative attitudes towards 

reading were most often related to the ability to read. Boys read far fewer books, are less 

motivated to read, often sustain negative attitudes toward reading, and may find reading 

boring. Studies indicate that there are differences in the reading preferences of boys and 

girls (Moss, 1999b; Smith & Wilhelm, 2002; Tatum, 2006). However, the studies 

conducted by the National Reading Panel (NICHHD, 2000) aimed at identifying 

comprehensive reading initiatives that focused on mechanics rather than the divergent 

needs of students, which is a one-size-fits-all approach. 

At-risk students from low-performing schools are often engaged in scientific 

reading instruction, the core of which has traditionally been the basal reader program. 

Basal readers have been a staple in primary reading instruction since the introduction of 

the McGuffey Readers in the 1860s. Basal readers provide a vehicle through which skill 

development and vocabulary are introduced both systematically and sequentially. While 

claiming to include quality pieces of literature, basal selections are often truncated or 

formatted to fit within limited size constraints. 

Basal reading programs are then supported by intensive instruction in prescriptive 

researched-based reading intervention programs that focus on the five areas of reading as 

defined by the Report of the National Reading Panel (NICHHD, 2000) and Reading First 

(No Child Left Behind Act [NCLB] o/2001, Pub. L. No. 107-110, § 115, Stat. 1428 
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[2002]) which include phonemic awareness, phonics, comprehension, vocabulary, and 

fluency. Such programs are characteristically task-related with emphasis on skill 

development. Students who are totally engaged in prescriptive task-related reading 

activities may come to view reading as unpleasant and arduous. 

A willingness to read goes beyond the acquisition of a set of skills. Researchers 

have come to understand that attitude has a dynamic impact on a student' s success in 

learning to read as well as the amount and breadth of time children are engaged in 

reading activities. Children who have developed positive attitudes toward reading spend 

more time reading while students who find reading difficult may be unwilling to spend 

their independent time reading (Gambrell, Palmer, et al., 1996; Wigfield & Guthrie, 

1997). 

With so many leisure activities available to them, children are more likely to 

choose activities that they find rewarding and pleasurable. Studies have consistently 

shown that we do those things we most enjoy and avoid those we find most unpleasant. If 

children enjoy reading, they read more. When children read more, they become better 

readers (Taylor, Frye, & Maruyama, 1990). It is therefore, imperative that teachers 

cultivate and nurture both skill development and a positive attitude toward reading. For in 

developing both dimensions simultaneously, we begin to bridge the gap between students 

who can read and students who do read. 

Purpose of the Study 

The National Reading Panel was commissioned in 1997 to assess the 

effectiveness of various methods of teaching children how to read. The panel ' s findings, 

which were published in the report Teaching Children to Read (NICHHD, 2000), have 
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been the blueprint for reading instruction for many low performing schools. In alignment 

with NCLB (No Child Left Behind [NCLB] Act of2001, Pub. L. No. 107-110, § 115, Stat. 

1425 [2002]) and in partnership with Reading First (No Child Left Behind [NCLB) Act of 

2001 , Pub. L. No. 107-110, § 115, Statute 1428 [2002]), educators utilized the findings to 

develop curriculum and remediate struggling readers. 

Yet 10 years later, and despite our best efforts to implement research-based 

programs of reading instruction, the NAEP Report (NCES, 2007b) indicates that minimal 

growth has been actualized. While the National Reading Panel (NICHHD, 2000) elected 

to focus its research on the cognitive aspects of reading, teachers acknowledge the 

importance of attitude and motivation in teaching a child to read. 

For over a century, educators have explored children's attitudes toward reading 

and children' s reading practice. Using a variety of methods, including surveys, 

interviews, and questionnaires, researchers have examined children's reading attitudes 

and reading habits in order to increase teacher knowledge, to guide teacher practice, and 

to design curriculum. However, more research is needed that investigates the relationship 

between how children feel and how their feelings affect their achievement. Such research 

has been difficult to conduct due to the lack of reliable measures. Yet continued efforts in 

this area are warranted in light of current a-literacy trends. 

Inquiries into the reading interests and reading preferences of children have been 

ongoing since the 1800s. Research suggests that differences exist between reading 

interest and reading preference, between what children might read and what children 

actually choose to read (Spangler, 1983). 
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Teachers develop classroom libraries to support literacy instruction, help students 

learn about books, provide opportunities for independent reading and curricular 

extensions, and serve as a place for students to talk about and interact with books 

(Reutzel & Fawson, 2002). The goals are not only to teach students how to read but to 

create positive learning experiences that inspire students to want to read. 

Educators recognize the importance of reading in developing background 

knowledge, increasing vocabulary, and connecting with people, places, and ideas (Teale 

& Gambrell, 2007). Yet trends indicate that many children choose not to read despite the 

fact that surveys indicate that they are more confident in their ability to read (Neuman, 

1986). The purpose of this study was to investigate whether children's attitudes toward 

reading and their perceptions of themselves as readers impacted their academic 

achievement. Additionally, the study investigated the effect of time spent reading and 

reading practice on student achievement. Finally, the research examined whether reading 

attitudes and reading practice were moderated by gender or ethnicity. 

Research Questions 

The study sought to investigate the following: 

1. What is the relationship between children's attitudes toward reading and their 

reading achievement? 

2. What is the relationship between children's reading practice and their reading 

achievement? 

3. How are these relationships moderated by either gender or ethnicity? 

Significance of the Study 

Despite the efforts of educational reform and the implementation of research-based 
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programmed instruction, students have shown limited progress in reading as documented 

in the National Assessment of Education Progress (NCES, 2006 & 2007b). Moreover, the 

problem intensifies when examining the progress of students in low-achieving urban 

schools. 

As a result of the National Reading Panel Report (NICHHD, 2000), instruction 

for at-risk students has been geared toward a skills-based curriculum that focuses on five 

key elements in the reading process: Phonemic awareness, phonics, fluency, vocabulary, 

and comprehension. However, studies have shown that attitude, motivation, and self

efficacy can either positively or negatively impact students' academic ability and 

achievement. In light of the limited progress children have made in reading as evidenced 

in the NAEP (NCES, 2007b), and despite the efforts of countless reading initiatives such 

as Reading First (No Child Left Behind [NCLB}Act of2001, Pub. L. No. 107-110, § 115, 

Stat. 1428 [2002]), educators must look beyond skill acquisition to determine the impact 

that attitude and motivation to read have on student achievement. And while much has 

been written about the roles of attitude, motivation, and self-efficacy, the existing reading 

research is limited. Lastly, the study seeks to explore the causal relationship between time 

spent reading and reading achievement. Where the research in this area is quite limited, 

this study seeks to add to this body of knowledge. 

Theoretical Grounding 

Motivation is influential in why we choose to do or not do something. Early 

theorists have taken notice of the influence of motivation on learning. In the Theory of 

Human Motivation (1943) , Maslow states that motivation can be determined by curiosity 

and a desire to know. Maslow and other theorists believed that we have an innate desire 
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to learn simply for the sake of learning and that by our very nature we seek self

actualization, to be all that we can be (Maslow, 1943; Ryan & Deci, 2000). 

Motivation is often referred to as arousal or drive (Jensen, 2005). Arousal is what 

orients us toward a goal. Drive is caring enough to actually do something about it. Simply 

stated, motivation is the willingness to want to do something and the actual act of doing 

it. 

Motivation is tempered by attitude. The situations and events we experience can 

create positive or negative attitudes toward almost anything, including literacy learning. 

We are most likely to engage in a task when we sustain positive attitudes and we are least 

likely to engage in a task when we harbor negative attitudes (Maslow, 1943; Ryan & 

Deci, 2000; Zimmerman, Bandura, & Martinez-Pons, 1992). 

The level of motivation and engagement that can be seen in any kindergarten 

classroom substantiates this. Children oftentimes come to school confident and self

assured. They have not had any negative experiences that would lead them to believe 

otherwise. However, for some students, in a few short years, their learning experiences 

will cause them to view their situation in a negative way. Teachers refer to these very 

same students as "unmotivated." As educators, we must consider that students come to us 

enthusiastic about learning, exhibiting both excitement and drive. Yet, we see this 

motivation dissipate over time. Perhaps we must consider the learning experiences we are 

providing and whether these experiences are fostering positive attitudes toward literacy 

learning. 

In order for learning to take place, the learner must be engaged, the learning must 

be relevant, and the context for learning must be authentic (National Reading Council, 
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1998; Ryan & Deci, 2000; Tatum, 2006). How then, can we as teachers and educators 

utilize research-based reading intervention programs and yet maintain a climate of 

relevancy? How can we engage students in their own learning and make that learning 

relevant to our most at-risk students? 

The challenge is to create real world connections that lead to intrinsically 

motivated behaviors. Teachers who aspire to increase engaged reading and motivation in 

the classroom can do so by giving students a choice about the topics they study and the 

texts they use (Guthrie, 2000). 

When motivation is authentic and intrinsically motivated, the learner has more 

confidence, persistence, and interest that can lead to increased performance (Deci, 

Koestner, & Ryan, 2001 ; Seifert, 2004). Does it not follow that if we first generate 

interest that is fueled by enriching experiences, we can then begin to foster and develop 

intrinsically motivated learners? 

Motivation and attitude contribute to a learner' s sense of self-efficacy (Bandura, 

1977; Seifert, 2004). Self-efficacy is the learner' s belief in their ability to be successful at 

a particular task. The self-efficacy theory suggests that students with high self-efficacy 

will perform a task better than a student with a low self-efficacy (Bandura, 1977; Schunk, 

2003). Distinctions are made between self-efficacy, self-esteem (how we personally 

evaluate any given attribute of our self-concept), and self-concept (how we perceive 

ourselves in relation to our environment (Valentine, DuBois, & Cooper, 2004). A review 

of the literature on self-esteem, self-efficacy, and self-concept reveals a commonly held 

belief that self-beliefs influence achievement (Bandura, 1977; Gambrell, Codling, et al. , 

1996; Guthrie, 2000). Attitude, motivation, and self-efficacy are instrumental in arousing 

13 



student interest and driving student learning. Educators must create efficacious learning 

environments that generate positive attitudes that motivate students to want to learn, and 

that nurture self-belief. 

There remains one last variable we seek to investigate. And that is the relationship 

between the amount of time children spend reading and their academic achievement. 

Unfortunately, there exists little research in this area. We draw upon the findings of two 

notable studies. Anderson, Wilson, and Fielding (1988) investigated the after-school 

reading practices of fifth-grade students, while Taylor et al. (1990) studied the daily 

reading habits of9-, 13-, and 17-year-olds. Both studies found that there was a positive 

relationship between time spent reading and reading achievement, although neither study 

was definitive. 

Thus, we look to increase the amount of time our most at-risk students read, both 

in and out of school, by creating positive learning environments where students can 

experience success. We are challenged as educators to examine the educational constructs 

that cause reading enjoyment to diminish rather than to grow in light of the evidence that 

students who increase the amount of time they spend reading will become more 

proficient readers (Allington, 2001 ; Beers, 2003; Moss, 1999a; Wilhelm, 2002). 

Chapter Summary 

According to longitudinal studies (NCES, 2006 & 2007b ), while reading skills are 

improving for fourth and eighth grade students, there has been little progress in closing 

the racial/ethnic and gender gaps (p. 497). In keeping with the Report of the National 

Reading Panel (NICHHD, 2000), instruction has been focused on research-based 

intervention programs in the five areas of reading. 
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Educators recognize the importance of the affective domain in creating enriching 

learning experiences that can lead to positive attitudes toward learning. In a review of the 

literature, motivation, attitude, and self-efficacy were investigated in order to determine if 

and to what degree these constructs empirically impact student achievement. 

Additionally, existing research was explored to examine the impact of self-reported 

reading time on reading achievement. Recognizing the importance of literacy to the 

social, emotional, and academic development of all students, data from this study will 

support educators in designing a comprehensive reading program. 
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Chapter 2 

Literature Review 

Reading is a reflection of the literacy of a nation and directly impacts the ability 

to participate fully in a democratic society (National Endowment for the Arts, 2004). The 

ability to read affects educational prospects, employment opportunities, and quality of 

life. However, a review of the literature illustrates that while students have become more 

proficient at passing tests, motivation to read has declined, especially for most at-risk 

students (Clark & Foster, 2005). 

