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CHAPTER 1
INTRODUCTION

A foundational belief of educational practice is providing high quality core instruction
that encompasses effective and accurate implementation of academic standards and curriculum.
Research-based instruction must be implemented with integrity for all students (Hoover, 2011).
The multiplicity of learning needs in reading have been met with distinctive formats using
various interventions. Response to Intervention (RTI) is a framework that links core instruction
and interventions and has provided an organizational structure developed in stages. It allows
educators to meet student needs when those needs arise, rather than waiting for students to fail
(Brown-Chidsey & Steege, 2010). RTI has more recently been referred to as Multi-Tiered
Systems of Support (MTSS) (Greenwood et al., 2011).

According to Jackson, Pretti-Frontczak, Harjusola-Webb, Grisham-Brown, and Romani,
(2009) response to intervention/multitiered systems of support (RTI/MTSS) instruction is a
"multitiered, problem-solving approach that addresses the learning difficulties of a// children"
(p. 424). Response to intervention/multitiered systems of support is driven by outcomes and
integrates prevention and intervention (Jackson et al., 2009). It supports schools in delivering
sound instructional practices to students who otherwise might fail (Brown-Chidsey & Steege,
2010). Another way of defining RTI/MTSS is as a framework for using academic and behavior
data to allocate resources to assist the most significant number of students in the most efficient
way (Burns, Riley-Tillman, & VanDerHeyden, 2012). RTI/MTSS is considered a prevention
model rather than a "wait for students to fail" model (Brown-Chidsey & Steege, 2010, p. 2),
catching students early, before their achievement is far behind their grade-level peers. It includes

high-quality core instruction, frequent assessments, and data based decision-making (Brown-
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Chidsey & Steege, 2010). The result of this framework’s employment in a school is an improved
education for all students. The ultimate goal of the RTI/MTSS model is to meet the needs of
students when they initially struggle, rather than waiting for them to qualify for special education
services. The reauthorization of the Individuals with Disabilities Education Act (IDEA) of 2004
included using RTI/MTSS data in the process of identifying specific learning disabilities.
Improving educational outcomes for children with disabilities is emphasized in IDEA, by
ensuring equal opportunity and full participation with individuals without disabilities (IDEA,
2004). According to Stephens (2013), “RTI has the potential to help the field shift from a focus
on accountability to those outside the classroom to responsibility for the children in our
classrooms” (p. xii1). It is essential, then, to examine core instruction in a general education
classroom (Jones, Yssel, & Grant, 2012). Figure 1 illustrates the RTI/MTSS conceptual
framework.

Intensive Individual Instruction

Identified Objectives Based on Academic
Standards

Scientifically-Based Direct, Systematic,
Explicit Reading Instruction

Strategic Small-Group Instruction

Identified Objectives Based on Academic
Standards

Scientifically-Based Direct, Systematic, Explicit
Reading Instruction

Cohesive Progress Monitoring & Data Collection
System

Identified Objectives Based on Academic Standards
Scientifically-Based Reading Instruction
Instruction Encompasses Straightforward Skills & Challenging Skills
Cohesive Assessment System Including
Cohesive Data Collection System

Figure 1. RTI/MTSS Conceptual Framework

Adapted from: (Brown-Chidsey & Steege, 2011)
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The first essential component of an ideal RTI/MTSS program at the elementary level is
high-quality core instruction (Tier 1). Embedded in Tier 1 (core) instruction are content/skills
connected with the mandated state or district research-based curriculum (Hoover, 2011). An
integral element of high-quality core reading instruction is excellent research-based reading
instruction that emphasizes the five essential components of reading (Harn, Kame’enui, &
Simmons, 2007). The design of this exemplary instruction is meant to meet the needs of a
majority of students in the class (Vaughn, Wanzek, Woodruff, & Linan-Thompson, 2007).
Various student reading skill levels must be addressed by implementing instructional practices
that will meet all students' needs and increase reading proficiency. Such instructional practices
include, "balanced, explicit, and systematic reading instruction that fosters both code-based and
text-based strategies for word identification and comprehension" (Vellutino, Scanlon, Small,
Fanuele, & Sweeney, 2007, p.186). It is important to note that this type of strategy instruction
combined with direct skill instruction has been found to produce significant growth in reading
comprehension for students with learning disabilities. These students are included in a general
education classroom and receive Tier 1, core-reading instruction (Klingner, Urbach, Golos,
Brownell, & Menon, 2010).

High-caliber literacy instruction recognizes the need to modify instructional practices to
prevent at-risk students' reading problems, meet the educational needs of students with
disabilities, and ensure reading growth in all students. It is the responsibility of educators in
charge of teaching reading to select teaching materials and methods that will produce optimal
student growth (Brown-Chidsey & Steege, 2011; Jefferson, Grant, & Sander, 2017; Stephens,
2013). Examining current research provides insight into the best instructional practices that will

increase reading proficiency. Students' reading success requires two additional key elements:
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student access to various levels of text to support them in developing a genuine love of reading;
students embracing the fact that reading has meaning and purpose (Hoffman, 2017; Stephens,
2013). In order to support and accelerate the progress of every reader, it is imperative that
students have opportunities to read, and to be immersed in multiple experiences in which they
engage with a text (Hoffman, 2017; Sparks, Patton, & Murdoch, 2014; Stephens, 2013).
Statement of the Research Problem

Considerable research affirms the significance of extensive and frequent reading for all
students (Sparks et al., 2013). Reading selections must include a broad range of literature, and
early exposure to print results in a greater ability and desire to read (Sparks et al., 2013). There
are consistent findings across studies, years, and grade levels regarding the limited amount of
time students with reading difficulties, including students identified with learning or
emotional/behavioral difficulties, have to actively engage in reading print in general education
(Vaughn, Levy, Coleman, & Bos, 2002; Wanzek, Roberts, Al Otaiba, & Kent, 2014). The
amount of time students engage in print impacts reading proficiency (Chard & Kameenui, 2014;
Mol & Bus, 2014; Sparks et al., 2014; Wanzek et al., 2011).

Definite factors that influence engagement with print include providing independent
reading (Sanacore, 2002), time to read, and high success reading opportunities (Allington, 2013).
Other vital factors that influence print engagement include reading voluntarily (Stahl & Nagy,
2006), student interest and positive effect for reading (Mol & Bus, 2011), and student choice of
text (Guthrie et al., 2007). It follows, then, that increased engagement with print increases
reading proficiency, signifying a relationship exists between critical reading engagement
variables and reading proficiency. Identification of critical reading engagement factors that hold

a substantial relationship with reading proficiency may provide instructional insight for core
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(Tier 1) reading instruction.
Purpose of the Study

The purpose of the current study was to investigate the relationship between critical
reading engagement variables and reading proficiency. Essential elements include self-
confidence, motivation to read, student choice (self-selection) of text, discussion of the text read,
and reading outside of school/voluntary reading/leisure reading (Chard & Kameenui, 2014;
Guthrie et al., 2007; Mol & Bus, 2011; Mol & Bus, 2014; Sparks et al., 2014; Stahl & Nagy,
2006; Wanzek et al., 2011). This initial research sought to analyze the factors both inside (Tier
1, core reading instruction) and outside of school to determine the relationship between the
aforementioned elements and reading proficiency for grade four. The goal was to provide insight
into possible instructional practices that teachers of reading may employ to increase engagement
with print for all students, foster a love of reading, and lead to enhanced reading proficiency.
Significance of the Study

A love of reading increases the volume of reading, resulting in more increased reading
proficiency. Based on the review of the literature, due to the current culture of high-stakes
testing, educators are at a critical time in creating a personal love of reading for students (Troyer,
Kim, Hale, Wantchekon, & Armstrong, 2018; van Bergen et al., 2018). Further, the broad
review of the literature indicated five key factors that impact student engagement with print.
These particular variables have not been investigated together in a singular research study using
large-scale student assessment data. This study’s goal was to accomplish such an analysis,
seeking to identify which crucial variables have the most substantial relationship with reading
proficiency. Based on the results, implications for instruction will be acknowledged. Figure 2

illustrates the significance of the current study:
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Comprehension
Technical Reading

Spelling Skills

Print
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Word Recognition Spelling
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Figure 2. Print Engagement and Reading Proficiency
Research Questions
Current initial research examined the relationship between student print engagement with
print variables and reading proficiency, and analyzes factors both inside (Tier 1, core reading
instruction) and outside of school to determine how these variables relate to reading proficiency.
The goal was to identify which print engagement variable had a more significant relationship
with reading proficiency. The research questions were:

1. What is the relationship between student motivation and reading proficiency for students
in fourth grade? If a relationship is found, then control variables will be applied to
determine how they affect the relationship. Analysis will include controlling for the
effects of the following: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

2. What is the relationship between student reading self-confidence and reading proficiency
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for all students in fourth grade? If a relationship is found, then control variables will be
applied to determine how they affect the relationship. Analysis will include controlling
for the effects of the following: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

3. What is the relationship between student choice (self-selection) of text and reading
proficiency for students in fourth grade? If a relationship is found, then control variables
will be applied to determine how they affect the relationship. Analysis will include
controlling for the effects of the following: (a) disability status; (b) National School
Punch Program eligibility; (c) gender; and (d) race/ethnicity.

4. What is the relationship between discussion of text read and reading proficiency for
students in fourth grade? If a relationship is found, then control variables will be applied
to determine how they affect the relationship. Analysis will include controlling for the
effects of the following: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

5. What is the relationship between reading outside of school/voluntary reading/leisure
reading and reading proficiency for students in fourth grade? If a relationship is found,
then control variables will be applied to determine how they affect the relationship.
Analysis will include controlling for the effects of the following: (a) disability status; (b)
National School Lunch Program eligibility; (c) gender; (d) and race/ethnicity.

Delimitations
The following were the delimitations placed on this research:
1. The research examined the fourth grade National Assessment of Educational Progress

(NAEP) reading assessment results. The NAEP is given to grades four, eight, and
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twelve.
2. The research examined five contextual background variables as a result of the broad
literature review.
3. Finally, the analysis of trend data included the last five assessment years.

Definitions of Terms

The current research defined critical terms in the following manner:
Reading 1s, “an active and complex process that involves understanding written text, developing
and interpreting meaning, and using meaning as appropriate to type of text, purpose, and
situation” (American Institute for Research, 2009).
Reading proficiency is the ability to read various texts and respond to those texts by answering
selected-response and constructed-response questions (American Institute for Research, 2009).
Engagement with Print/Print Exposure is students reading text on their own or students being
read to by someone else. It is the students' experiences with text.
Intrinsic Motivation to Read is an individual’s disposition to read because the process of reading
1s rewarding and satisfying in its own right (Guthrie, Wigfield, & VonSecker, 2000; Guthrie,
Klauda, & Ho, 2013).
Extrinsic Reading Motivation is reading for reasons that are external to both the activity of
reading and the topic of the text (Guthrie, Wigfield, & VonSecker, 2000; Guthrie, Klauda, & Ho,
2013).
Student Choice of Text is student self-selection of reading material.
Discussion of Text is engaging in conversations about text read.
Reading outside of school/free voluntary reading/leisure reading/recreational reading is

extracurricular reading; what the student chooses to read outside the school setting.
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Summary

Response to Instruction/Intervention (RTI/MTSS), included in the reauthorization of
IDEA 2004, supports improving educational outcomes for students with and without disabilities.
High-quality core reading instruction is the critical first tier of RTI/MTSS. It is imperative that
teachers implement research-based instructional strategies that foster ongoing reading progress
for all students. Research upholds the value of frequent and extensive reading for all students,
yet further research reveals students have limited time engaged with reading print. Reading
proficiency is impacted by the amount of time students engage in print. There are definite
factors that influence engagement with print. This initial research investigated the relationship

between critical reading engagement factors and reading proficiency.
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CHAPTER 2
REVIEW OF RELATED LITERATURE

Josie, a third-grader, was achieving not only below her grade level but also below her
ability. She struggled to read and preferred not to engage with a text. Josie’s teacher worked
closely with a reading interventionist to come up with a plan to help Josie become a motivated
reader who found purpose and meaning in reading. First, the core reading instruction (Tier 1)
was analyzed, and changes implemented during Josie's guided reading group to include strategy
instruction using modeling. An assessment was also conducted to identify skill deficits and
interventions implemented to meet student needs. Finally, Josie was linked with books that
interested her. She engaged in discussion of the books she read for both core instruction and her
intervention group. Josie was provided time daily to read books of her choice. Her reading
proficiency increased as her motivation and confidence increased.

As her confidence improved, Josie increasingly requested time to read the books she
chose herself. She sought opportunities to discuss the text she read, and after following this plan
for four months, Josie's reading proficiency increased. She was now achieving on grade level in
reading. Josie had become a confident, motivated reader who found purpose and joy in reading.
In the words of Becker, McElvany, and Korthenbruck (2010), ". . . students lack motivation
because they do not experience progress and competence" (p. 782). Josie was this student. As
she experienced progress, her competency increased, as did her self-confidence for reading and
finally, her motivation to read.

Reading research spans many decades and is ongoing. It encompasses academic studies
completed for scholarly work only, as well as those developed for federal education policy

(Kamil, 2012). According to the National Reading Panel, more than 100,000 research studies in
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reading were conducted between 1966 to 1999, and an estimated 15,000 prior to that time
(Kamil, 2012). Reading research has been influenced by various scholars, as the reading process
and instruction were explored. Huey’s (1908) early research guided subsequent research not
only in analyzing the reading process but also in pursuing a critically organized analysis of
reading research. Anderson, Reynolds, Schallert, and Goetz, (1977) research impacted both
reading instruction and subsequent research as they examined the application of schema theory
to the reading process. Eleven years later, a summarization of reading research was published
proposing improved reading instruction guided by extensive research (Anderson et al., 1988).

Studies in reading continue providing insights on instructional strategies and educational
policy. Reading is a complex construct and has a multiplicity of definitions, and the
conceptualization of reading has changed over time, depending on the researcher. Huey’s (1908)
definition of reading focused on meaning rather than decoding. The Report of the National
Reading Panel (NICHD, 2000) defined reading as five individual skills composed of phonemic
awareness, phonics, fluency, vocabulary, and comprehension. Mol and Bus (2011) defined
reading as “. . . the cognitive process of understanding speech that is written down" (p. 267).
Finally, Malloy, Marinak, and Gambrell (2019) stated, “Comprehensive literacy is
comprehending the thoughts, ideas, and intentions of others, or in communicating the thoughts,
ideas, and intentions o others” (p. 7). This inclusive view of literacy combines, . . . three
reciprocal modes of communicating: speaking/listening, reading/writing, and
viewing/representing” (Malloy, Marinak, & Gambrell, 2019, p. 7). The comprehensive definition
of Malloy, Marinak, and Gambrell (2019) aligns with this study.

Educators strive to develop students' reading capacity to empower lifelong readers. It is

imperative to connect a lifetime literacy perspective with elements in literacy instruction that
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have the most significant impact toward reaching the goal of maturing steadfast readers. In the
current culture of high stakes reading assessment, reading instruction is often dissected into
specific skills and strategies (Allington, 2014). In recent years, students appear to be spending
less time reading than their predecessors. (Allington, 2014). This finding regarding minimal
reading time encompasses all students, including students with disabilities. For students with
disabilities, reduced reading time occurs in both their general education classroom and the
special education setting in which they receive reading instruction (Vaughn et al., 2002).
Student engagement with print (print exposure) has been determined a vital component of the
reading process (Allington, 2014; van Bergen et al., 2018; Hudson & Williams, 2015; Mol &
Bus, 2011; Sanacore, 2002; Sparks et al., 2014; Wanzek, Roberts, Al Otaiba, S., & Kent, 2014).

Kohn (2010) asserted that one-way to severely hurt students' motivation to read is to
"Quantify their reading assignments" (p.16). Quantifying reading may be defined as requiring
students to read a particular level of text, number of pages, or a required number of minutes.
This type of literacy instruction consists of teaching skills and strategies with students being
allowed minimal time to truly engage with print. Such practices result in the task of reading
instead of developing a love for reading (Allington, 2014; Kohn, 2010; Stephens, 2013). To
facilitate the development of a love for reading, teacher guidance must be given to assist students
in recognizing reading as an experience that is about making meaning. For students to
experience reading as meaning making, they must encounter text with captivating characters,
delightful prose, and stimulating ideas (Huey, 1908; Kohn, 2010).

Several studies have identified the ways in which limited engagement with print may
impact reading proficiency. Wanzek, Roberts, Al Otaiba, and Kent (2014) described increased

print exposure that resulted in increased proficiency in comprehension and technical reading/
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spelling skills. Students at risk of becoming struggling readers received skill instruction but had

limited opportunities to apply learned skills to reading print. However, at-risk students placed in
classrooms in which they spent more time actively engaged reading had higher reading outcomes
at the end of the school year (Wanzek et al., 2014).

In their meta-analysis of print exposure Mol and Bus (2011) provided evidence of the
relationship between student engagement with print and reading achievement. The results of
their research suggest that print engagement in kindergarten predicted end-of-the-year reading
achievement in letter and word recognition, decoding, and reading comprehension. Students had
higher end-of-the-year reading outcomes. In addition, Sparks, Patton, and Murdoch (2014)
conducted research in which they replicated a longitudinal study over ten years that examined the
impact of the diversity of print exposure on various measures of reading achievement and
declarative (general) knowledge. Unlike previous research (Cunningham & Stanovich, 1997)
Sparks, Patton, and Murdoch (2014) included a greater number of participants and additional
measures of literacy and language skills Their investigation administered reading, spelling,
vocabulary, 1Q, and listening comprehension measures to fifty-four first graders, following
student progress to the end of tenth grade. Print exposure was measured with three instruments.
First, the Author Recognition Test (ART), a checklist with the full names of eighty authors was
presented. Second, The Magazine Recognition Test (MRT), similar to ART, was administered.
Finally, The Cultural Knowledge Checklist (CKC), a recognition test designed to measure
familiarity with prominent individuals who have shaped modern society, was given. Their
results provide additional evidence of the critical value of print exposure on the development of
life-long readers.

The first key result was print exposure and engagement in reading predicted the growth
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of reading ability, word decoding, spelling, vocabulary, and listening comprehension throughout
elementary grades (Sparks et al., 2014). Reading skills were measured by the Woodcock
Reading Mastery Test-Revised, the Test of Written Spelling-2, The Peabody Picture Vocabulary
Test-Revised, and The Woodcock Reading Mastery Test-Revised Passage Comprehension
subtest for listening comprehension. The Test of Cognitive Skills measured cognitive ability. In
tenth grade, the ISTEP Reading Test was used to assess reading and language, and the Test of
Cognitive Skills/2 assessed cognitive ability. The second key result suggested that early success
in reading and early development of language skills by second grade might be indicative of a
predilection toward the habit of reading and more engagement in reading-related activities. The
final key result was that print exposure predicted individual differences in reading ability and
word decoding throughout the elementary grades and also into the tenth grade on the ISTEP+
Reading measure. Children with strong reading skills engage more in reading than their less
skilled peers (Sparks et al., 2014). This research demonstrates the cumulative impact of a rapid
start in reading, spelling, and language skills and also suggests the significant effects of print
exposure throughout elementary school into high school.