The National Assessment of Education Progress (NCES, 2007b) reported 

significant learning gains; however, reading achievement over the last 10 years has been 

minimal at best. While there have been gains in all demographic areas, gaps remain 

between diverse ethnic groups. There exists, therefore, an urgency to actively engage all 

students in the reading process. Recognizing this state of urgency, educators continue to 

explore methods of cultivating literacy learning for all students. 

As a result of the Report of the National Reading (NICHHD, 2000), educators 

have sought to increase reading proficiency by focusing their practice on researched

based programs of instruction as mandated by the No Child Left Behind (NCLB) Act of 

2001, Pub. L. No. 107-110, § 115, Stat. 1425 (2002) and Reading First, (No Child Left 

Behind [NCLB] Act of2001, Pub. L.107-110, § 115, Stat. 1428 [2002]). With a mantra of 

"Catch Them Before they Fall," intensive primary instruction in the five areas of reading 
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has done much to improve reading proficiency as evidenced by NAEP (NCES, 2007b). 

Yet, while students have become more proficient readers, they have not increased their 

levels of engagement. 

In a review of the research focused on literacy learning for African-American 

males, Tatum (2006) espouses that in order to increase student motivation and student 

engagement we must provide students with "meaningful curriculum that builds on 

student experiences" (p. 44). At the same time, it is imperative that researchers continue 

to focus on the affective elements of reading instruction that impact student learning. 

To do this is to explore the impact of motivation, attitude, and self-efficacy on 

reading practice. Reading motivation is a significant contributor to a student's reading 

achievement and academic success (Baker & Wigfield, 1999; Gambrell, 1996; Guthrie, 

Wigfield, Humenick, Perencevich, Taboada, & Barbosa, 2006). Students who read learn 

more about the world in which they live. Additionally, they enlarge their vocabulary and 

increase the ability to understand what they read (Allington, 2002). Being able to 

comprehend what is read is essential to achieving academic success. But what motivates 

and sustains children's reading practice? 

Reading Motivation 

According to Wigfield and Guthrie ( 1997) reading motivation is multifaceted. 

Motivation is founded in the belief that we can successfully achieve a goal. It is 

supported by the fact that we value the goal intrinsically and are motivated to attain it. 

And, lastly, we have set a goal for ourselves to achieve the goal. 

Teachers frequently lament the challenges of motivating their students to read. 

Recognizing that some students are intrinsically motivated to want to read can make a 
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teacher's work easier. Noting that many children are not motivated to want to read makes 

a teacher ' s work more important. 

There are many constructs that contribute to the development of reading 

motivation. Some are within the control of the teacher and the learning environment and 

some are not. These include but are not limited to how parents and caregivers view 

reading, the number and quality of books in the home, socioeconomic status, ethnicity, 

and gender. Educators are challenged to provide students with optimal learning 

experiences that are authentic, enriching, and engaging in order to create positive learning 

experiences that foster a student's desire to want to read (McKenna et al., 1995). 

Teachers often bemoan the fact that families fail to prepare students for school, 

that there is not enough reading being done in the home, that education is not valued in 

the home, and that children spend too much time on other activities such as video games 

or watching TV. Once again, some factors remain out of our control. Yet, researchers 

recognize the importance of after-school activities. As educators we must remain focused 

on the issues that are within our control, such as creating meaningful learning 

experiences, developing enriching literary environments, and developing positive 

attitudes toward reading. 

In a survey conducted in 1984, teachers viewed motivation as an area of major 

concern and emphasized the need for additional research (Veenman, 1984 ). Yet, the 

research in the area of reading motivation is often limited because of the difficulty in 

measuring feelings in the affective domain. In a national survey of teachers in 1992, 

teachers again indicated the need for additional research in creating an interest in reading 

(Gambrell, Palmer et al., 1996). 
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Other topics denoted as equally related to increasing children's motivation 

included increasing the amount and breadth of children's reading, developing an intrinsic 

desire for reading, and exploring the role of teachers, parents, and peers in motivating 

children to read (Gambrell, I 996). Of the 84 reading topics included in a survey 

conducted by the National Reading Research Center, teachers identified motivation as 

their first choice for reading research (Edmunds, Rosemary, & Bauserman, 2006). 

So it is apparent that educators recognize the importance of developing those 

positive attitudes toward reading that motivate students to want to read and to actively 

engage in reading. Yet, there appears to be a dichotomy between teacher knowledge and 

teacher practice. It may be that educators view motivation as a construct that a student 

can will upon himself. It may be that educators fail to recognize their role in creating 

those positive literary moments that engage, excite, and inspire. 

Motivation remains a key factor in reading instruction. Many theorists, (Deci, et 

al. , 2001 ; Ormond, 2004; Seifert, 2004) define motivation as both intrinsic and extrinsic. 

Intrinsic motivation is self-directive and brings with it the personal satisfaction of 

knowing the goal is useful or will bring enjoyment or pleasure. Extrinsic motivation 

exists when the source of the motivation is external where the desired behavior may be 

discontinued when the reinforcement is terminated (Jensen, 2005). 

Studies have shown that children with higher intrinsic motivation read more than 

children with lower intrinsic motivation (Wigfield & Guthrie, 1997). Educators must 

continue to review their practice in terms of the ability to create positive learning 

experiences that foster intrinsic motivation. Yet, in many low-performing schools, 

curriculum is often stripped of the richness provided to students who cannot read in lieu 
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of explicit, systematic, prescriptive instruction. The students who are most in need of 

engaging literary experiences are in many instances given the antithesis of what they 

actually need. 

Ryan and Deci (2000) state that it is part of our human nature to be self-motivated 

and to want to Jearn new things. However, this desire can be diminished in certain 

situations causing that motivation to be passive rather than active. Creating environments 

of "autonomy, competence, and relatedness" can foster "commitment, effort, and high 

quality performance" (p. 68). For educators the message is clear: If we engage students in 

meaningful learning experiences, they will be motivated to put forth effort resulting in 

higher achievement. 

In Experience & Education (1938), Dewey states that every experience affects for 

better or worse the attitudes which help decide the quality of further experiences, by 

setting up certain preferences and aversions, and making it easier or harder to act for that 

end (p. 37). Children's attitudes toward reading can impact whether or not they choose to 

read. Negative attitudes toward reading can deter students from reading and impede 

reading achievement (Gambrell, Palmer et al., 1996; Swanson, 1982; Wang, 2000). 

In a study of 330 third- and fifth-grade students, many children responded that 

they did not view reading as a positive activity, and 17% reported that they would rather 

clean their room than read a book (Gambrell, Codling et al., 1996). If children view 

reading negatively, an aversion to reading could cause them to spend less time reading 

books resulting in lower student achievement. Motivation research investigates what 

academic activities students choose to do, their degree of effort toward that goal, and if 

the effort is maintained (Darling-Hammond, 2006; Wigfield, Eccles, & Rodriguez, 1998). 
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Central to effective reading instruction is the ability of the teacher to cultivate in 

students a joy of reading and a desire to read. In the Cognitive Evaluation Theory (Deci et 

al., 2001), the researchers propose that intrinsic motivation is innate and that perceived 

competence can enhance intrinsic motivation. They suggest that teachers can foster the 

development of intrinsic motivation by creating activities that are challenging, 

interesting, and engaging. Once developed, students are most likely to return to an 

activity and continue to work on a task even when they are removed from the 

instructional setting. 

Highly motivated readers read for a wide variety of reasons and create their own 

reading opportunities. They are self-regulated and they are influenced by the notion of 

self-perceived competence (Gambrell, Palmer et al., 1996). Researchers have come to 

believe that the notion of self-believed competence or self-efficacy and the value of the 

task are essential to motivation and engagement. 

Reading Attitude 

Reading attitudes represent the inclination or disposition to respond either 

positively or negatively toward the act of reading. The literary experiences students 

encounter can directly impact whether students view reading in either a positive or 

negative way. Attitudes have a direct effect on a student's motivation to read (Gambrell, 

1996; McKenna & Kear, 1990; Walberg & Tsai, 1985). 

In a study of 214 fourth-grade students conducted by Von Sprecken, Kim, & 

Krashen (2000), the researchers found that even one very positive reading experience, 

one "home run book," could produce a reader. Clearly, this statement has powerful 

implications for educators, since children who have more positive attitudes toward 
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reading are more motivated to read (Baker & Wigfield, 1999; Gambrell, 1996). Yet, in an 

effort to improve reading performance, educators often ignore the importance of attitude 

and focus wholly on proficiency (McKenna & Kear, 1990). In so doing, it is likely that 

we have created a generation of students who are successful test-takers but do not like to 

read (Popham, 2005). This is supported by the research of Sainsbury and Schagen (2004) 

who, in a five-year study of over 2,000 students, found that while reader confidence had 

significantly increased, reading enjoyment had significantly decreased. 

In citing the current research on attitudes toward reading, studies have shown that 

girls have better attitudes toward reading than boys, younger children have better 

attitudes than older children, and good readers have better attitudes than less proficient 

readers (Gambrell, Codling et al. , 1996; Walberg & Tsai, 1985). It is imperative that 

educators provide students with highly engaging experiences that nurture and sustain 

their motivation to read. 

There are numerous studies (Centre for Youth Literature, 2001; McKenna et al., 

1995; Smith & Wilhelm, 2002) that show that girls have better attitudes toward reading 

than boys. Researchers have found biological, societal, and developmental factors, over 

which educators have no control, that influence reading motivation in boys and girls. 

However, additional research has shown that providing boys with learning experiences 

that parallel their learning interests and learning styles can foster positive attitudes toward 

reading and increase boys' motivation to want to read (Smith & Wilhelm). 

The fact that younger students have better attitudes toward reading than older 

students is quite disturbing. Although we can speak to the many extracurricular activities 

that compete for time, educators must look to the prescriptive programs that focus on lack 
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luster skill and drill practices. In a study conducted for Reading Connects by National 

Literacy Trust (Clark & Foster, 2005), 20% of the students surveyed indicated that they 

read because they had to while others stated they would read more if they enjoyed it 

more. 

Clearly, we live in a standards-based era where the goal is to improve reading 

ability on standardized tests. We have implemented a rigorous, academic curriculum that 

measures growth in benchmarks and monitors progress through achievement levels. Here 

our efforts to improve reading ability have come at the expense of memorable 

experiences that create positive attitudes and foster intrinsic motivation. 

Self-efficacy and the Social Cognitive Theory 

In addition to attitude and motivation, researchers continue to investigate how 

students' views during learning impact how much effort will be expended and how long 

it will be sustained. According to Bandura (1977), self-efficacy is related more to what 

we believe to be true rather than on what is objectively true. For this reason, there is often 

a strong correlation between what we believe we can accomplish and what we actually 

accomplish. Moreover, our belief in whether we can accomplish a task is likely to impact 

whether or not we even attempt it. 

Self-efficacy, or confidence, is the belief that we are either able or unable to 

perform a given task (Bandura, 1977; Cole, 2002; Schunk, 2003; Seifert, 2004). 

Perceived self-efficacy influences the kinds of activities we engage in and our willingness 

to persist once we have begun despite challenges and obstacles (Bandura, 1977; Schunk, 

2003; Zimmerman eta!., 1992). Unless we believe we can achieve a goal or accomplish a 

given task, we are less apt to attempt it. 
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Theorists (Bandura, I 977; Ryan & Deci, 2000) espouse that students with a 

greater sense of self-efficacy believe in their own ability to produce certain outcomes, 

such as becoming better readers. They, therefore, are willing to put forth greater effort 

because they believe they will be successful in achieving their goals. Self-efficacy 

impacts what we choose to do, the level of effort we put in to it, whether we persist in our 

efforts, and whether or not we achieve our goal (Bandura, 1977; Schunk, 2003; Seifert, 

2004). 

According to Schunk (2003), when faced with a task, students with high-self 

efficacy may view it as a challenge while students with low self-efficacy may try to avoid 

the task. Self-efficacy is shaped by our experiences. It is enhanced when students are 

engaged in meaningful activities substantiated by success. Conversely, self-efficacy is 

diminished when students interpret the results of their actions as unsuccessful (Seifert, 

2004; Zimmerman et al. , 1992). 

In 1995, Guthrie, Schafer, Wang, and Afflerbach addressed the issue of social 

context as it impacts the amount and breadth of reading activity. What they looked to 

determine was whether the social interactions of 9-, 13-, and 17-year-olds influenced 

their reading practice. The researchers reanalyzed the 74-question student characteristic 

survey developed for the 1986 NAEP Report. What they found in this cross-sectional 

study was that students who were competent readers were empowered by their 

competence. The students' feelings of competence and self-efficacy caused them to 

choose to read more. 

Self-efficacy is a part of the larger social cognitive theory that asserts that our 

achievements are a result of both our personal belief system and environmental 
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conditions (Bandura, 1977; Schunk, 2003; Zimmerman et al., 1992). The social cognitive 

theory is built on the principle of engagement and views learning as a social process that 

develops within the context for reading. The factors contributing to social context include 

setting the purpose for reading, selecting reading materials, and delivering reading 

instruction. Providing students with opportunities to engage in situated literacy through 

social interactions with their peers can increase the amount of thinking and reading about 

text (Gambrell, 1996; Guthrie et al., 1995). 

This being the case, the importance of creating an effectual learning environment 

is essential to learning and in some cases may explain why skill-based instruction for at

risk readers has not produced any significant change in reading achievement. While the 

National Reading Panel may have identified the essential components of reading 

proficiency, they have been remiss in recognizing the necessity of developing these skills 

within meaningful social contexts. Self-efficacy in itself may not lead to higher academic 

achievement; still, creating environmental conditions that lead to positive outcomes may 

encourage students to attempt more difficult tasks. 

If we can postulate that students who have had positive reading experiences 

develop positive attitudes toward reading, and ifwe can say that students who have 

positive attitudes toward reading are then motivated to read, then question no longer is 

"Why Can't Johnny Read?" but rather "Why Doesn't Johnny Read?" Perhaps in our 

efforts to create learning environments that foster reading proficiency we have neglected 

to create classrooms that foster reading engagement. To restate Ban dura ( 1977), a 

student's view of the value of what is being learned will determine to what degree the 

learning will be sustained. 
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Struggling readers have often experienced failure and may no longer believe in 

their ability to succeed. This lack of self-efficacy can lead to avoidance of all literacy 

related activities, which are essential to continuing academic development. The absence 

of extensive reading impedes vocabulary development as well as the content knowledge 

that is essential to reading comprehension (Strickland, Ganske, & Monroe, 2002). 

According to Schunk (2003), if learners have confidence in their ability, it will 

sustain their motivation and foster learning. Student use of self-reflection and goal setting 

increases cognitive efficacy, boosting academic achievement, and fostering intrinsic 

motivation (Zimmerman et al., 1992). The importance of providing students with positive 

learning experiences "right from the start in reading" cannot be overstated (Gambrell, 

1996; Scharer et al., 2005). For, while instructional mandates may increase reading 

achievement in the short term, they come at the expense of children's overall attitudes 

toward reading and the sustainability of the reading habit. 

Many at-risk children come to school with little or no understanding of the power 

or passion of reading. They come to school excited to begin their journey as readers. 

However, by the very nature of their limited reading experiences, they are prime 

candidates for the isolated skill instruction that often lacks opportunities for them to be 

real readers. They have come to view reading as a series of skills they must master. 

However, since they are often unsuccessful at mastering these skills, they no longer 

believe that they can be successful. They no longer believe that they can be readers. 

Educators must provide students with enriching literary experiences that include reading 

out loud to students and author studies that excite and inspire student learning. 
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The National Reading Panel Report (NICHHD, 2000) has had a profound impact 

on reading curriculum and instruction for at-risk students. Systematic and explicit 

research-based primary reading instruction, in the areas of phonemic awareness, phonics, 

fluency , comprehension, and vocabulary, has produced proficient readers who do not 

read (Allington, 2001). Interventions that aim to improve literacy skill acquisition must 

consider the role of self-efficacy in order to foster motivation and learning. To do this is 

to provide students with positive learning experiences, to offer students positive 

feedback, and to allow students to experience success (Schunk, 2003). According to 

current research, reading motivation is strongly related to reading achievement and time 

spent reading. It is necessary that educators develop instructional contexts for 

motivational development (Guthrie, Hoa, Wigfield, Tonks, & Perencevich, 2006). 

Time Spent Reading and Reading Achievement 

Motivational theorists tell us that if we have a positive attitude toward a task, the 

more likely we are to engage in that task. It is a common assumption that the more we do 

something, the better we get at it. This belief is pervasive throughout our daily lives, and 

so the saying "practice makes perfect." But is that true about reading? 

Surprisingly, there is little systematic, quantitative research from which to draw. 

Perhaps this is because the multifaceted and multidimensional nature of reading makes it 

difficult to control the array of existing variables. In many instances when research was 

conducted, the probe was inadequate in capturing the totality of the variables; the 

response options were restrictive; and the relationship between all factors was 

inconclusive. 
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Anderson et al. ( 1988) conducted the most notable research in this area. In no way 

definitive, it is the cornerstone for researchers exploring the relationship between time 

spent reading and reading achievement. Because it is similar in nature to the current 

study, it warrants thorough investigation. 

In this study (Anderson et al., 1988), 155 fifth-grade students recorded how they 

spent their time out of school. The sample was mainly middle class with little minority 

representation. Based on their Metropolitan Achievement Test scores (Harcourt 

Assessment, Inc., n.d.), the participants performed above the national average. No child 

was identified to be a non-reader. 

For the purpose of the study, students were asked to self-report all of their after 

school activities; however, special attention was given to the amount of time spent 

reading books. Since the self-report method was used, children occasionally reported 

unrealistic amounts of time. Statistical measures were utilized to account for outliers. 

The study concluded that on a daily basis, most children do little reading outside 

of school. This finding is consistent with the existing research (National Endowment for 

the Arts, 2004; Clark & Foster, 2005). However, students who were at the 90th percentile 

in the amount of daily book reading read over five times as many minutes per day as the 

child at the 50th percentile; and 200 times as many minutes per day as the child at the 

1Oth percentile (Anderson et al., 1988, p. 296). The study concluded that students, who 

could read, did read. 

Additionally, the study concluded that reading books was the out-of-school 

activity most correlated to reading proficiency, reading comprehension, word knowledge, 

and reading fluency based on assessments that were administered throughout the study. 
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Finally, the study did conclude that the time spent reading books was indeed the strongest 

predictor of a student's success as a reader. Still, there exists little empirical data to 

definitively substantiate the cause effect relationship between time spent reading and 

reading achievement. 

In a related study, on time spent on silent reading at school, conducted by Taylor 

et al. ( 1990), 195 fifth- and sixth-grade students in a suburban school district were asked 

to maintain reading logs to document their daily reading practice. Although the sample 

included above-level, on-level, and below-level readers, their mean comprehension score 

on the SRA (Science Research Associates, 1986) Achievement Test was at the 70th 

percentile. The students completed their reading logs in school each day and their 

teachers carefully monitored the recordings for completeness and accuracy. The results of 

the study indicated that time engaged in reading in the classroom contributed to growth in 

students' reading achievement (Taylor et al.). 

Researchers have taken varied approaches to investigate this complex issue using 

questionnaires (Baker & Wigfield, 1999; Walberg & Tsai, 1985; Wigfield & Guthrie, 

1997), guided interviews (Guthrie, Hoa et al., 2006), reading logs (Allen, Cipielewski, & 

Stanovich, 1992; Anderson et al., 1985), case studies (Gambrell, Palmer et al., 1996), 

surveys (McKenna et al., 1995), and computer assessments (Topping, Samuels, & Paul, 

2007). 

To date, the ability to measure the relationship between children's reading 

attitudes and children's reading habits remains problematic due to the lack of a reliable 

data collection instrument. Allen et al. (1992) employed the use of multiple indicators 

(daily activity diaries, checklists, and print exposure instruments) to establish construct 
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validity and cognitive correlates. However, the researcher found that each of the 

measures behaved differently. 

Similarly, in a study of I 05 racially and ethnically diverse fourth- and fifth-grade 

students, researchers used the Motivation for Reading Questionnaire (MRQ) developed 

by Wigfield and Guthrie (1997), to explore the relationship between children's attitudes 

toward reading and the amount and breadth of their reading. They concluded that children 

who read a great deal are likely to continue to do so. Conversely, children who read less 

often are unlikely to increase the amount of time they read. 

Many methods have been used to measure the relationship between reading 

attitudes and reading practice and how these factors affect reading proficiency. Each of 

the aforementioned studies brings into question the measure of variables that impact the 

reliability of the studies and the scarcity of qualitative research in this area. 

Chapter Summary 

Reading is both multidimensional and multifaceted. It comes easily to some but it 

remains elusive to many. While today's reading professionals are recognizing the 

complexity of this dilemma, they are only now beginning to acknowledge the need to 

focus on both the cognitive and affective domains. 

Often at-risk students come to school with an already existing void in their 

literacy learning. Yet, many reading classes for emerging struggling readers are limited to 

highly scripted, skills-based phonemic awareness, phonics, and fluency programs. At the 

same time, high-functioning and gifted students are immersed in enriching literature 

circles, readers' theater, and book talks. 
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A review of the literature has shown that children's attitudes toward reading are 

formed by their experiences, with positive experiences leading to positive attitudes and 

negative experiences leading to negative attitudes. It is therefore essential that teachers 

create positive and enriching learning experiences for all students by providing our most 

at-risk students with engaging materials, opportunities to talk about text, and instruction 

that goes beyond the basics. 

Positive experiences can create intrinsically motivated students who are engaged 

in learning and have a strong sense of self-efficacy. While much reading instruction is 

skills-based, reading materials are the vehicles through which we engage our students' 

interests and ignite their imagination. For many students, reading is an arduous and 

tedious series of skill and drill that is neither joyful nor pleasurable. Add to this, the 

countless assessments that solidify a student's belief that success may be unachievable. 

How students view themselves as readers can predict how much they will read. 

Research indicates that the more students read, the better readers they become. However, 

if instruction is limited to skill development, and if this is all that at-risk students have 

experienced, then sadly, some students may have no idea what reading really is. They 

may do well on achievement tests. However, as educators and reading professionals, 

have we fostered and nurtured a joy for reading that will be sustained and developed? 

Educators must seek ways to engage reluctant readers by allowing them to engage in 

meaningful learning that validates their ideas, culture, and personal identities. In this way, 

the learning gap for our diverse student population may begin to narrow. 
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Chapter 3 

Methodology 

The purpose of this mixed-method study was to investigate whether children's 

attitudes toward reading and their perceptions of themselves as readers impacted their 

academic achievement. Additionally, the study investigated the effect oftime spent 

reading and reading practice on student achievement. Finally, the research examined 

whether reading attitudes and reading practice were moderated by gender or ethnicity. 

Operational Definitions 

The answer to the question, "What is reading?" depends on whom you ask, since 

this question has been the multidisciplinary focus of study for psychologists, sociologists, 

linguists, and scholars since Plato. Researchers have taken both cognitive and behavioral 

approaches to define the act of reading. 

Yet, any definition that limits its meaning to one point of view would be 

simplistic at best, discounting the extent of the reading process and the complexities of 

reading acquisition. To operationally define reading and all other related terms, this study 

is grounded in the scholarly works cited in The Literacy Dictionary (Harris & Hodges, 

1995) compiled to meet the multi-dimensional needs of researchers and scholars. Huey 

( 1968), who studied the psychology and pedagogy of reading, noted "to completely 

analyze what we do when we read would almost be the acme of a psychologist's 
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achievements, for it would be to describe some of the most intricate workings of the 

human mind" (Harris & Hodges, p. 206). 

Reading: Reading is the process through which the reader interacts with written text in 

order to obtain meaning. Reading is comprehensively defined to include the 

cognitive, psychological, sociological, and linguistic components of the term. 