In conclusion, research suggests that time engaged in print increases reading proficiency.
Consideration must be given to the variables that influence engagement with print. In a review
of related literature, key factors that impact engagement with print or print exposure and,
consequently, reading proficiency, are self-confidence, motivation to read, student choice of text,
discussion of a text read, and reading outside of school. Figure 3 illustrates these critical reading

engagement factors:
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Figure 3. Critical Reading Engagement Factors

Conceptual Framework

Literacy is a construct that has traditionally been defined as the ability to read and write.
It has also been referred to as the essential skills, strategies, and experiences implemented by
readers and writers when engaging with text (Madda, Griffo, Pearson, & Raphael, 2019). For the
current research, the definition of comprehensive literacy as defined by Malloy, Marinak, and
Gambrell (2019) has been accepted. Literacy is, “comprehending the thoughts, ideas, and
intentions of others, or in communicating the thoughts, ideas, and intentions zo others," (Malloy
etal., 2019, p. 7). This comprehensive view of literacy combines, “three reciprocal modes of
communicating: speaking/listening, reading/writing, and viewing/representing,” (Malloy et al.,
2019, p. 7). A more in-depth examination of literacy includes an analysis of reading theories and

their influence on reading instructional practices.
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In an optimal literacy program at the elementary level, a core value is a recognition that
students with academic difficulties benefit from instruction that is focused and directed at
identified objectives that students need to learn, advancing on a continuum from more
straightforward to more challenging skills (Denton, 2012). The preeminent literacy framework
includes a cohesive assessment and data collection system to guide decision-making. One way
to apply such a framework is through the Response to Intervention (RTI) process. RTI, more
recently referred to as Multi-Tiered Systems of Support (MTSS), is a process by which student
needs are met at the moment those needs arise and not after a period has elapsed when little to no
services have been provided. MTSS is systematic in that decisions for interventions are made
based on data with consistent progress monitoring (Brown-Chidsey & Steege, 2011; Burns, Rily-
Tillman, & VanDerHeyden, 2012; Hoover, 2011). Only Evidence-Based Interventions (EBIs)
are implemented whether the intervention occurs within the general education setting or in an
alternative setting (i.e., Learning Lab, Remediation Room). As student progress is monitored,
data are analyzed in order to track the effectiveness of the intervention and identify changes in
services that may need to occur. The assessment system would include a multiplicity of data,
including district-level, school-level, grade- level, classroom-level, and individual student-level
data (Nissman, 2017). When school corporations and elementary schools have a selected
universal screener in place, it is critical that the selected screener and other assessments yield
meaningful data for decision-making (Burns et al., 2012). Universal screening is the “process by
which all students are screened (usually three times per year) for progress toward curriculum
benchmarks or objectives” (Hoover, 2011, p. 5). The result of data analysis would identify

students who may benefit from targeted intervention.
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In the MTSS system, Tier 1(core) instruction, considered a primary prevention tier, is
quality evidence-based core classroom reading instruction for all students that includes universal
screening to identify students at risk for reading difficulties. The foundational belief is that if the
performance gap between typically developing readers and students at risk for reading
difficulties is addressed aggressively in the early stages of reading acquisition, more severe
reading problems may be prevented (Brown-Chidsey & Steege, 2010; Burns, Rily-Tillman, &
VanDerHeyden, 2012; Hoover, 2011). The National Reading Panel (NRP, 2000) and the
National Early Literacy Panel (NELP, 2008) identified five critical components of reading
instruction necessary for readers to successfully gain reading skills and reach the ultimate goal of
reading fluently and comprehending text. These components include phonological awareness,
phonics, fluency, vocabulary, and comprehension (NRP, 2000) and are identified as the “big
ideas” of reading (Bursuck & Blanks, 2010, p. 424; Haager, Dimino, & Pearlman Windmueller,
2014, p. 10). An extensive research base exists that supports employing effective interventions
for students at risk for and with reading difficulties in the elementary grades. For the majority of
students, targeted interventions result in significantly improved reading performance over time
(Vaughn et al., 2009). It is imperative that current research is examined to identify best practices
for all tiers of reading instruction.

Graney (2008) noted that teachers are often unaware of what comprises effective reading
instruction. The result may be that teachers engage in practices that have no basis in research
(Moats, 2007). The National Reading Panel (NRP, 2000) asserted that without evidence-based
instruction, thirty to sixty % of elementary students might fall behind in reading. In addition,
Stichter, Stormont & Lewis (2009) suggested that the %age of reading problems might be even

higher in high-poverty schools that lack quality reading instruction.
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The goal of all reading educators must be to guide students to self-identify as readers.
Denton (2012) argued that instruction provided to students with reading difficulties progresses
logically from easier to more challenging skills. Instruction must also be explicit, with extended
opportunities for guided and independent practice, and provide both corrective and positive
feedback with active student involvement, which will result in increased student learning. The
effect of such instruction on student learning will be an increase in the acquisition, fluency,
generalization, and adaptation of reading skills (Burns et al., 2012; Denton, 2012).

A strong foundation, or general education Tier 1 program is the base of a multi-tiered
system of increasing supports (MTSS) for both struggling and non-struggling learners. Core
(Tier 1) instruction must not focus on one particular instructional strategy, but on the most
efficient way to effectively reach the most significant number of students (Burns et al., 2012;
Swanson et al., 2017).

Various theories of reading have been articulated in the literature. According to Rayner,
Pollatsek, Ashby, & Clifton Jr. (2012), "a theory is a set of principles (assumptions or rules or
laws) that together constitute a verbal or mathematical description of an interesting phenomenon,
and an explanation of how or why the phenomenon happens" (p.21). In other words, a theory
expresses the essential attributes of a phenomenon, and reading theories articulate the vital
components of the reading process. Since theory is closely linked to behavior and practice, it is
of great importance to identify one’s reading theory (Tracey & Morrow, 2017). Synchronized
cohesive reading instruction should be based on a foundation of reading theory or theories. The
foundational theories for the current research include constructivist, affective, and social
learning.

Constructivist theory. An examination of the constructivist theory of reading reveals
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the active construction of knowledge by individuals. The focus for John Dewey, an initial
constructivist, was inquiry learning. Problem solving, schema, whole language, and inquiry are
all considered elements of constructivist theory and have impacted reading instruction (Bartlett,
Bartlett, & Kintsch, 1995; Goodman, 2014; Rosenblatt, 1994). In particular, the constructivist
theory has been utilized to explain how readers comprehend text. The reading process is one in
which the reader creates his/her messages while reading. Comprehension as a constant state of
mental activity concurs within a constructivist philosophical and educational theory. Knowledge
1s not passively received or delivered but constructed by the reader. The action is not just
physical but mental as well. Prior knowledge and nonvisual information provide what is
required to make sense of visual information arriving through our eyes (Smith, 2012). Instruction
that is implemented under constructivist theory is based on the belief that students can construct
knowledge independently and internally, understanding that reading is a process of making
meaning (Stephens, 2013). The student then has much ownership of his/her learning. According
to scholar and proponent of the constructivist theory, Frank Smith (2012), “reading can never be
separated from the intentions and interests of readers, or from the consequences that it has on
them,” (p. 178). Under a constructivist theory, student choice and social learning experiences are
heavily emphasized.

Affective theory. The reading process, through the lens of the affective theory, reveals
an emphasis on emotions, feelings, and affects (Immordino-Yang & Damasio, 2007). Affective
theory asserts that the human emotional system plays a central role in higher levels of cognitive
functioning, such as literacy learning. Fundamental is the role of students' emotional needs
concerning literacy achievement (Noltemeyer, Bush, Patton, & Bergen, 2012). Teachers must

not focus only on literacy instruction, but must also consider their students' emotional need for
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optimal literacy learning to occur. Affective theory addresses the critical nature of how teacher-
student relationships are linked to literacy; interest, engagement, motivation, and academic
achievement are also vital components (Bernstein-Yamashiro, & Noam, 2013).

Social learning theory. The social learning theory of reading highlights the principal
role of social interaction and social influences on literacy acquisition and learning (Bernstein,
1972; Vygotsky, 1978). Within social-learning theory, oral language plays a central role. In
essence, literacy learning is social, and students learn much from others. Students learn when
they comprehend, and other people assist in their understanding of a text. Children learn from
what others do as well as what others assist them in doing (Bandura, 1986; Bronfenbrenner,
1979; Moll, 1992). Children learn to read from people, not programs (Smith, 2012). Classroom
practices implemented within social learning theory include literature circles that include
discussion of a text read, morning meetings, shared readings, paired readings, and shared writing.

Figure 4 illustrates the theories the current research is based on:

Affective: Self-

Efficacy,
Motivation, &
Achievement
Constructivist:
Self-Efficacy, Y— Social
Student Choice Learning:
& Reading Discussion of
Outside of Text
School

For the Love
of Reading:

Theoretical
Framework

Figure 4. Reading Theoretical Framework
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Literature Review

Motivation. Becoming a lifetime reader is founded on developing a love of reading.
Students who find joy in reading will be motivated to read (Allington, 2014; Krashen, 2004;
Morgan & Fuchs, 2007; Routman, 2003; Sanacore, 2002; Stephens, 2013). Current research
indicates that student motivation strongly influences student engagement with print (Becker,
McElvany, & Kortenbruck, 2010), and by extension, confidence, and enjoyment. Intrinsic
motivation to read and reading competence are pointedly and positively correlated with each
other and are mediated by reading quantity (Miyamoto, Pfost, & Artelt, 2018). To cultivate
committed readers, intrinsic motivation versus extrinsic motivation is a necessity (Becker et al.,
2010).