A -literacy: The lack of reading habit in capable readers: students who can read but choose 

not to (Harris & Hodges, 1995). 

Reading Attitude: Reading attitudes represent an inclination or disposition to respond 

either positively or negatively toward the act of reading. 

Reading Motivation: Reading motivation is described, as forces, either internal or 

external, that not only make us want to read but move us to actually do it. 

Reading motivation is influenced by our reading experiences. 

Self-efficacy: Self-efficacy is the personal belief that a learner can be successful at a 

given task. 

Literacy: Literacy initially came from the Latin word fitteratus meaning "a learned 

person." For the purpose of this study, the term literacy is meant to include the 

ability to read and write competently and to utilize that ability to enhance personal 

and social development. 

Reading Log: A reading log is a student-kept record of books read during a specified 

period of time. For this study the log also includes the number of pages read and 

the time spent reading (Harris & Hodges, 1995). 

Scale Score: FCA T tests are administered to all students in grades 3-10. Scale scores link 

adjacent grades together and allows for progress to be monitored longitudinally, 
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based on what is referred to as a developmental scale. Student performance across 

the grades can be tracked across this scale. As a student moves from grade to 

grade, a student's performance can be monitored and compared to the 

performance of other students in Florida. Yearly progress is reported by the 

change in the developmental scale scores. Florida utilizes the developmental scale 

to develop a plan with annual learning gain targets for all students below 

proficiency (Florida Department of Education, n.d.). 

Achievement: Achievement, for the purpose of this study, is the academic progress a 

student demonstrates in a one-year period on The Florida Comprehensive 

Achievement Test as measured in scale scores. 

Population of Study Sample 

School Profile 

The school selected for this study is an urban elementary school in a culturally 

diverse community. The school is a Title I School, a Reading First School (No Child Left 

Behind [NCLB] Act of2001, Pub. L. No. 197-110, § 115, Stat. 1428 [2002]), and a 

Superintendent's School. 

A Title I School is a school that receives federal funds to help children in high 

poverty areas who are behind academically or at risk of falling behind. Title I funding is 

based on the number of low-income children in a school, generally those eligible for free 

lunch or reduced-fee lunch programs. 

Superintendent 's Schools are schools that have been identified as needing 

additional support services in order to make Adequate Yearly Progress (A YP). There are 

three levels of Superintendent's Schools: Level I denotes High Risk; Level 2 denotes 
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Moderate Risk; and Level3 denotes Low Risk. School ratings are based on student 

achievement data. 

Superintendent's Schools receive financing and support services through the 

Collaborative Network (CNET) that is a collaborative effort among Title I staff, the 

Research and Evaluation Department, the English for Speakers of Other Languages 

Department (ESOL), and the Exceptional Student Education Department (ESE). The 

school in this study is a Level 2 CNET school. 

Adequate Yearly Progress (AYP) and the No Child Left Behind (NCLB) Act of 

2001 , Pub. L. No. 107-110, §Stat. 1425 (2002), have established clear goals for student 

learning. A YP is not based on overall school performance. Rather, A YP measures the 

yearly performance and participation of various subgroups based on race or ethnicity, 

socioeconomic status, disability, and English Language proficiency. Not making 

adequate yearly progress means that the school has not met a certain standard for at least 

one group of students. These measures include reading, mathematics, writing, graduation 

rate, and whether or not the school tested enough students in each group. The school in 

this study has not met the criteria for A YP status due to underachievement in two 

subgroups. A YP was not met for ESOL students in the area of reading or for African 

American males in the areas of reading and math. 

Reading First (No Child Left Behind [NCLB J Act of 2001 , Pub. L. No. 107-110, 

§ Stat. 1428 [2002]) is a focused nationwide effort to enable all students to become 

successful early readers in kindergarten through grade three. The No Child Left Behind 

Act of2001 signed into law by President George W. Bush on January 8, 2002, established 

Reading First as a new, high-quality, evidence-based program that builds on the fmdings 
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of years of scientific research, which, at the request of Congress, were compiled by the 

National Reading Panel (NICHHD, 2000). Funds are dedicated to help states and local 

school districts eliminate the reading deficit by establishing high-quality, comprehensive 

reading instruction. The program is designed to select, implement, and provide 

professional development for teachers using scientifically based reading programs, and to 

ensure accountability through ongoing, valid and reliable screening, diagnostics, and 

classroom-based assessments. 

School Demographics 

The school opened as an elementary school in 1976 and serves approximately 653 

students in Pre-K through grade 5. The demographics at this writing are 54% Black, 16% 

White, 22% Hispanic, 4% Multi-racial, 4% Asian Pacific, and 1% Indian. The Limited 

English Proficient (LEP) students make up 14% ofthe population, the Exceptional 

Student Education (ESE) students make up 12.9%, the Free/Reduced Lunch Rate is 67%, 

and the stability rate is 95.5%. 

Sampling 

Having worked in Title I schools for almost 40 years and at this specific Title 1 

School for 2 years, the researcher is currently employed as the school's Curriculum 

Specialist and Reading Coach. Her role in the study included administering the survey 

and distributing and collecting the reading logs. The teachers ' participation was limited to 

scheduling the researcher' s time in class. These classroom visits were in no way 

evaluative. This school was chosen in order to review current teaching practice and make 

recommendations to improve reading instruction and student achievement. 
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The school utilizes a basal reading program for its core reading instruction 

supported by researched-based reading interventions in the five areas of reading as 

mandated by Reading First (No Child Left Behind [NCLB] Act of2001, Pub. L. No. 107-

110, § 115, Stat. 1428 [2002]). However, the school had made minimal progress in 

reading achievement over the past 5 years. And while some students had made limited 

learning gains, African American males and ESOL students had made little progress. 

Therefore, the school had not made Adequate Yearly Progress (A YP). 

Participants 

The participants in the sample consisted of five third-grade classes comprised of 

approximately 20 students per class, with a total of about 100 students. Participation was 

completely voluntary. Classroom demographics were representative ofthe overall school

wide demographics in areas of gender, ethnicity, socioeconomics, LEP, and ESE. Third

grade students were selected for this study since third grade is the "Gate Keeper" year. 

Students who have had no previous retentions could spend up to three yeru:s in third 

grade. The Florida K-20 Education Code of 2007, XL VIII Fl. § 1000-1013 states that that 

no student is promoted from third grade without demonstrating proficiency in reading. 

This law also requires districts to establish a comprehensive program for student 

progression that gives all students the opportunity to learn to read and to read to learn. 

Five classroom teachers participated in the study (see Appendix A). Teacher 

participation was altogether voluntary. 

Description of the Study 

Surveys and questionnaires are often used to investigate what children think about 

reading (Anderson et al., 1988; Gambrell & Palmer et al., 1996; Guthrie et al., 1995; 

37 



McKenna et al., 1995; Wigfield & Guthrie, 1997). The students who participated in this 

study were naturally inquisitive about the purpose of the study. They were curious about 

who would see their responses and how the information would be used. The researcher 

explained to the students that if they wanted to know what teachers thought about 

reading, they would ask teachers. In this case, teachers wanted to know what third grade 

students thought about reading. Their answers would be part of a study to help teachers 

better understand their reading interests and preferences. Students were assured that their 

responses would be confidential and that neither their teachers nor their parents would be 

informed of their individual responses. Rather, a report would be written based on all 

responses that would then be shared with everyone, including the students themselves. 

A preliminary letter of consent was sent home to parents (see Appendix B) 

explaining the purpose of the study and requesting their permission (see Appendix C) for 

student participation. Of the 100 consent forms that were sent home, 95 were signed and 

returned. Next, the students themselves were invited to participate in the study. A letter of 

consent was read aloud to each class explaining the purpose of the study. Of the 95 

eligible students, 87 students agreed to participate in the study (see Appendix D). 

However, it was significant to note that 1 0 of the 100 students who chose not to 

participate were low-achieving African American males. Of the 87 participating students, 

76 gave complete responses to each ofthe questions and were, therefore, included in this 

study. 

Initially, students were asked to respond to a 23-item reading interest inventory 

(see Appendix E) developed by National Literacy Trust (Clark & Foster, 2005). The 

Likert-type survey took about 60 minutes to administer and was read aloud to all of the 
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participating students in each third grade class. The survey investigated the children ' s 

perceptions of their own reading abilities and their overall attitudes toward reading, as 

well as exploring the types of reading materials they choose to read. Data from the 

surveys were collected and analyzed. In an item analysis, this survey was similar in 

nature to many other comprehensive surveys that measure children's attitudes toward 

reading (McKenna et al., 1995). 

Once the survey had been completed, students were asked to maintain a daily 

reading log (see Appendix F) to document what and how much they read. The Jog was 

representative of other commonly used reading Jogs and was currently being used by the 

third grade teachers. The logs were distributed to students at the beginning of each week 

and collected at the end of each week for a period of 5 weeks. Since no names were listed 

on the reading logs, students were asked to self-report with as much accuracy as possible, 

without embellishment. Students were instructed on how to complete the logs and how to 

record their time. For some students, their classroom teachers had established the practice 

of using reading logs early in the year. For these students, there were clear-cut 

expectations that the student would read each night for a specified amount of time. 

However, this was not the case in every classroom. Therefore, some students were more 

adept at self-reporting because it was a common practice. 

The standards-based, criterion-referenced FCA T was administered to all students 

in grades 3-12 in March of2006. Scale scores from the 2007 Florida Comprehensive 

Achievement Test (FCA T) were collected and utilized as a measure of student 

achievement. Used as a criterion for promotion and as a requirement for high school 

graduation, FCA T measures selected benchmarks in Mathematics, Reading, Science, and 
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Writing from the Sunshine State Standards. 

Delimitations 

1. The study was limited to one Reading First/Title I elementary school , 

restricting the generalization of the conclusions to other populations. 

2. There is also a possible measure of unreliability due to the self-reporting 

feature of the reading log. 

3. The standardized achievement test used to measure growth in reading is only 

one measure of reading achievement. 

4. The sample size was relatively small and may not generalize beyond third 

grade students. 

Limitations 

I. Many of the students of most interest to the researcher chose not to participate 

in this study. This included many low-achieving African-American males. 

2. District approval to conduct the research was not given until the very end of 

the school year. This may not have been the most opportune time to conduct the research 

as students were already anticipating summer break. Also, data collection had to be 

limited to 5 weeks. 

Instrumentation 

The reading survey employed was modified from a survey administered to 8,000 

primary and secondary students in England in 2005. Conducted for Reading Connects by 

The National Literacy Trust (Clark & Foster, 2005), the survey investigated children 's 

and teen ' s reading habits and preferences. Questions taken from the survey incorporate 

gender, ethnicity, socio-economic background, and family reading habits. Additionally, 
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there are questions that investigate how students rate themselves as readers. For the 

purpose of this study, the survey was modified to meet the vernacular needs of United 

States students. Words such as mum were changed to mom, tick one was changed to 

check one, and carer was changed to care taker. The Reading Survey was reviewed by 

the third-grade teachers and field-tested with I 0 third-grade students. An item analysis 

indicated that this survey is comparable to other attitude surveys including the 

Elementary Reading Attitude Survey or ERAS (McKenna & Kear, 1990). 

The reading log that was chosen is representative of reading logs commonly 

utilized by teachers. It had been selected by the third grade teachers at the beginning of 

the academic year and was currently being utilized by the students. Data entries included 

book selection, time spent reading, and the source of book selection. The logs were 

distributed to students at the beginning of each week and collected at the end of each 

week. Students were instructed to be as accurate as possible in documenting what they 

read. 

Additional data, including FCAT Scale Sores, were gathered from the Florida 

Comprehensive Assessment Test (FCAT) that was administered to all Florida students in 

March of 2007. Reading achievement is reported in three ways: Achievement Levels, 

Scale Scores, and Developmental Scale Scores. 
r 
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Chapter 4 

Results 

The study was conducted in order to consider the following questions. 

1. What is the relationship between children' s attitudes toward reading and their 

reading achievement? 

2. What is the relationship between children' s reading practice and time spent 

reading and their reading achievement? 

3. How are these relationships moderated by either gender or ethnicity? 

The results of the study were analyzed both quantitatively and qualitatively. 

Triangulation of the data that included the surveys, the reading logs, and statistical 

analysis was utilized to answer the research questions. Select questions representing 

reading practice and reading attitude were chosen for statistical analysis. The additional 

survey questions were included as part of the body of qualitative data and discussed 

descriptively. 

Statistical Analysis 

The data from the reading surveys and the reading logs were organized into three 

categories that included student attitudes toward reading, student reading practice, and 

student achievement. Results were based on the responses of the students who had 

completed both the reading logs and the reading survey. 
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Reading Practice 

Reading practice was defined to include variables taken from both the reading 

survey and from the reading log. A reading log was used to determine the average 

number of minutes that students read each day. 

1. What is the average number of minutes you read each day? 

2. How often do you read outside of school? 

3. How often do you and your family talk about what you are reading? 

These variables were then correlated with student achievement as measured by 

FCAT Scale Scores. The following table includes descriptive statistics for the reading 

practice variables. The average number of minutes read each day was derived from the 

self-reporting reading log. The data for how often children read outside of school were 

derived from the responses to survey question 6 and the data for how often children talk 

to their family about what they are reading were derived from the responses to survey 

question 9. Both questions were evaluated using a 4-point scale (see Table 1). 

Table 1 

Reading Practice Item Means, Standard Deviations, and Ns 

Variable Mean Standard Number 
Deviation 

FCA T NRT Scale Score 619.56 40.73 70 

The average number of minutes 17.69 9.46 70 
read each day 

How often do you read outside of 3.26 1.05 70 
school? 

How often do you and your family 2.76 1.33 70 
talk about what you are reading? 
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Reading Practice and Student Achievement Summary 

Results for the correlations between reading practices and student achievement 

indicated that in all variables except for one there were no significant correlations 

between reading practices and FCA T Scale Scores: The number of minutes students read 

each day r = - .I73, p>.05; time spent reading outside of school r = .052, p> .05; talking 

to their families about what they read r = -.252, p< .05. 

Results indicated there was a negative correlation between talking to their 

families about reading and FCA T Scale Scores, indicating that students who talked to 

their families about what they read scored lower on their reading achievement test. 

Reading Attitudes 

Several issues were considered in determining children ' s attitudes toward reading 

(see Appendix B). These included the following survey questions: 

I. How much do you enjoy reading? 

2. Do you think reading is boring? 

3. Do you think reading is important? 

4. How well do you think you read? 

5. Do you think you read as well as other students? 

These variables were then correlated to student achievement as measured by 

FCAT Scale Scores. The data for each of the reading attitude questions were derived 

from the responses to the survey. How much children enjoyed reading, survey question 4, 

was rated on a scale of 1 (not at all) to 4 (very much). Reading is important, boring, and 

reading as well as others, survey question I 0, was rated on a scale of 1 (strongly agree) to 

5 (strongly disagree). Responses to question five, how well do you read, were rated on a 
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scale of 1 (not very well) to 10 (excellent reader). The following table includes 

descriptive statistics for the reading attitude variables (see Table 2). 

Table 2 

Reading Attitude Item Means, Standard Deviations, and Ns 

Variable Mean Standard Number 
Deviation 

FCA T NR T Scale Score 619.08 41.48 63 

How much do you enjoy reading? 3.11 .90 63 

Do you think reading is boring? 4.22 1.04 63 

Do you think reading is important? 1.33 .76 63 

How well do you think you read? 2.97 .76 63 

Do you think you read as well as 3.68 1.33 63 
others? 

Reading Attitudes and Student Achievement Summary 

Results for the correlations between reading attitudes and FCAT Scale Scores 

indicated that in all variables except for one there were no significant correlations 

between reading attitudes and FCAT Scale Scores: Reading enjoyment, r = .041 , p>.05; 

reading is boring, r = -.048, p>.05; reading is important, r = .135, p>.05; do you read as 

well as others, r = .227, p> .05. However, results indicated that there was a positive 

correlation between the variable how well do you think you read and FCA T Scale Scores 

r = .276, p< .05, indicating that students who thought they were good readers scored 

higher on their FCA T Scale Scores. 
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Moderation Effects for Gender 

A moderation test was utilized to determine whether the relationship between 

reading attitudes and reading practices was moderated by gender. Centering the item 

variable and creating a regression equation predicting the FCA T from that variable, the 

potential moderator variable, and the product of the two, accomplished this (see Tables 3 

and 4). 

Table 3 

Product Term Beta for Gender and Reading Practices (N = 71) 

Variable 

Read outside of school 

Talk about reading 

Minutes read each day 

Table 4 

Beta 

.073 

-.317 

.220 

p 

.848 

.363 

.543 

Product Term Beta for Gender and Reading Attitudes (N = 71) 

Variable Beta p 

Enjoy reading -.040 .913 

Reading is boring -.159 .663 

Reading is important .825 .036* 

Read as well as others .421 .594 

How good do you read? -.326 .378 

*p < .05 
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Moderation Effects for Gender Summary 

Results of the moderation effects for gender indicated that only one moderation 

effect was significant. The relationship between the ratings of the reading attitude item 

reading is important and FCAT Scale Scores was not the same for males and females. To 

further explore that difference in the relationship, the item reading is important and 

FCA T Scales Scores were calculated separately for males and females. Results indicated 

that for males (N=27) there was a positive correlation between reading is important and 

FCAT Scale Scores, r = .416, p < .05. However, the relationship between the items 

reading is important and FCAT Scale Scores for females (N= 44) was not significant, 

r = -.023, p> .05. 

Moderation Effects for Ethnicity 

A moderation test was utilized to determine whether the relationship between 

reading attitudes and reading practices was moderated by ethnicity for Black and White 

students. Centering the item variable, and creating a regression equation predicting the 

FCA T from that variable, the potential moderator variable, and the product of the two 

accomplished this (see Tables 5 and 6). 

Table 5 

Product Term Beta for Ethnicity and Practice (N=57) 

Variable Beta p 

Read outside of school .355 .371 

Talk about reading .954 .019* 

Minutes read each day -.407 .287 

*p < .05 
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Table 6 

Product Term Beta for Ethnicity and Attitude (N=57) 

Variable Beta p 

Enjoy reading .961 .095 

Reading is boring -.106 .796 

Reading is important .234 .483 

Read as well as others 1.426 .126 

How good do you read? .475 .246 

Product Term Beta for Ethnicity Summary 

Results of the moderation effects for ethnicity indicated that only one moderation 

effect was significant. The relationships between the reading practice item talk about 

reading and FCA T Scale Scores was not the same for Black students and White students. 

In order to calculate the effect on ethnicity the correlation between reading is important 

and FCAT Scale Scores was calculated separately for Black students (N= 12) and White 

students (N=45). Results indicated that for White students there was a negative 

correlation between students talking about reading and their FCA T Scale Scores, 

r = -.341, p<.05, indicating that the more White students talked to their families about 

what they were reading, the lower their FCAT Scale Scores. However, talking about 

reading and FCAT Scale Scores was not significant for Black students r = .365, p> .05. 

The Reading Survey 

The investigator administered the Reading Attitude Survey (see Appendix E) in 

each of the five participating third-grade classrooms. The surveys were administered over 
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a period of a week during the 90-minute reading block that began at 8:30a.m. The 

classroom teacher remained present during the administration of the survey. Children 

choosing not to participate were sent out to an adjoining classroom for the duration of the 

survey administration. 

Survey questions and responses were read aloud and students were given 

unlimited time to respond. Each survey took approximately 60 minutes to complete, 

longer than had been originally anticipated. However, it had become apparent during the 

Field Test that the students became restless halfway through the administration of the 

survey. It was determined at that time that a 10-minute stretch would be necessary before 

completing the survey. 

Once the surveys were completed, a frequency distribution was created for each 

question, including attitudes toward reading and reading practices. Of the 87 students 

taking the survey, 76 responded completely to each question and were therefore included 

in the data analysis. 

Key Findings 

The first three survey questions addressed age, gender, and socio-economic status. 

Students' ages ranged from 8-11, with the mode being 9 (see Table 7). Ofthe 76 

participating students, 30 were boys and 46 were girls. 
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Table 7 

Age of Participants (N = 76) 

Age 

8 

9 

10 

11 

Total 

8 

55 

12 

76 

N % 

10.5 

72.4 

15.8 

1.3 

100.0 

This school is a Title I school with 65% of the students on free and reduced lunch. 

It is notable that many of the students opting out of the study were African-American 

males, many of whom were on free or reduced lunch (see Table 8). 

Table 8 

Free and Reduced Lunch Self-Reporting Status of 

Participating Third-Grade Students (N = 76) 

Free Lunch 

Yes 

No 

Don't know 

Total 

N 

45 

23 

8 

76 

% 

59.2 

30.3 

10.5 

100.0 

This school was determined to be a Title I School based on low socioeconomic status. 
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The students were surveyed to determine how much they enjoyed reading (see 

Figure 1). 

Reading enjoyment in boys and girls 

Not at all 

• Girls 

• Boys 
Quite a lot 

52 
Very much 

60 

Figure 1. Reading enjoyment (N = 76). 

The survey showed that 19% of the girls and 23% of the boys replied to liking 

reading or a little or not at all, while 80% of the girls and 77% of the boys replied to 

liking reading very much or quite a lot. While similar studies have shown that girls 

generally have better overall attitudes toward reading than boys (Centre for Youth 

Literature, 2001; Sainsbury, 2004; Smith & Wilhelm, 2002), the differences here appear 

to be minor. 
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Students were also asked to rate themselves as readers (see Table 9). 

Table 9 

Self-reported Reading Projiciencies (N = 76) 

Rating N Girls %Girls N Boys %Boys 

2 

3 3.3 

4 3.3 

5 3 6.5 3 10.0 

6 3 6.0 4 13.3 

7 10 22.0 6 20.0 

8 11 24.0 5 16.8 

9 7 15.0 6 20.0 

10 12 26.0 4 13.3 

Total 46 100.0 30 100.0 

Note. I =not a very good reader to I O=excellent reader. 

On the question of reading proficiency, 0% ofthe girls and 6.6% ofthe boys 

rated themselves as not very good readers (scores of 1-4); 35.0% of the girls and 43.3% 

of the boys rated themselves as average readers (scores of 5-7); while 65.0% of the girls 

and 50.1% of the boys rated themselves as excellent readers (scores of 8-1 0). Although 

girls rated themselves slightly higher, there is not a significant gap between the two. 

Students were then asked to report on their reading practice outside of school (see 

Figure 2). 
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How often do you read outside of school? 

67 
Every day or almost every day 

Once or twice a week 

• Girls 

Once or twice a month 

• Boys 

Never or almost never 

No response 

0 16 32 48 64 80 

Figure 2. Reading outside of school (N=76). 

When students were asked how often they read outside of school, 89% of girls 

and 80% of boys reported reading regularly (every day or almost every day, or once or 

twice a week); II% of girls and I3% of boys reported that they seldom read (once or 

twice a month, never or almost never) ; 7% of boys had no response. While the 

differences between the two groups are small, it is significant to note that almost 12% of 

the overall group of students seldom if ever read outside of school. It would be of interest 

to know why these students are not reading and whether this is related to the number of 

books in the home, access to the public library, or if the students are engaged in other 
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activities. Greater insights may have been garnered from an interview question with an 

oral response. 

Students were asked to reflect on their reading practice (see Figure 3). 

Do you think you read enough? 

Yes. 

• Girls 

No, but I would like to. 

• Boys 

No,and I dont want to . 

3 

0 20 40 60 80 100 

Figure 3. Sufficient reading (N=76) . 

When students were asked ifthey read enough, 67% of girls and 70% ofboys 

replied yes; 26% of girls and 27% of boys replied, "No, but I would like to"; 7% of girls 

and 3% of boys said, "No, and I don't want to.'' Responses indicated no significant 

differences between boys and girls. Additional insights may have been obtained by 

asking a follow-up question about why some students do not want to read. 
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Students were asked to estimate how many books they had in their home (see 

Table 1 0). 