Motivation defined. Motivation to read is a complex, multifaceted construct. Historical
research has delineated the difference between intrinsic and extrinsic motivation. Intrinsic
reading motivation is the willingness to read because the activity itself is regarded as satisfying
or rewarding, whereas extrinsic motivation to read is energized by its expected consequences
(Wigfield & Guthrie, 1997). More recently, definitions of reading motivation refer to intrinsic
reading motivation as individuals’ disposition to read because the process of reading is
rewarding and satisfying in its own right. Extrinsic reading motivation encompasses reasons for
reading that are external to both the activity of reading and the topic of the text (Guthrie,
Wigtield, & Von Secker, 2000; Guthrie, Klauda, & Ho, 2013). Further dissection reveals the
elements of (a) curiosity; (b) reading to learn more about personally interesting topics; (c)
involvement (enjoyment of texts); (d) self-confidence (a person’s perception of his /her
competence as a reader); and (e) autonomous recreational reading motivation (the choice to

engage in a behavior for one’s own enjoyment) (Stutz, Schaffner, & Schiefele, 2017; Troyer et
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al., 2018).

Measuring motivation. Measuring reading motivation can present a challenge for
scholars. Stutz et al., (2017) developed a measurement of reading motivation to identify its role
during the early stages of learning to comprehend text. This measurement, the "Reading
Motivation Questionnaire for Elementary Students (RMQ-E)" (Stutz et al., 2017, p. 442) was
presented to a large sample (1497) of elementary students in grades one through three.
Motivation to read was defined as curiosity, involvement, achievement, competition, and
recognition (Stutz et al., 2017). The focus was to accurately analyze the factor structure of the
assessment of reading motivation instrument (RMQ-E), "its measurement invariance across
grade levels and gender, and its predictive validity" (Stutz et al., 2017, p. 455). The results
revealed high levels of measurement invariance across grades and gender for the three intrinsic
motivation factors of curiosity, involvement, and competition. These recent findings suggest that
the factors of involvement and competition denote reliable, valid, and relevant components of
elementary students' reading motivation. One of the limitations identified was the fact that the
questionnaire was given to students individually, and students were allowed to ask questions and
receive help from the experimenter if a testing item was unclear. It is essential to note that future
research suggestions include asking questions regarding the motivation of reading to students in
a classroom setting with little to no assistance from testing administrators.

Reading motivation research. The first identified critical reading engagement factor
explored for the current study was reading motivation. Rather than a comprehensive analysis of
reading motivation, this researcher selected several facets of reading motivation to provide a
broad overview of a vital element that impacts reading proficiency. The motivation features

investigated include: (a) reading motivation in young children, (b) factors that impact and
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influence reading motivation, (c) reading motivation in upper elementary students, (d)
struggling/non-struggling readers and motivation, (¢) the relationship between reading
motivation and engagement and achievement, (f) extrinsic and intrinsic reading motivation, (g)
reading motivation and informational text, and (h) reading motivation and student educational
progress. Figure 5 illustrates the facets of motivation examined with in-depth discussion to

follow.
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Figure 5. Reading Motivation Research Overview
First, an examination of the relationship between young children’s reading competency
and reading motivation was conducted, providing further insight into the reading motivation
factor. Morgan and Fuchs (2007) examined fifteen studies to determine if there was a
bidirectional relationship between children's reading skills and reading motivation. When
considering whether poor reading and low reading motivation influence each other, Morgan and
Fuchs (2007) stated, "Are poor readers double disadvantaged in that they soon begin to lag

behind their peers in both ‘skill' and ‘will," (p. 166)? Results reported that in six out of six
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studies that specifically examined reading skills and motivation, there was a correlation between
young children's reading skills and motivation to read. The correlation emerged whether the
information came from children's self-reports, standardized tests, teacher ratings, or direct
observations (Morgan & Fuchs, 2007).

Further results revealed that early differences in reading skills preceded later differences
in reading (Morgan & Fuchs, 2007). In five of the studies examined, skilled readers increasingly
developed both a positive motivation to read and a positive reading self-concept. Five different
studies indicated early differences in motivation preceded later differences in reading skills.

That is, children who were less motivated to read early made less progress in reading
development (Morgan & Fuchs, 2007). Finally, ten of eleven studies were consistent with the
notion of a bidirectional relationship between early reading and motivation. Reading skills and
reading motivation clearly influence each other (Morgan & Fuchs, 2007). Not all of the studies
examined used the same measure of motivation. However, results indicate the need to provide
reading interventions that remediate skill deficits and increase motivation to read.

Second, when conducting reading motivation research, one must consider factors that
impact and influence, as well as what is essential to understand, regarding reading motivation
(Gambrell, 2007). Understanding key elements of reading motivation means gaining insight into
the fact that for students to be motivated to read, they must find purpose in all aspects of reading,
including tasks and activities (Gambrell, 2007; Stephens, 2013). Tasks and activities must be
relevant to students’ lives. Other key factors that impact reading motivation include: (a) student
access to a wide range of literature; (b) opportunities to read for prolonged periods; (c) choice in
reading the material as well as reading tasks; (d) success in reading a difficult text; and (e)

classroom incentives that focus on the merits of reading (Gambrell, 2007). In two cycles of an
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action research project, Miller (2015) conducted a self-study to explore the relationship between
small, differentiated reading groups and fourth-grade students’ reading motivation. Miller’s
focus was on four identified key features that affect student reading motivation, “opportunities
for student choice, culturally relevant pedagogy, homogeneous groups that match students with
texts at their instructional levels, and opportunities for social interaction around a common text”
(Miller, 2015, p. 108). Using the significant characteristics, Miller sought to determine how
these strategies could be implemented to create small groups that would stimulate reading
motivation. If this pedagogy were employed, what would be the impact on students’ motivation
to read? After two cycles of action research, results indicated that social interaction and book
choice were two critical factors that increased student engagement and motivation with reading.
It is not enough to examine the impact of reading motivation on young children or the essential
factors that impact reading motivation. One must also investigate reading motivation as
students’ progress through school and its influence on their reading proficiency.

Third, reading motivation research for the current study includes the effect that
motivation to read has on students in upper elementary grades, where attention must be given to,
"the multiplicity of children's reading motivation" (Guthrie et al., 2007, p. 283). Guthrie et al.,
(2007) conducted an in-depth examination of internal reading motivation in upper elementary
students. Research included students reading various genres of text, motivation to read specific
books as well as general reading motivation, and diverse perspectives on students’ motivation as
viewed by students, interviewers, and teachers. Results of students' responses indicated that
interest and positive effect for reading were consistently connected with high cognitive recall and
comprehension of text. Accordingly, students were profoundly cognitively engaged when they

were interested in the text being read. A key finding is that children who communicated
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considerable interest in reading liked choosing what they read and were active readers. Another
critical finding determined motivation contributed to comprehension growth for students entering
fourth grade (Guthrie et al., 2007). Further research on reading motivation provides additional
insight into the influence of this critical reading engagement variable on reading proficiency.

Fourth, for the current study, the impact of reading motivation on both skillful readers
and struggling readers was examined. McGeown, Norgate, and Warhurst (2012) examined
intrinsic and extrinsic reading motivation between these two groups of readers. The study
examined the relationship between reading skill, motivation, and reading efficacy in children
who excelled in reading with those possessing inferior reading skills. The researchers sought to
determine differences in their levels of intrinsic and extrinsic motivation. Results indicated that
when evaluated as a whole group, children’s intrinsic motivation was strongly linked with their
reading skill, but the extrinsic motivation was not. An additional key finding showed students’
efficacy had a reliable connection with their reading skill level. Also revealed was an
insignificant relationship between reading skill and intrinsic motivation for those children who
excelled in reading. However, "variation in children's reading skills were significantly (albeit
weakly) correlated with their extrinsic motivation" (McGeown et al., 2012, p. 314). Reading
skill and efficacy had a secure connection among the more proficient readers. Conversely,
reading skill did not link significantly with any dimension of reading motivation for the
struggling readers; reading efficacy was not linked to reading skill for the poor reader. Therefore,
there was a significant difference between the groups in their intrinsic reading motivation, but
not in their extrinsic reading motivation.

Fifth, reading motivation, engagement, and achievement were examined. Analysis

sought to identify whether reading motivation is associated with reading achievement directly or
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whether its’ connection to achievement occurs indirectly through engagement with text. By
extending previous research, Guthrie, Klauda, and Ho (2013) modeled the interrelationships of
reading instruction, motivation, engagement, and achievement for seventh graders in two
contexts: traditional reading/language arts instruction and reading/language arts intervention. The
results indicated that in the instructional setting, motivation was directly linked to reading
achievement. Students who were motivated to read had higher reading proficiency. Second,
motivation was indirectly linked to achievement through reading engagement which is itself
directly related to achievement. Students who were engaged with print had a higher motivation
to read, resulting in more significant achievement. In the intervention setting, motivation was
linked to increased text comprehension but not through engagement. That is, engaging with a
text in the intervention setting did not increase student motivation (Guthrie et al., 2013).