Table 10 

Estimated Number of Books in the Home by Gender (N = 76) 

Number of 
N Girls %Girls N Boys %Boys 

Books 
None 2.2 3.3 

1-10 18 39.1 12 40 

11-50 10 21.7 8 26.7 

51-100 12 26.1 4 13 .3 

101-250 3 6.5 2 6.7 

251-500 2 4.4 2 6.7 

>500 0 0.0 3.3 

Total 46 100.0 30 100.0 

When asked how about the number of books they had at home, 2.2% of the girls 

and 3.3% ofthe boys said they had no books at home; 60.8% ofthe girls and 66.7% of 

the boys said they had few books at home (1-50); 33% ofthe girls and 20% of the boys 

said they had some books at home (51-250); 4% of the girls and 10% of the boys said 

they had many books at home (251-500). It is of great importance that 63% of the girls 

and 70% of the boys responded that there were few or no books at home. 

Boys and girls were asked what they think about reading (see Figure 4). 
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Attitudes Toward Reading 

Reading is more tor girls 

Reading is boring 

Reading is hard for me 

Reading is important 

No interesting books 

I read outside of school 

I like going to the library 

Books as presents 

Others read better 

1.8 2.6 3.4 

Figure 4. Attitudes toward reading (N = 76). 

4.2 

4.3 
4.3 

5 

• Girls 

• Boys 

Students were asked to describe their attitudes toward reading by checking all that 

applied, from 1, strongly agree, to 5, strongly disagree. In many cases both girls and boys 

expressed quite similar views. Most strongly agreed that reading is important, although at 

times difficult. Many also believed that others, perhaps classmates, read better. Most 

strongly agreed that they liked going to the library, yet both stated they would like more 

interesting books. Some students read outside of school and some didn't mind getting 

books as presents. Both boys and girls believe that reading is more for girls. Surprisingly, 

both boys and girls found reading to be boring. This is quite interesting in light of their 

previous responses. However, it may be that their perceptions of reading are defined by 
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their classroom experiences that are anchored in skill development, round robin reading, 

and basal reading selections. 

Students were asked about their access to resources (see Figure 5). 

Access to resources 

Computer 

Desk of your own 

• Girls 

Books of your own 

• Boys 

Daily Newspaper 

Magazines 

0 20 40 60 80 100 

Figure 5. Access to resources (N=76). 

When asked about their access to resources, most girls responded that they had 

access to a computer (98%), books of their own (96%), and a desk of their own (70%). 

Fewer boys reported having access to a computer (70%), books of their own (60%), or 

access to a desk of their own ( 40). More girls (3 7%) than boys (20%) reported having 

access to the newspaper. More boys (43%) than girls (7%) reported having access to 

magazmes. 
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There is obviously a disparity in access to resources, most notably in the number 

of books oftheir own and the number of magazines in the home. This is decidedly an 

area of interest, since the responses to this survey question are in contrast to responses 

from a previous survey question (see Table 6) where little variation exists in the number 

of books in the home as stated by both boys and girls. These findings in some ways 

reflect the limitations of self-report. However, social desirability may also be considered 

a factor. These discrepancies warrant investigation. Further studies that utilize interview 

may help to illuminate the findings. 

Students were asked what would encourage them to read more (see Figure 6). 

What would encourage you to read more? 

Reading in groupsiiiiijijiiiiiijiiiiiji8833l 
Playing reading gamesliiiiiiiljjiiiiii~3-r--l 

Writing book reviews 

Using computersliiiiiijiljiiiSi--1--~ 
Designing websitesliiiiljii.ii481--1--~ 

Rewaros:11iiiiiiijiljiiili~31----~ 
Reading with the teacherliiiliiilliiiii.i-is-1--~ 

Acting out playsiiiiiijiijliiiiifii-is-1--l 
Time in classiiiiiiliiii.i-is-1--1 

0 20 40 60 80 100 

Figure 6. Encouragement to read more (N = 76). 
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When students were asked what would encourage them to read more, girls 

responded more favorably than boys to most items, sometimes by as much as 53 points. 

However, the differences were narrowed for writing book reviews and using computers. 

This question is of particular interest to the investigator since the incentives offered are 

reflective of current teaching practice. Since these incentives did not appeal to boys, 

further investigation is warranted. Additional insights may have been obtained by asking 

a follow-up question about what would encourage boys to read. 

Students were asked what they like to read (see Table 11). 

Table 11 

Genres Most Read (N = 76) 

Genre Boys Girls 

Adventure 96% 92% 

Mystery 94% 96% 

Comedy 96% 95% 

Sports 87% 64% 

Action 92% 53% 

Suspense 54% 44% 

Science Fiction 49% 47% 

Realistic Fiction 54% 85% 

Romance 12% 72% 

Fantasy 74% 97% 
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Overall, boys and girls were open to most genres of reading with the exception of 

a few categories. Boys were more likely than girls to read action and sports, while girls 

were more likely than boys to read romance, realistic fiction, and fantasy. This is 

consistent with existing research (Wilhem, 2002, p. 17). 

Summary 

Findings from the survey indicated that boys and girls generally had similar 

attitudes toward reading. They both found reading to be important; they believed reading 

to be equally important for both boys and girls; and they reported spending about the 

same amount of time reading outside of school. Both boys and girls enjoyed going to the 

library and getting books for presents. Both said they would read more if they had more 

interesting books to read. 

Girls responded to having far more access to resources including computers, 

books, and a desk of their own. And while both boys and girls indicated an interest in a 

wide variety of genres, they differed significantly when it came to the genre of romance, 

with girls more than six times more likely than boys to choose to read a romance novel. 

Lost Opportunities 

Perhaps the greatest area of interest gleaned from the survey concerned two 

questions regarding reading practice and reading motivation that go to the heart of the 

research. The first question asked if students read outside of school. Some students 

replied that they seldom if ever read outside of school. A follow-up question asking why 

those students chose not to read could have provided critical information to add to the 

depth of the study. 
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The second question asked what motivated students to read more. The boys 

responding to the survey were not as eager as the girls to embrace the options that were 

offered. It is evident that the survey choices did not resonate with the boys as with the 

girls who were surveyed. Yet, an opportunity to gain valuable information was lost by not 

providing the follow-up question. What would motivate you to read more? 

Reading Logs 

Once the surveys were completed, the reading logs were distributed to each of the 

76 students who had answered the survey in its entirety (see Appendix F). As with the 

survey, the administrator went to each classroom during the Reading Block and carefully 

explained the intent of the log and the preferred method for completion. Students were 

reminded to be as honest and accurate as possible in completing the log. The reading log 

is representative of other commonly used reading logs and was currently being utilized 

by several of the third grade teachers so that some of the students were familiar with the 

completion process. 

Yet, the reading log proved to be quite problematic and controlling the variables 

quite challenging. Students were to complete one log a week for a period of five weeks. 

The five-week period began at the end of the school year and at the completion of FCA T 

administration. Many students were already contemplating summer break, making it 

difficult to maintain momentum. 

The blank logs were distributed each Monday and collected the following Friday. 

Generally, the first log was the most accurately and thoroughly completed. Students 

explicitly documented their reading times and amounts. However, sustainability was 

difficult and many students discontinued participation over the next several weeks. 
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Entries on consecutive reading logs that were unrealistic, inaccurate, or repetitive were 

discounted. 

Chapter Summary 

The purpose of the study was to measure the relationship of children's reading 

attitudes and reading practices to reading achievement on the FCA T. The study utilized 

both qualitative and quantitative data to answer the research questions. A reading survey 

was administered to evoke students' views about reading. A self-reporting reading log 

documented the amount of time students spent reading outside of school. FCA T Scale 

Scores measured reading achievement. 

The study resulted in several key findings. First and foremost, the study 

concluded that a relationship exists between how students perceived themselves as 

readers and their reading achievement. Additionally, and surprisingly, the study found 

that students, who talked to their families about what they were reading, scored lower on 

the reading section ofFCAT. These findings were especially evident for White students. 

Moreover, the study revealed a relationship between reading being important and reading 

achievement scores, especially for males. Lastly, the study found that girls generally had 

more favorable attitudes toward reading than boys, that both boys and girls had a limited 

amount of books in the home, and that boys were not encouraged to read by any of the 

suggested incentives. The findings were not as definite when evaluating the relationship 

between reading practice and reading achievement, in part due to the self-reporting nature 

of the reading log. 
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Chapter 5 

Conclusions, Recommendations, and Implications 

Reading Practice 

This study explored the relationships between reading practices and reading 

achievement. Results indicated that time spent reading and reading outside ofschool 

were not predictors of reading achievement. While much of the educational research 

(Allington, 2001; Anderson et al., 1988) indicates that time spent reading may increase 

reading fluency, the results of this study found that these factors, of themselves, were not 

related to increased reading achievement. However, this may in part be reflective of the 

self-reporting nature ofthe reading log and the limited size of the study. 

Of most interest was the final reading practice item How often do you talk to your 

family about what you are reading? In the overall study sample, results indicated that 

there was a negative relationship between talking about reading and reading 

achievement. On further investigation, the moderation effect for the relationship between 

talking about reading and FCA T Scale Scores for ethnicity showed this negative 

correlation to be significant for White students. 

This finding may have serious future implications for families regarding the type 

of feedback they provide their children and how this feedback affects reading 

achievement. Clearly, beginning readers require encouragement and support. If feedback 

is given in the form of admonition for poor reading scores, incomplete schoolwork, or 
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adverse conversations with teachers, students may not benefit academically from this 

form of interaction. Reading-centered conversations with children about key elements of 

text that explore ideas, generate questions, and investigate possibilities may help parents 

in creating positive talking points with their children. The research was unable to 

conclude whether Black students had more positive conversations with their families 

about reading or whether they had no conversations about reading. However, how parents 

interact with their children about reading may be a topic for further study. Clearly, there 

is a need for additional research in this area. 

Qualitative data obtained from the reading survey provided additional insights 

into the reading practices of students. Findings indicated that there were no significant 

differences in the reading practices of boys and girls. Most students stated that they read 

outside of school; however, 12% of the overall sample responded that they seldom if 

ever did any outside reading (see Figure 2). Studies have been conducted that investigate 

the after-school activities of both boys and girls (Anderson eta!., 1988; Neuman, 1986; 

Taylor et al., 1990). Yet, additional studies that seek to investigate why some students 

choose not to read should consider student attitudes toward reading as well as student 

access to resources. 

Reading Attitudes 

This study also investigated the relationships between reading attitudes and 

reading achievement. Results indicated that finding reading boring, finding reading 

enjoyable, finding reading important, and how well you think you read were not 

predictors of student achievement. Of most interest was the final reading attitude item; do 

you think you read as well as others? In the overall study sample, results indicated that 
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there was a positive relationship between reading as well as others and reading 

achievement. The effects of the relationship between reading as well as others and 

reading achievement were not moderated by either gender or ethnicity. These findings 

support studies on the effects of self-perception and self-efficacy (Bandura, 1977; Ryan 

& Deci, 2000) showing that students with a greater sense of self-efficacy believe in their 

own ability to produce certain outcomes, such as becoming better readers. Since 

motivation and attitude contribute to a learner's sense of self-efficacy, educators must 

continue to provide students with efficacious learning environments that foster self

belief. 

Results of the moderation effect for the relationship between gender and reading 

attitudes indicated a positive relationship between finding reading important and reading 

achievement for girls. This would suggest that girls find reading more important than 

boys and this attitude is reflected in increased reading achievement scores for girls. Given 

the findings of recent longitudinal studies (NCES, 2007) indicating that boys lag behind 

girls in reading achievement, educators must continue to investigate the relationship 

between the development of positive reading attitudes and reading achievement for boys. 

Educators often utilize incentives to engage and motivate student learning. 

Results overwhelmingly indicated that boys did not respond favorably to any of the 

incentives that were suggested in the survey (see Figure 6). While demonstrating caution 

in avoiding any semblance of gender bias or stereotyping, studies have been conducted 

on the topic of boys and their resistance to school reading tasks (Moss, 1999b; Smith & 

Wilhelm, 2002; Wilhelm, 2002). As stated by Wigfield and Guthrie (1997), we must first 

value a goal before we are motivated to attain it. Clearly, the boys participating in this 
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study did not value the incentives that were offered. Teachers should consider the 

importance of engaging their students in the process of selecting meaningful incentives. 