Klauda and Guthrie (2015) conducted a longitudinal study comparing the relationships of
motivation, engagement, and achievement among struggling and advanced adolescent readers.
Three key findings followed. First, both motivation and engagement predicted achievement
more strongly for advanced readers than struggling readers. The authors assert this "supports the
notion of developmental discontinuity in the connections of motivation or engagement with
achievement" (Klauda & Guthrie, 2015, p. 262). A second significant finding was motivations
related to engagement were equal and intense for both the struggling and advanced readers.
Also, intrinsic motivation and devalue (perceived difficulty) were the most distinct motivations
for each group at both time points (fall and spring) in which data were collected. That is, the
most significant motivations for engagement with text were intrinsic motivation and the
perceived difficulty of a text (devalue). Students who were intrinsically motivated were more

likely to engage with a text. Students who perceived a text as difficult were less likely to engage
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with the text. Lack of engagement existed in both struggling and advanced readers in both the
fall and the spring. The final key finding was motivational predictions of growth in achievement
and engagement was similar for the struggling and advanced readers. Achievement growth was
not predicted for either group by motivations, but motivations did increase reading engagement
for each group. Finally, motivation and engagement may not promote achievement as easily for
low-achievers as for other students (Klauda & Guthrie, 2015).

Sixth, reading motivation research includes analysis of the association of intrinsic and
extrinsic reading motivation on reading comprehension and reading volume. Volume of reading
is critical to reading proficiency. Schaffner, Schiefele, and Ulferts (2013), examined reading
amount (volume) as a mediator of the effects of intrinsic and extrinsic reading motivation on
higher-order reading comprehension with fifth-grade elementary students. Reading
comprehension was designated as either lower order (word and sentence level) or higher-order
(paragraph and passage level). Results indicated that the effects of intrinsic and extrinsic reading
motivation on reading comprehension are mainly mediated by reading quantity. Key findings
include a strong effect of lower order (word and sentence level) comprehension on higher-order
(paragraph and passage level) comprehension. The indirect effects of reading motivation were
significant. There was a direct adverse effect of extrinsic motivation. In sum, this study
demonstrated a positive contribution of intrinsic motivation and a negative contribution of
extrinsic motivation to reading comprehension that was primarily mediated by reading amount.

The relation between intrinsic reading motivation and reading competence may depend
on students’ academic track association. This result was the finding in research conducted by
Schaffner, Philipp, and Schiefele (2016) in which they applied a cross-lagged panel model to

academic track and nonacademic track fifth-grade students (N=396) in Germany. Their objective
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was to test whether intrinsic reading motivation and reading competence were reciprocally
related depending on the achievement level of the students. Students in Germany transfer after
elementary school to various secondary school tracks. The academic track prepares students for
college. The nonacademic track schools are vocational while intermediate track schools prepare
students for apprenticeships. Placement in these tracks is dependent on students' achievement
and parents' socioeconomic status, though regulations vary from state to state (Schaffner,
Philipp, and Schiefele, 2016). The study sample came from a state in which the transition to
academic track schools was not restricted but depended on the parents’ decision. Students were
assessed in fifth grade and then again eighteen months later in sixth grade. Intrinsic reading
motivation was measured by the "Programme for International Student Assessment ‘reading
interest' scale" (Schaftner, Philipp, & Schiefele, 2016, p. 24). Reading competence was
measured in fifth grade by students' grades in German and teachers' ratings of students' reading
competence. For the sixth graders, reading competence was measured by a previously developed
test that measured both fluency and comprehension. The cross-lagged effect of intrinsic reading
motivation was only significant for academic track students.

Further review of research affirms results from previous studies conducted on the
relationship between intrinsic reading motivation and reading competence. A recent longitudinal
study by Miyamoto et al. (2018) examined the direction and strength of the relationship between
intrinsic reading motivation and reading competence, comparing native and immigrant students
in Germany. The 4,619 participants completed reading comprehension assessments as well as a
German adaptation of the Motivation for Reading Questionnaire (MRQ). Reading amount was
measured by student self-reported responses. Students were requested to identify how much

time per day they usually read outside of school. Data were collected at three points in time: the
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beginning of the fifth, sixth, and seventh grades. Statistical analysis identified reciprocal effects
between intrinsic reading motivation and reading competence for native students but not for
immigrant students. However, there was a small but significant indirect effect of intrinsic reading
motivation on reading competence through reading amount for immigrant students. Promoting
pleasure and interest in reading may advance reading achievement for native students but is less
pertinent for improving reading competence in immigrant students. However, for immigrant
students, an increase in reading outside of school is beneficial in increasing reading competence.

Recently, credence has been given to the further exploration of the relationship between
intrinsic and extrinsic reading motivation, reading quantity, and comprehension. Troyer, Kim,
Hale, Wantchekon, and Armstrong (2018) examined the connections between intrinsic and
extrinsic reading motivation, reading quantity, and comprehension. They endeavored to replicate
several existing models exploring the relationship among children’s reading motivations, reading
quantity out of school, and reading comprehension. As in previous research, the results indicated
a positive association between intrinsic reading motivation, reading volume and reading
comprehension, as well as a negative association between extrinsic reading motivation, reading
volume, and reading comprehension. However, unlike previous research, the results did not
indicate reading amount as a mediator to intrinsic or extrinsic motivation or reading
comprehension.

Intrinsic reading motivation positively predicts reading volume and reading achievement
above and beyond the effects of prior reading achievement, race, gender, age, and socioeconomic
status (Troyer et al., 2018). Conversely, extrinsic reading motivation negatively predicts both
amount and achievement. Scholars assert that due to the extent of the links in their research as

well as the close alignment with previous research (Becker et al., 2010; Miyamoto et al., 2018;
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Schaffner et al., 2013; Klauda & Guthrie, 2015), intrinsic and extrinsic motivation make an
essential contribution to reading amount and comprehension, controlling for all other variables in
their model. Also, their findings did not affirm previous research that suggests reading amount
predicts achievement above and beyond the effects of intrinsic and extrinsic motivation. The
authors note that the quality of texts may be a contributing factor. Suggestions for future
research include measuring more explicitly the quality of text students read out of school, as well
as how students engage with a text. The ways students engage with text includes conversations
with friends and family regarding text read during leisure time. Conclusions include the
importance of examining the quality of materials students read as the critical importance of
increasing students' intrinsic reading motivation by strengthening their self-confidence, curiosity,
and involvement with texts.

Seventh, an analysis of reading motivation and informational text provides further insight
into this complex construct. Rosenzweig and Wigfield (2017) examined patterns of middle
school student readers as they engage informational text. Unlike previous research on reading
motivation, Rosenzweig and Wigfield analyzed whether there were unique patterns among the
multiplicity of motivations that influence students as they read and how these patterns may
impact students' reading outcomes. The purpose of the research was to examine patterns of
"affirming and undermining motivations and how they predicted reading outcomes"
(Rosenzweig and Wigtfield 2017, p. 138). They explored students, "self-confidence, perceived
difficulty, value, and devalue for reading school informational text" (Rosenzweig and Wigfield
2017, p. 136). Results indicated that students did have various patterns of affirming and
undermining motivations regarding the reading of informational text at school. The varied

patterns also occurred within reading outcomes. The most positive reading outcomes in the
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study occurred for students with the high affirming-low undermining pattern.

Students with this pattern also had high self-confidence and highly valued the reading of
an informational text. They also had low levels of avoidance of these texts. The most negative
reading outcomes were for students with the low affirming-high undermining pattern. They not
only had low efficacy and value for reading but also actively avoided reading the informational
text because they devalued the text and encapsulated an increased perceived difficulty of the text.
An educational implication noted was the demonstration of affirming and undermining
motivations that may be typical for middle school students when reading informational text.
Three-fourths of students had patterns that could result in negative consequences for
informational text reading outcomes. In particular, students with a pattern of low affirming-high
undermining may perform poorly on various reading outcomes. Poor reading performance could
result in a lower dedication to reading, resulting in a decrease in enrollment in advanced courses
with more in-depth informational text (Rosenzweig & Wigfield, 2017).

Finally, in delving deeper into motivation to read, consideration must be given to whether
or not reading motivation changes as students progress through school. A three-year longitudinal
study by Lee and Zentall (2017) sought to assess changes in reading motivation from elementary
through middle school levels and the relationship among earlier reading failure, motivation,
volume, and later achievement for students with reading disabilities as well as for comparison
groups of students with Attention Deficit Hyperactivity Disorder (ADHD) and students without
disabilities. While the authors note that much research has been conducted on reading
motivation with its various definitions, there are less consistent results in linking reading
motivation to reading achievement for students with reading disabilities. The goal was to

examine reading motivational changes for students within a three-year longitudinal analysis.
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They found that a decrease in reading motivation existed for all students over time. Decreased
motivation, assessed on the Motivation for Reading Questionnaire (MRQ), was parallel to
decreased behavioral indicators of reading over time assessed on the Reading Activity Inventory
(RAI). Students with reading disabilities had an early loss of intrinsic and extrinsic motivation in
elementary school, and that did not alter (increase or decrease) in middle school. The authors
note that the decrease in reading motivation and increase in work avoidance transpired by third
grade for students with disabilities and remained stable as low intrinsic and extrinsic reading
motivation when these students moved on to middle school (Lee and Zentall, 2017).

The results support the researchers’ predictions that reading amount, intrinsic motivation,
and work avoidance in elementary school predict later reading achievement. The critical point is
that intrinsic motivation to read in elementary school is positively associated with later reading
achievement in middle school. For students without reading disabilities, reading volume for
personal pleasure and school at the elementary level appeared to be an essential variable when
predicting later reading achievement. The results for students with reading disabilities indicated a
strong association between earlier reading motivation, reading achievement, and later reading
achievement. Across time, students with reading disabilities maintained high work avoidance
and low self-confidence, as well as low intrinsic and extrinsic reading motivation.

Self-confidence/student confidence in reading. Self-confidence is a belief in one’s
capacity and is established in Bandura’s social cognitive theory (1997). Bandura (1997) defined
self-confidence as self-efficacy, the "beliefs in one's capabilities to organize and execute the
course of action required to produce given attainments" (p. 3). An initial literature review of
current research regarding reading self-confidence led to research regarding reading self-efficacy

and revealed its possible influence on reading proficiency. Measuring reading self-confidence
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can be a challenge because there is not a specific single measure (Carroll & Fox, 2017).
Regardless of how it is measured, self-confidence in reading is a critical variable for ongoing
reading success and must receive support. A reader with high self-confidence will be motivated
to demonstrate his/her best effort with persistence and endurance until the task is complete
(Boakye, 2015). Self-confidence and motivation have a bi-directional relationship (McGeown,
Norgate, & Warhurst, 2012; Morgan & Fuchs, 2007; Rosenzweig and Wigfield, 2017). If
students lack confidence in their reading ability, they will withdraw from books (Guthrie &
Barber, 2019). Conversely, students with ardent reading self-confidence engage in reading tasks
as opportunities for advancement rather than as threats to be avoided and are resilient when
setbacks occur ( Schunk & Bursuck, 2015). Scholars have researched reading self-confidence
and reading comprehension from several perspectives. First, reading self-confidence may be a
significant positive predictor of reading comprehension scores and overall reading achievement
(Solheim, 2011; Yang, Badri, Al Rashedi, & Almazroui, 2018). Next, reading self-confidence
has a stronger relationship with word-level reading skills than with comprehension and is similar
in males and females (Carroll & Fox, 2017). Finally, correlations exist between reading anxiety
and reading comprehension self-confidence (Karahan, 2018). Reading self-confidence has been
examined along with cognitive attributes and attention in fourth-grade readers, those identified as
adequate responders and inadequate responders. Inadequate responders had low self-confidence
compared to typical readers (Cho et al., 2015). Additional research examined avenues for
increasing reading self-confidence. Modeling and culturally responsive teaching may increase
reading self-confidence (Kelley, Oginga Siwatu, Tost, & Martinez, 2015; Schunk &
Zimmerman, 2007). Figure 6 illustrates the facets of reading self-confidence examined with in-

depth discussion to follow:
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Figure 6. Reading Self-Confidence Research Overview

First, the impact of reading self-confidence on reading comprehension assessments is
examined. Low reading self-confidence may result in students struggling with reading tasks,
particularly with assessments. A study of fifth-graders conducted by Solheim (2011) analyzed
reading self-confidence and reading comprehension assessment, analyzing two different
assessment item formats: multiple-choice and short-answer constructed response. Solheim
(2011) examined the contributions of reading self-confidence to variance in reading
comprehension scores over and above decoding, listening comprehension, and nonverbal ability
contributions in both testing item formats. The level of self-confidence impacts both how much
students understand text read as well as their ability to demonstrate what they have understood
(Solheim, 2011). Reading self-confidence was measured using a questionnaire designed by the
researcher with some questions adapted from the Motivation for Reading Questionnaire (MRQ).
Results indicate that for students with high reading efficacy, there was stability with regards to
the variables predicting reading comprehension. This stability was not the case for students with
low reading efficacy. For these students, reading self-confidence positively predicted multiple-
choice comprehension scores but not constructed response reading comprehension scores. The

variance in reading comprehension scores between students with high and low reading self-
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confidence was greater on the multiple-choice reading comprehension items than on the short
answer constructed response questions. Finally, the multiple-choice items on the assessment
magnified the impact of self-confidence for some students in the reading comprehension
assessment.

Second, self-confidence in reading was scrutinized in research with children in fourth
through sixth grades in central England (Carroll & Fox, 2017). The reading self-confidence
questionnaire analyzed reading measures in comprehension and word-level reading in addition to
cognitive measures of working memory, vocabulary, and phonological awareness. The purpose
was to determine the association of reading self-confidence with word reading and reading
comprehension while at the same time identifying any variance between males and females.
Controls were instituted for the reading-related cognitive variables of phonological awareness,
vocabulary, and short-term memory. Results indicated self-confidence is associated with word
reading and is a statistically significant predictor of overall reading performance after controlling
for the cognitive reading-related variables. Little variance existed between males and females,
but there was variance by age. Older children demonstrated greater reading self-confidence.
Reading self-confidence was not significantly associated with reading comprehension. However,
the students in the sample were taught to read using a phonics-based system, which may have
impacted the research outcomes (Carroll & Fox, 2017).

Third, Karahan’s (2018) study of fifth-grade students examined the relationship between
reading anxiety levels and reading comprehension self-confidence perception. Karahan
employed the use of both a reading anxiety scale and a scale of belief (self-confidence for
reading) comprehension. Results indicate that reading anxiety of the sample of fifth-grade

students was significantly predicted by their self-confidence perception for reading with little
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variance based on gender. The higher the self-confidence, the higher the anxiety. This result
was not the desired outcome of the researcher because as reading anxiety levels increase, the
level of acquiring reading skills and becoming a successful reader decreases (Karahan, 2018). In
sum, reading anxiety was predicted by the variable of reading self-confidence perception but not
by the variable of gender. As the skills and potential of students for reading increase, their
reading anxiety also increases. This research, however, is not a conclusive study.

Fourth, students who struggle with reading who also have low reading self-confidence,
doubt their capabilities, and are quick to disengage from reading tasks, particularly if the tasks
are challenging. Struggling readers receive intensive reading interventions and may respond
adequately or poorly to instruction. This phenomenon was explored along with the cognitive
attributes, attention problems, and the reading self-confidence of fourth-grade students (Cho et
al., 2015). These scholars sought to identify variances between adequate responders, inadequate
responders, and typical readers on key cognitive attributes, teacher-rated attention problems, and
self-reported self-confidence. Cognitive attributes associated with reading comprehension were
phonological processing, listening comprehension, verbal knowledge, working memory, and
nonverbal reasoning (Cho et al., 2015). Results reveal that inadequate responders demonstrated
a weak performance on all cognitive tasks compared to typical readers and also performed poorly
on assessments of oral language compared to adequate responders. Inadequate responders also
demonstrated significantly lower scores in language-related areas than both adequate responders
and typical readers. In regards to self-confidence, inadequate responders reported lower levels of
self-confidence than typical readers and adequate responders. Adequate responders reported
self-confidence similar to typical readers (Cho et al., 2015). It is critical to recognize the vital

importance of reading self-confidence, particularly for struggling readers, including students
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with specific learning disabilities, who are inadequately responding to intensive reading
interventions.

Consideration should also be given to instructional strategies that may influence
children’s reading self-confidence. Fifth, Schunk and Zimmerman (2007) assert that modeling is
a strategy to stimulate students’ self-confidence as well as self-regulation. They explore the idea
that children receive optimum self-confidence information from models that are similar to
themselves (Schunk & Zimmerman, 2007). Their review of previous research demonstrated
using a sequence in which reading comprehension strategies were modeled in a demonstration
format, progressed to guided practice, and finally to independent practice. Students had the
highest self-confidence when the strategy was modeled; they received feedback while using the
strategy, and were then able to implement it independently. Students also responded well when
exposed to multiple models, including peer models similar to themselves but who possessed
higher reading self-confidence. Researchers concluded that in order to increase students’ reading
self-confidence, students must experience success and progress in reading through instruction
and interventions that provide successful modeling and supportive feedback substantiated by
success (Schunk & Zimmerman, 2007). Review of prior research indicates that students
possessing high reading self-confidence are typically engaged readers who will embrace
challenging reading tasks and achieve higher goals than students with low self-confidence
(Schiefele et al., 2012). Research suggests a connection between intrinsic motivation, reading
self-confidence, and reading achievement. Students with higher reading self-confidence are
more motivated to read, more engaged with text, leading to greater reading proficiency (Yang et
al., 2018).

Sixth, an examination of the role of reading self-confidence in literacy achievement is
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beneficial. This construct was explored along with the role of reading motivation and home
influence in a study of 4146 grade four students in Abu Dhabi by Yang et al., (2018).
Researchers examined the impact of student motivation and family literacy environment on
student reading achievement in an Arab country using data from the 2011 Progress in
International Reading Literacy Study (PIRLS) assessment. The authors noted that Abu Dhabi's
students were markedly below the international benchmark on the PIRLS assessment. Besides
the literacy achievement data, background information gleaned from students, parents, teachers,
and schools was analyzed. Multiple regression was utilized to explore the relationship between
reading literacy achievement of fourth-grade students and their reading motivation, self-
confidence, and variables regarding the home literacy environment. Results revealed a strong
positive relationship between reading self-confidence and reading achievement. A thought-
provoking outcome was that although intrinsic motivation was not supported by the reading
achievement data, the researchers noted various explanations are possible, including the effect of
culture and ethnicity (Yang et al., 2018). Consideration of the influence of culture and ethnicity
on reading self-confidence is valuable for the current study.