Despite insights garnered from contemporary reading research, educators have 

been slow to implement innovative teaching methods, preferring instead to rely upon out

dated teaching strategies and traditional reading resources. It is time to put away the 

workbooks, worksheets, and basal readers and replace them with the engaging tools of 

today's multi-modal information literacy. In truth, when it comes to the business of 

educating boys, educators are not meeting the needs of their most valuable customers. It 

is not that boys are not shopping, but rather, we ' re not selling anything that they want. 

In a world ofvideo games, computers, and interactive learning, it is no wonder 

that students may not be excited by sight word bingo or concentration. Educators owe it 

to their students to address big ideas, in meaningful contexts, utilizing engaging 

technologies. It is central to the very nature of teaching and learning that educators 

consistently reevaluate their teaching practice in order to prepare students for the future 

and not anchor student learning to the past. 

Learning Experiences Should Inspire, Engage, and Excite Student Learning 

Having been a reading teacher in Title I schools for almost 40 years, this 

researcher has learned many lessons through practice, supported by the body of existing 

reading research, and validated through the findings of this study. Children come to 

school with varying levels of literacy. For some children, learning to read appears 

seemingly effortless. They believe in themselves and in their ability to learn to read, and 

both their parents and their teachers support their beliefs. These are the children who 

enjoy reading and this joy is reflected in their reading practice. They can be seen reading 
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in the hallways before the start of school. They visit the school library during the day and 

the local library or bookstore after school. They have books in their homes, in their desks, 

and in their backpacks. They are the students teachers long to have in their classrooms. 

Still, for a large number of children, learning to read requires both effort and 

practice. Comprehensive reading instruction focusing on phonemic awareness, phonics, 

fluency, vocabulary, and comprehension as found in the core reading program can 

provide these students with the skills they need to develop into proficient readers. 

Yet, for some children learning to read is quite difficult and even painful. And 

despite innovative research-based programs, there still remain students who find the 

ability to read to be elusive and unattainable, impacting their self-esteem, their attitude 

toward reading, and their overall academic achievement. These are the students who 

garner failing grades on their report cards, suffer through multiple retentions, and become 

dropout statistics. It is this last group of students that inspired both the research and the 

researcher. 

A former college professor once commented that in order to educate students, we 

must first inspire them, engage them, and excite them. It never ceases to amaze that 

despite differences in age, gender, and ethnicity, most students delight in being read to. In 

working with a group of retained third-grade students who were attending summer 

school, Harry Potter and the Sorcerer 's Stone (Row ling, 1998) filled that bill. Rich with 

suspense-filled story plots, bursting with colorful characters, and laden with captivating 

scenes and settings, students engaged in the world of description, imagination, and 

expectation. And students who would never think to pick up a book on their own, pleaded 

for just one more page. Students could converse with their friends who were reading the 
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book on their own and all the while revel in their excitement. They delighted in being in 

the inner circle of Harry Potter. 

At some point Reader 's Theater was introduced. Students infused life into the 

boy-wizard Harry Potter, his teacher Professor Dumbledore, Harry's friends Hermione 

Granger and Ron Weasley, Harry's nemesis Draco Malfoy, his mean cousin Dudley, and 

his petulant Aunt Petunia. They read their lines with as much intensity and ardor as the 

characters they portrayed. They practiced and rehearsed for fluency , they stumbled to 

learn the meaning and pronunciation of difficult words, and they delighted in their 

accomplishments. They were excited, engaged, and inspired. They were reading. And at 

the end of the day as they were heading home, one student remarked, "We were having 

so much fun today, we didn't have time to read." What a sad commentary on the day. 

National Reading Panel Report 

The Report ofthe National Reading Panel (NICHHD, 2000) has significantly 

transformed the primary reading curriculum, with far-reaching implications for what 

teachers teach and how students learn. The calls for research-based interventions, that in 

many cases have defined the curriculum, have left teachers with scripted programs that 

must be delivered with fidelity. Failing to recognize the totality of the existing reading 

research, these programs are reminiscent of the basic phonics instruction of the 1970s that 

was later abandoned. Directed at improving cognitive reading skills, such programs have 

narrowly concentrated their efforts on phonemic awareness, phonics, fluency, 

vocabulary, and comprehension skills to the exclusion of all other domains. 

Teachers universally recognize the importance of motivating students by 

engaging them in enriching literacy learning experiences that can lead to positive 
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attitudes toward reading. Psychologists, sociologists, and educational theorists (Bandura, 

1977; Dewey, 1938; Huey, 1908; Maslow, 1943) recognized the importance ofthe 

affective domain in learning. However, because these variables are difficult to measure, 

there are few if any research-based reading programs that aim at improving reading by 

addressing the influence of attitudes on reading achievement or reading enjoyment. 

Moreover, scripted intervention programs are designed to minimize enhancement 

or embellishment, mandating that instruction be delivered with exactness. Teachers are 

often told that programs not followed with precision, will not yield the desired result that 

was predicted by the research. Then again, by complying with program requirements, we 

have limited the teacher ' s capacity for meeting the wide-ranging needs of students. 

Research studies show that the more positive our attitude, the more likely we are 

to engage in an activity (Ryan & Deci, 2000; Sainsbury, 2004). For educators, it is 

imperative that we provide students with positive learning experiences that build self

esteem and self-efficacy. Then again, much of the existing research conducted in this 

realm has been qualitative and not readily embraced by the National Reading Panel 

(NICHHD, 2000). 

Enrichment Versus the Basics 

It is an anomaly why students who have the benefit of being average or above 

average students also have the privilege of attending enrichment classes while students 

who struggle with motivation and engagement are sent back to the basics. After all , 

enrichment classes, at their best, are prime examples of quality teaching and learning. 

Visit any enrichment class and observe all or some of the following: Inquiry-based 

learning, hands-on learning, project-based learning, cooperative and collaborative 
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learning, authentic learning, and culturally diverse learning. Here one will witness the 

integration of art, music, and drama as books and words are infused with meaning and 

emotion. 

But it doesn't end there. Observe the faces of the students in those classes. They 

are questioning, explaining, suggesting, experimenting, exploring, practicing, expressing, 

and learning. Concurrently, visit an intervention reading group. Students listen while 

teachers deliver a scripted program of skill , drill, and rote learning. Observe the faces of 

the students in those classes. Teachers come to see their disengaged students as 

unmotivated. One should question the inequity of such a system. 

It is reasonable to expect that struggling readers receive additional support in 

reading. However, the key word is "additional." Rather, for some students, remediation 

becomes the core of their educational experience. Consider for a moment the resounding 

implications of this practice. Many of our at-risk students lack the background knowledge 

necessary to understand the elements of text on which they will be assessed. All students, 

including struggling readers, must be provided with enriching classes that provide them 

with opportunities to expand their knowledge of themselves and their knowledge of the 

world in which they live. 

Educational scholars since Dewey, 1938 (Gambrell, 1996; Guthrie, Hoa et al 

2006; Taylor et al., 1990) have continued to advocate that stimulating tasks and learning 

environments influence both student motivation and academic achievement. Motivation 

that fosters self-esteem and self-efficacy can lead to improved academic achievement. . 

The dictionary (Encarta World English On-line Dictionary, 2007) defines basic to 

mean plain and simple rather than elaborate or complicated, without anything extra, 
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serving as a starting point or minimum. Enrichment is defined to mean given an added 

feature that enhances and improves the quality of something or the addition of 

characteristics or elements that improve somebody or something. Our most at-risk 

students often receive only a basic education that is without anything extra. Perhaps this 

is why our struggling readers continue to demonstrate minimal growth. 

Literacy Learning for All 

There cannot be a study of literacy learning without addressing the importance of 

the school and classroom libraries (Krashen, 2005). A mainstay of the schools' literacy 

program, libraries require books and magazines that engage, excite, stimulate, motivate, 

and inspire. The marketplace for author studies, wide-ranging topics, and culturally 

diverse samplings, the library must be visually appealing and readily assessable. If we 

want our students to read for the joy and the pleasure, schools must provide a 

connoisseur's delight that entices and excites the reader's appetite. 

Culturally Responsive Teaching 

While schools must endeavor to provide all students with meaningful, engaging, 

and authentic curriculum, this need is markedly urgent for at-risk students (Flood & 

Anders, 2005). According to Vygotsky, "Children grow in to the intellectual environment 

they are in" (1978, p. 89). As schools today are a reflection of the global society in which 

we live, teachers must engage in professional development that prepares them to meet the 

needs of a diverse student population. By learning to "recognize, honor, and incorporate 

the personal abilities of students into their teaching strategies" educators begin to bridge 

the gap in student achievement (Gay, 2000, p. 1 ). "Additionally, educators can then 

arouse student interest in their own learning by relating learning to personal experience" 
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(Gay, p. 3). Educators must continue to explore the role of reading attitudes and reading 

practices in educating Black, White, and Hispanic students. 

Future Directions 

While much has been learned from this study, many questions remain 

unanswered. The Report of the National Reading Panel (NICHHD, 2000) and the No 

Child Leji Behind Act of2001 have had profound implications on what teachers teach and 

on how children learn. In some cases, we have created a situation in which students 

choose not to read even though they can. 

Recently, I was asked to provide classroom coverage for a teacher who was at an 

ESE re-evaluation meeting. I began by asking her third-grade students to define reading. 

At first, the students looked vague and vastly confused as though I had asked a trick 

question. However, I persisted and asked the question again. Responses were slow to 

come, with most students quick to recall fundamental reading tasks. I went on further to 

ask the students why they read. Many said they read in order to get good grades and 

some said they read in order to learn. Missing from their responses, and of great concern, 

was their lack of passion and their sense of joy for reading. 

As a reading teacher, I have often been able to teach most children how to read . 

However, the missing link for turning children who can read into children who do read is 

in creating in students the joy of reading. That is why, in some cases, responses from the 

survey were troubling. When students were asked what would encourage them to read 

more, boys overall showed little interest in any of the incentives offered (Figure 6). Yet, 

these are the very incentives that are commonly found in many classrooms. Clearly, we 

do not have a true understanding of what would engage, excite, and encourage boys to 
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read. This is evidenced in the divide that exists in reading achievement for boys and girls, 

with girls out-performing boys in every age group. Further studies are needed to help 

educators better understand ways in which to engage boys in reading. Perhaps a 

questionnaire could do much to align student needs with student incentives for learning. 

There is no way to discuss creating a joy of reading without discussing what 

children like to read. Providing students with a wide variety of meaningful and relative 

book choices that appeal to their interests, reflect their cultures, spark their imaginations, 

mirror their life styles, or tickle their fancies may make a difference in whether children 

pick up a book or turn on the TV. What we see and what children are telling us is that 

books are not interesting (Figure 4). Teachers developing classroom libraries and media 

specialists creating school libraries must consider their student population. Letting 

students take part in choosing the books for their classroom and media libraries, may go a 

long way in motivating children to read . 

Home-school connections are vital to the learning and to the academic success of 

children. Results from this study revealed that there was an adverse affect on student 

achievement when parents spoke to their children about reading. Recognizing this, 

schools should offer training opportunities that provide parents with the tools and 

strategies they need to establish a meaningful reading dialogue with their children. As 

parents are a child's first teacher, schools must continue to investigate ways to support 

family literacy. 

Teachers must never forget that they can learn much from their students. Children 

bring with them curiosity, excitement, and inquisitiveness. Handled with care, their 

treasures can nurture their beliefs and expectations, cultivate their attitudes and thoughts, 
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and engage their imagination and spirit. As teachers we must never forget that the life 

lessons we teach our students today will develop the attitudes that will guide them 

tomorrow. 
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TEACHER CONSENT FORM 

Title ofthe Research Study: 

How do children's attitudes towards reading relate to their reading practice and their 

reading achievement? 

Investigators: 

Dr. Janet Towell, Ph.D. and, Lorraine Galipault, Doctoral Student 

Purpose: 

To determine to what degree reading attitudes and readings practices are predictors of 

reading achievement for 3rd grade students. 

Procedures: 

Your participation in this four-week study will consist all of the following: 

• 

• 

• 

The classroom teacher will facilitate the collection of data germane to the study . 

The classroom teacher will designate one 45-minute class period in which the 

researcher will explain the study and orally administer the reading attitude survey 

to the entire third grade class. 

The classroom teacher will facilitate the daily collection of reading logs for a 

period of six weeks. 
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If you agree to participate you must read and sign the written consent form. You have 

the right to decline any or all of these activities. If you agree to any or all of these 

activities, check the appropriate box and sign the consent form. You may request a copy 

ofthe completed study. 

Risks: 

The risks involved with participation in this study are no more than one would experience 

in regular daily activities. 

Benefits: 

Potential benefits that subjects may attain from participation in this research study 

include a greater knowledge of children's attitudes towards reading and the satisfaction of 

knowing that they have contributed to a better understanding of the factors that contribute 

to reading achievement. 

Data Collection and Storage: 

All of the results will be kept confidential and secure and only the people working with 

the study will see your data, unless required by law. 

Contact Information: 

For related problems or questions regarding your rights as a subject, the Division of 

Research of Florida Atlantic University can be contacted. For other questions about the 

study, you should call the principal investigators, 
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Dr. Janet Towell or Lorraine Galipault. 

Consent Statement: 

I have read or had read to me the preceding information describing thi s study. All my 

questions have been answered to my satisfaction. I am 18 years of age or older and freely 

consent to participate. I understand that I am free to withdraw from the study at any time 

without penalty. I have received a copy of this consent form. 

Signature of Subject: _______ Date: ____ _ 

Signature of Investigator: Date: ____ _ 
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April 18, 2007 

Dear Third Grade Parents and Guardians, 

After having taught for thirty-six years, thirty-four of those in Broward County, I 

have elected to continue my education at Florida Atlantic University. I am 

currently in the final stages of the doctoral program, needing only to complete the 

dissertation. 

I have chosen to do my research on the reading habits of our third grade students. 

It is my hope that my research will contribute to a better understanding of the 

reading preferences of students and how this relates to student achievement. 

The study includes two parts. The students will be asked to complete a reading 

survey to determine what they like to read. In addition, they will be asked to turn 

in a weekly reading log. 

I am requesting your support in this endeavor by asking that you allow your child 

to participate in this study. Please sign and return the Parent Consent Form to 

your child's teacher. If you have any questions about this study, please feel free to 

contact me. 

Thank you for your support. 

Ms. L. Galipault 
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Title of the Research Study: 

How do children's attitudes towards reading relate to their reading practice and their 

reading achievement? 

Investigators: 

Dr. Janet Towell, Ph.D. , and Lorraine Galipault, Doctoral Student 

Purpose: Purpose ofthe study: 

To determine to what degree reading attitudes and readings practices are predictors of 

reading achievement for 3rd grade students. 

Procedures: 

Participation in this study will require your child to take a reading attitude survey to 

determine what 3rd grade students like to read. Students will also keep a four-week 

reading log of what they read and how long they read. 

Alternative Procedures: 

If you do not want your child to participate, then she/he will be allowed to study as usual. 

Risks: 

The risks involved with participation in this study are no more than your child would 

experience in regular daily activities. It is unlikely your child will experience any harm or 

discomfort. 
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Benefits: 

Potential benefits that subjects may attain from participation in this research study 

include a greater knowledge of children 's attitudes towards reading and the satisfaction of 

knowing that they have contributed to a better understanding of the factors that contribute 

to reading achievement. 

Data Collection & Storage: 

Any information collected about your child will be kept confidential and secure and only 

the people working with the study will see your child's data, unless required by law. The 

data wi II be kept for one year and then destroyed. 

Contact Information: 

For questions or problems regarding your child's rights as a research subject, you can 

contact the Florida Atlantic University Division of Research. For other questions about 

the study, you should call the principal investigators 

Dr. Janet Towell or Lorraine Galipault. 

Consent Statement: 

I have read, or had read to me, the information describing this study. All of my questions 

have been answered to my satisfaction. I allow my child to take part in this study. My 

child can stop participating at any time without giving any reason and without penalty. l 

can ask to have the information related to my child returned to me, removed from the 

research records, or destroyed. I have received a copy of this consent form. 
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Signature of Parent or Guardian: ____ Date: ___ _ 

Signature of Investigator: Date: _ ___ _ 
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Title of the Research Study: 

How do children's attitudes towards reading relate to their reading practice and their 

reading achievement? 

Researchers from Florida Atlantic University are trying to learn how to help children do 

better in reading. You have been asked to participate because we want to know what you 

like to read. If you decide to participate in this study, you will be asked to take a survey 

and to keep a reading log. You will be asked about the kinds of books you like to read 

and how much time you spend reading them. This study will take place at school and 

should last about four weeks. 

The researchers hope that this study will help them learn more about reading. 

You do not have to be in this study if you don 't want to and you can quit the study at any 

time. If you don ' t like a question, you don 't have to answer it and, if you ask, your 

answers will not be used in the study. No one will get mad at you if you decide you don't 

want to participate. All participants will be invited to an ice cream party at the end of the 

study. 

Other than the researchers, no one will know your answers, including your teachers, 

friends, or other children. If you have any questions, please ask Ms. Galipault. 
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This research study has been explained to me and I agree to be in this study. 

Subject's Signature for Assent Date 

Check the one that applies (to be completed by person conducting assent discussion). 

0 The subject is capable of reading and understanding the assent form and has signed 
above as documentation of assent to take part in this study. 

0 The subject is not capable of reading the assent form, however, the information was 
explained verbally to the subject who signed above to acknowledge the verbal 
explanation and his/her assent to take part in this study. 

Name of Person Obtaining Assent (Print) 

Signature of Person Obtaining Assent Date 
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School number PupiiiD number ~L---'---'----' 
We want to know what you think about reading. 

Thank you for taking part in this questionnaire. Don 't try to write what you think 
teachers want you to write; tell us what you really think. This is anonymous; no 
one will know what answers you have given . 

All About You 

1.Are you a: __ Boy Girl 

2. How old are you? D (In years. For example. if you are eight. write 
08.) 

3. Do you get free school meals? __ Yes No Don 't know 

4. How much do you enjoy reading? Check one only. 

Not at all A bit Quite a lot __ Very much 

5. On a scale of 1 - 10, how good a reader do you think you are? 
Check one only. 

Not a very good reader Average reader Excellent reader 
1 2 3 4 5 6 7 8 9 10 

6. How often do you read outside of school? Check one box only. 

__ Every day or almost every day 

Once or twice a month 
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Once or twice a week 

Never or almost never 



7. Do you think you read enough? Check one box only. 

Yes. 

No, but I would like to read more. 

No, and I don 't want to read more. 

8. How many books do you think there are in your home? 
Check one box only. 

None 

1-10 

11-50 

51-100 

101-250 

251-500 

More than 500 

9. How often do you talk with your family about what you are reading? 
Check one box only. 

__ Every day or almost every day 

Once or twice a month 

What you think about reading? 

Once or twice a week 

Never or almost never 

10. What do you think about reading? Circle one for each statement. 

1. Strongly Agree 2. Agree 3. Neither Agree Nor Disagree 4 . Disagree 5. Strongly Disagree 

Reading is more for girls than boys. 1 2 3 4 5 

Reading is boring . 1 2 3 4 5 

Reading is hard for me. 1 2 3 4 5 
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Reading is important. 1 2 

I can't find books that interest me. 1 2 

I read outside of school. 1 2 

I like going to the library. 1 2 

I would be happy if someone gave me a book as a present. 
1 2 3 4 5 

I do not read as well as other students in my class . 
1 2 3 4 5 

11. I read because: (Check as many as you like.) 

__ It teaches me how other people live and feel. 

__ It will help me get a job. 

__ It helps me understand more of the world . 

It is a skill for life. 

__ It helps me find out what I want/need to know. 

__ It gives me a break. 

__ It helps me understand more about myself. 

I have to. 

__ I want to go to college. 

It is fun . 

12. Which of the following do you read outside of class? 
Check as many as you like. 

3 

3 

3 

3 

Websites _ _ Newspapers Series 

4 

4 

4 

4 

_ _ Magazines Jokes Books Non-fiction 

5 

5 

5 

5 

Fiction 

__ Biographies 

__ Chapter books 

__ Text messages 
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__ Trading Cards 

__ Plays 



Emails 

__ Catalogues 

Cookbooks 

Audio-books 

Travel books 

__ Song lyrics 

__ Encyclopedias 

Advertisements 

__ Books & magazines about lV programs 

__ Poetry 

__ Posters/signs 

Menus 

Comics 

Manuals/instructions 

__ Books & magazines in a language other than English 

13. What types of fiction do you like reading? Check as many as you like. 

Adventure 

__ Mystery 

__ Comedy 

__ Sports fiction 

Action 

__ Suspense 

Science-fiction 

Rea I i stic-fiction 

Historical-fiction 

Detective 

Romance 

__ Comedy 

__ Fantasy 

Westerns 

14. Where do you like reading? Check as many as you like. 

Home: __ Living room Bedroom Bathroom 

__ Family Room Kitchen Porch 

School: Classroom __ School library __ Playground --

__ Hallway __ Reading Center Cafeteria 

Community: __ Bus or car Restaurant __ City Library 

Park Friend's house After Care 

15. I would be more likely to read if: Check as many as you like. 

I had more time. 

__ Books had more pictures. 

Someone read aloud to me. 

Libraries were better. 

__ Books were cheaper. 

The stories were shorter. 

__ My school encouraged me more. __ I enjoyed it more. 
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__ I had better eyesight. Libraries were closer. 

__ I found reading easier. __ My friends read more 

I knew what to read. __ My family encouraged me more. 

If I could find books I like. __ It was about subjects I am interested in . 

16. Which activities would encourage you and others read more? 
Check as many as you like. 

__ Reading in groups with friends 

__ Talking to friends about my favorite books 

_ _ Playing reading games 

__ Designing websites 

Rewards 

__ Peer pressure 

__ Reading with my teacher 

__ Meeting authors 

__ Writing book reviews 

__ Acting out plays 

__ Having books on tape 

__ Reading on the computer 

Time to read in class 

__ Making up my own stories 

_ _ Helping choose books for the classroom library 

__ Helping younger children with their reading 

__ Designing book displays for the library 

_ _ Rating books for your class 

__ Reading books about movie stars or sports figures . 

__ Using technology to interact with stories 

Reading with other people 

17. Who taught you to read? Check as many as you like. 

Mom 

Dad 

Friend 

Other 

Aunt/Uncle 

__ Grandparent 

Teacher 
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_ _ Neighbor 

Brother/sister 

_ _ Teaching Ass istant 



18. Who reads with you? Check as many as you like. 

Grandmother 

Friend 

__ Mom/step-mom 

Grandfather 

Teacher 

__ Dad/step-dad 

Brother/sister 

Librarian __ Teaching assistant 

Other 

19. Does your mom, dad or caretaker encourage you to read? 

Mom/step-mom: Yes, a lot __ Yes, sometimes 

Dad/step-dad: __ Yes, a lot __ Yes, sometimes 

Caretaker: __ Yes, a lot __ Yes, sometimes 

No, not at all 

No, not at all 

No, not at all 

20. Does your mom, dad or caretaker spend time reading? 

Mom/step-mom: __ Yes, a lot __ Yes, sometimes 

Dad/step-dad: __ Yes, a lot __ Yes, sometimes 

Caretaker: __ Yes, a lot __ Yes, sometimes 

No, not at all 

No, not at all 

No, not at all 

21. Who should encourage you to enjoy reading? Check one only. 

School Home Both Neither Don't know 

22. Who should teach you to read? Check one only. 

School Home Both Neither Don't know 

23. How many of the following do you have at home? Check as many as you 
like. 
__ A computer __ A desk of your own 

__ Books of your own __ Access to magazines 

__ Access to a daily newspaper 
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MY READING LOG 

Today's Title of Start Stop Minutes I Where I Where I Got 
Date Book Page Page Read Read This Book 
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