Finally, Kelley, Oginga Siwatu, Tost, and Martinez (2015) explored the impact of
culturally familiar tasks on reading performance and reading self-confidence for culturally and
linguistically diverse students. Their research sought to contribute to current knowledge
regarding the effectiveness of culturally responsive teaching practices for students who are
culturally and linguistically diverse. The research also sought to contribute to the body of
literature regarding the relationship between self-confidence beliefs and culturally responsive
teaching. These scholars examined the difference between a culturally unfamiliar reading task

and a culturally familiar reading task with 132 seventh grade students' reading self-confidence.



FOR THE LOVE OF READING: THE IMPACT OF ENGAGEMENT FACTORS 45

The reading tasks consisted of recall and reading comprehension questions in the more culturally
familiar and culturally unfamiliar text, designed to mirror each other. Self-confidence scales
were used to assess student self-confidence beliefs. Results indicated culturally familiar reading
does have a significant effect on readers and increases reading performance and reading self-
confidence (Kelley et al., 2015).

Choice. For the current study, the third critical reading engagement factor examined was
student choice of text. The concept of choice is highly valued in American society. In the
current culture of high stakes testing in education, many schools have minimized choice for
students, particularly in reading. Fostering a desire to read in children, to enjoy books, to
appreciate the interactions they have with text is a daily pursuit for teachers (Moley, Bandré, &
George, 2011). Encouragement to experience the joy of reading is encompassed in undertaking
the responsibility for ensuring that every child in the classroom is a reader, not a reading level
(Hoffman, 2017; Moley et al., 2011; Routman, 2003; Stephens, 2013). Teachers must create
learning environments in which students experience literary success (Wozniak, 2011). Reading
in school must not merely be a task to complete, but also a pleasurable activity. To that end, it is
imperative to allow students to seek books that interest them (Routman, 2003; Stephens, 2013).
One way to increase interest in reading is by providing opportunities for students to read books
they have chosen themselves (Kohn, 2010; Routman, 2003). According to Allington (2005),
"Choice is important because it seems largely related to interest and to control" (p. 62). Figure 7

illustrates facets of student choice of text examined with in-depth discussion to follow.
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Motivation to Read (Guthrie et al,, 2007; Miller, 2015; Moley, Bandré, &
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Figure 7. Facets of Student Choice of Text

First, research supports providing students with choices when reading. A case study lead
by Servilio (2009) demonstrated the effectiveness of student choice in motivating students to
read. Servilio (2009), a special educator, in collaboration with a general education colleague,
sought ways to include students with disabilities in a general education setting more effectively.
One component of their differentiated instructional model was the integration of student choice.
The results of implementation were an improvement in student engagement for all students and
the enjoyment of reading (Servilio, 2009).

Personal choice of text motivates students to read (Guthrie et al., 2007) because it allows
students to express their autonomy and ownership of their reading. Students who are interested
in self-selected text (and also have a positive effect for reading) demonstrate high cognitive
recall and comprehension of text, and develop strategies of guaranteeing they have opportunities
to make those choices (Guthrie et al., 2007). Choice (self-selection of text) affects intrinsic

motivation, and can also impact effort, task performance, perceived competence, and preference
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for a challenge (Patall, Cooper, & Robinson, 2008). As students seek to choose a text to read,
the process should not be labored nor should there be too many choices, resulting in students
feeling overwhelmed (Patall et al., 2008). Choices are valid when they affirm autonomy. The
positive effects of choice are reduced when the self-regulatory cost of making choices become
greater, and when the experience of autonomy is weakened.

As previously mentioned, in two cycles of an action research project, (2015) conducted a
self-study to explore the relationship between small, differentiated reading groups and fourth-
grade students’ reading motivation. One of the four identified key features impacting reading
motivation was providing opportunities for students to self-select text. After two cycles of action
research, results indicated book choice was one of the crucial factors that increased student
engagement and motivation with reading. Miller stated, “Students sought autonomy over their
reading lives, yet they recognized that this autonomy could coexist within a social framework for
reading in which recommendations and suggestions were valued” (Miller, 2015, p. 117).

An examination of choice, motivation, and learner engagement as it relates to reading
instruction in the current culture of high stakes, standardized tests demonstrate that the focus of
harder texts and more work to prepare for testing is missing the mark in meeting the needs of
students (Moley et al., 2011). Teachers must understand, "the relationship between book
selection and student motivation and engagement, and realize the importance of intentional
instruction during the reading of literature" (Moley et al., 2011, p. 248). As previously asserted,
student self-selection of text nurtures intrinsic reading motivation, which leads to increased
engagement with a text.

Second, students must also have sufficient time to independently read books of their

choice. (2011) designed a reading intervention for two teachers to implement during their
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language arts block. A six-week intervention to motivate and engage the most reluctant readers
focused on increasing their volume of reading. The intervention included, "teacher book talks,
interactive read-alouds, independent reading, access to high-interest books, and partner talk"
(Wozniak, 2011, p. 18). The results were significant. Overall, students had more positive
attitudes about reading, increased reading time and volume, and were more engaged during
language arts instructional time. The positive attitude was a direct result of independent reading
time with the self-selected text (Wozniak, 2011). Students communicated with the researcher
that they enjoyed engaging in independent reading time with books they chose themselves. The
intervention strategy impacted the teachers as well the students. Teachers had more positive
attitudes toward teaching reading, and their self-perceptions as teachers of reading improved.
While this intervention was targeting a specific population, all students felt its effects. In sum, it
changed everyone's attitude and self-perceptions about reading. Wozniak posed these questions
to all educators, "What is our goal? Do we care only about reading test scores, or do we want
our students to have a positive attitude toward reading and choose to read on their own"
(Wozniak, 2011, p. 21)? Wozniak’s question aligns with the goal of the current study,
exploration of the relationship of student choice of text with reading proficiency.

Third, highly effective teachers view independent reading as a purposeful experience
designed to foster literacy growth (Sanden, 2012). Examining the perspectives and practices of
highly effective teachers in regards to independent reading for students can strengthen literacy
practices. Sanden’s (2012) research mentions the results of the 2009 National Assessment of
Education Progress report from the National Center for Education Statistics. Assessment
outcomes revealed that fourth-grade students that self-reported reading five or fewer pages per

day scored lower on the reading assessment than those who read more. Students who read for
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pleasure almost every day performed better than those who read less (Sanden, 2012). After data
analysis, Sanden conducted a yearlong study to deepen understanding of the practices of highly
effective teachers as they implemented independent reading time in their classrooms. After a
careful selection process, Sanden spent a year observing in eight first-grade through fifth-grade
teachers' classrooms. Data was gathered and analyzed, seeking patterns. The overall conclusion
determined, "Student empowerment, teacher support" (Sanden, 2012, p. 225). Teachers provided
support as they empowered students toward successful independent reading. One of the critical
elements of each classroom's independent reading time was providing students opportunities to
read self-selected books.

Fourth, authentic reading must be a consideration when examining student choice/self-
selection of text. Hudson and Williams (2015) embarked on a journey together toward authentic
reading for Hudson’s second-grade classroom. They chose to implement the five components of
reading workshop, “time to read every day, choice of what to read, response to books,
community, and structure” (Hudson & Williams, 2015, p. 530). The scholars found that choice
of what to read was at the core of the reading workshop. Allowing students text choices resulted
in increased student literacy ability as well as student engagement (Hudson & Williams, 2015).
As Hudson integrated student choice into independent reading time, she included a strategy for
students to use when choosing a book. She referred to this as the "five finger rule" (Hudson &
Williams, 2015, p. 533). Once a student selected a book to read, he/she was to open the book to
a page in the middle of the book and begin reading. They were to raise a finger each time an
unknown word was encountered. Before the student was finished reading a page, if five fingers
were raised, the book was probably too difficult to read independently. Results of a yearlong

implementation indicated that providing students choice in book selection increased student
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motivation and engagement. In Hudson's words, “The power of choice, I believe, had the
greatest impact on some of my struggling readers...” (Hudson & Williams, 2015, p. 535).
Student self-selection of text created ownership of not only book selection but of reading itself.
It nurtured confidence in reading ability as demonstrated on a pre- and post-reading attitude
survey, given at the beginning and end of that school year.

Fifth, children must also have considerable exposure to print. Print exposure produces
ongoing reading growth. Fisher and Frey (2018) implemented and analyzed an intervention
designed to increase out-of-school reading volume using a four-part-in-school model. "The
Reading Volume Program (RVP) leveraged four crucial factors — access, choice, classroom
discussion, and book talks with the aim to advance voluntary independent reading outside of the
academic environment" (Fisher & Frey, 2018, p. 89). Fisher and Frey (2018) reiterate and
reinforce the significance of print exposure, particularly for struggling readers. For the model
analyzed, choice was recognized as key to motivation and reading independence. This model
allowed choice in two ways, "Students had a choice of texts based on a theme or essential
question under investigation. In other cases, students had free rein to read what they wanted"
(Fisher & Frey, 2018, p. 91). The self-selection was not dependent on the genre, topic, or
reading level. The model was implemented for twelve weeks, and then the researchers asked
teachers for evidence of the impact the RVP was having on students, rated on a four-point scale.
Of the forty-four teachers, forty-one self-reported a belief the impact was significant, while the
remaining three teachers reported a moderate impact. Results reported higher library checkout
rates, higher writing scores on district benchmark assessments, and increased fluency rates. Both
parents and students reported they were reading more books (Fisher & Frey, 2018). While

choice was only one of the four components, it was considered a critical part, and contributed to
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the positive outcome.

Discussion of text read. The fourth critical reading engagement factor examined for the
current research was discussion of text read. There is considerable noteworthy research on
student discussion of the text they have read as a component of reading instruction. Some
research examined reading instruction that incorporates small group conversation with the free
exchange of ideas (Fisher & Frey, 2018), or partner talk, a time when students talk with a partner
after independent reading time with minimum guidelines for discussion (Wozniak, 2011). Other
scholars examined text discussions that incorporate more structured conversations (Hall, 2012;
Hudson & Williams, 2015; Jang, Conradi, McKenna, & Jones, 2015; Lightner & Wilkinson,
2017; McMaster, Fuchs, & Fuchs, 2006; Miller, 2015; Moley et al., 2011; Strom, 2014) with
students assigned specific roles and responsibilities (Jang et al., 2015). At times, the discussion
of text read included making recommendations to classmates (Hudson & Williams, 2015). Other
research was focused on literature circle conversations with informational text (Barone &
Barone, 2016). Still, other collaborative discussions incorporate one higher-level question for
students to ponder and respond to in their group conversations (Beaulieu-Jones & Proctor, 2015).

When students were provided opportunities to interact with others in conversations about
the text they are reading, they were more motivated to read (Gambrell, 2011). The goal of text
discussion was deeper comprehension as well as contributing to an intentional conversation. The
genuine discourse of text strengthens students' engagement with literature at a deeper level,
particularly if it mirrors authentic conversations rather than dissecting text into smaller parts
(Moley et al., 2011). Engaging in discourse about text read is often a desire of readers (Fisher &
Fry, 2018). Young and Mohr (2018), analyzed factors that contribute to the quality of verbal

engagement in fourth-grade literature circles. Venegas (2018) explored the impact of discussion
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groups, literature circles on the self-efficacies of reluctant and struggling readers. Figure 8

illustrates the facets of discussion of text examined with in-depth discussion to follow.
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Figure 8. Facets of Discussion of Text

For the current study, the first feature of discussion of text was formats of discussion. In
considering the research on collaborative group discussions in reading, Beaulieu-Jones and
Proctor (2016) provide information regarding the various approaches or formats in which
classroom teachers implement these conversations. They acknowledge that with the
implementation of Common Core State Standards, the need for rigorous conversations and use of
sophisticated language has become an expectation in the classroom. Small-group discussions
provide an avenue to engage in such conversations. Beaulieu-Jones and Proctor (2016)
identified three types of viewpoints students are expected to take. They included "a critical-
analytic stance in which text-based evidence supports reasoning...an aesthetic stance in which
lived experiences and feelings support reasoning. . . others promote both types of reasoning"
(Beaulieu-Jones & Proctor, 2016, p. 677). Regardless of the reasoning approach implemented,
instruction supporting expectations of the new standards was embedded. To deepen the research

on collaborative discussion, these scholars sought to implement the principles of productive
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collaborative discussions in a second-grade classroom over a four-week lesson sequence. The
text was carefully selected by the classroom teacher and was just beyond the students'
instructional level. An instructional format was created and implemented. Scaffolded
instruction on the facilitation of group discussion culminated in the students taking more
leadership in the conversations by the fourth week. The results provided insight into the fact that
the format "created a comfortable, safe environment for students to talk with peers" (Beaulieu-
Jones & Proctor, 2016, p. 681). This encouraging conversation venue allowed hesitant students
to emerge as discussion leaders. The authors noted that the blueprint worked well in its
implementation. One challenge that arose was that students at this age struggled to select a
viewpoint and stick with it. Another challenge was that students often read from their notes, so
the researchers questioned if they were genuinely authentic conversations. The selection of text
and in-depth knowledge of students are critical to making collaborative discussions a viable
avenue to engage a diverse group of students and deepen comprehension (Beaulieu-Jones, &
Proctor, 2016).

The second feature of discussion of text investigated was the potential relationship
between discussion of text and reading motivation. Students who enjoy collaboration also
appreciate interacting in group reading activities, including discussions about a text. As
mentioned previously, research conducted by Guthrie, Hoa, Wigtfield, Tonks, Humenick, and
Littles (2007) investigated reading motivation in fourth graders as a multifaceted construct. One
aspect they examined was collaboration and interaction in reading, defined as "a motivation
construct referring to interpersonal behavior patterns" (Guthrie et al., 2007, p. 285). The results
indicated that students self-reported having a strong positive affect affiliated with collaboration,

and that reading with others was a high value for them. However, other highly engaged readers
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rarely collaborated with others. Some students reported that their collaborations in reading were
defined by relationships rather than collaboration leading to building relationships.

Additional research analyzed partner book discussion, without guidelines for the
discussions. Wozniak (2011) researched the value of at-risk middle school students reading and
subsequent discussion of books. The final step in the intervention implementation was partner
talk after students finished independent reading time. As previously noted, the results, including
discussions of a text read, were transformed readers who possessed more positive attitudes
toward reading and an increase in reading self-confidence.

Further research reveals that one of the critical components of reading motivation is
students having opportunities to discuss their thoughts about books read with their classmates
(Jang, Conradi, McKenna, & Jones, 2015). Providing opportunities for students to interact with
peers about books they read stresses the value of reading to the entire class, nurturing the growth
of all readers. Jang, Conradi, McKenna, and Jones (2015) stated, "small-group discussion
facilitates both reading comprehension and motivation to read" (p. 243).

Third, in an analysis of the discussion of the text, it is imperative to examine the impact
of student reading identities and control of text read. Research conducted by Hall (2012)
examined the role of reading identities and ability in students' texts discussions as well as
comprehension strategies. Hall (2012) studied sixth-grade students text discussions and
comprehension strategies and whether or not differences were dependent on their reading
identities and reading levels. After completing reading a text, students had control over the
conversations about the text. They were required to share at least one topic or question to
explore as well as the comprehension strategy used. Results indicated that there were differences

between the two groups of readers in their conversations about text and the use of
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comprehension strategies. The differences did not change based on assessed reading levels.

High performing readers utilized comprehension strategies in discussion to clarify or deepen
their knowledge of content as well as to assist in their interpretations of a text. These same
students used the comprehension strategy they deemed best at the time for comprehension
challenges they encountered. In contrast, students who identified as low performing readers did
not link the strategies with their discussion about a text. Instead, these students had individual
favorite comprehension strategies that they used consistently regardless of whether or not it was
the best selection for the comprehension problem. These results reveal that reading identity not
only impacts reading motivation and engagement, but also influences how students think and talk
about text (Hall, 2012).

Fourth, the impact of the discussion of text read was found in more than a conversation
about fictional text. Discussion of informational text in literature circles can motivate readers.
Barone and Barone (2016) examined using informational text in literature circles with fifth
graders. Each student in each group had a specific role. Topics were selected, and then each
student selected a text to read. Books could be read independently or with a partner, chatting
together about it as they read. Results indicated that students were highly motivated to converse
collaboratively about their discoveries (Barone & Barone, 2016). Barone and Barone (2016)
point out that, "students learned to socially engage with the text and routinely participated in
close readings of text" (p. 77). Finally, because of the conversations of each literature circle,
students in the class chose to read informational text that other groups had read, increasing
overall motivation to read informational text.

Finally, an exploration of the discussion of text read must include its impact on struggling

readers. There is some assertion that struggling readers typically do not have balanced literacy
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instruction, but instead, their reading instruction is heavily focused on reading sub-skills
(Venegas, 2018). Venegas’ (2018) research explored the possible influence of literature circles
(a balanced literacy instructional approach) on the reader self-efficacies of reluctant and
struggling readers in fourth through sixth grades. The results and findings imply that
improvement in the self-efficacies of struggling readers was possible with participation in
literature circles. While the sample was small, of the seven students in the study, four directly
stated to the researcher that participating in the literature circles increased their confidence in
reading. Several students stated that they believed they had become better readers because of
collaborative discussions. Venegas (2018) noted that before participation in the literature circles,
these struggling readers were only reading short passages, never a full text (Vengas, 2018). This
reality could hinder ongoing growth in reading. In the words of Cabral-Marquez (2015), “It is
only through sustained active engagement with the text that students will encounter natural,
genuine opportunities to integrate all the skills and strategies that comprise the reading process
and lead to growth in reading” (p. 464). In sum, the results of this multiple case study indicate
that active participation in successful literature circles may raise the self-efficacies of reluctant
readers. The author does note that future research is needed to look more specifically at the
impact of literature circles on a more diverse group of readers.

Reading ability is often considered a factor in discussions of text read. Young and Mohr
(2018) explored factors that influence literature circles. Their research involved seventeen
fourth-graders, using a regression model to examine the impact of reading ability, gender,
personality types, and group size. Results indicated that the significant factors were emotional
stability and group size. Groups comprised of three students conversed with higher-quality

discussions (Young & Mohr, 2018). An important finding was that reading ability was the most
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insignificant factor and had minimal influence on the quality of discourse about the text read. A
fundamental limitation was that the number of participants was small, resulting in low statistical
power. Therefore, the results cannot be generalized. The authors note that further research with
a larger sample would be beneficial.

Reading outside of school. The fifth critical reading engagement factor examined for
the current study was reading outside of school. Becoming a life-long reader is the goal for
students and promoting a love of reading is what each teacher seeks to do in his/her classroom.
A challenge faced in the current culture of high stakes testing is that often students can read but
chose not to read (Allington, 2005; Iyengar, & Ball, 2007). Students must find joy in reading
and understand that reading "is a meaning-making process" (Stephens, 2013, p. 2). According to
Schuller, Birnbaum, and Kroner (2017), "Reading fosters the development of reading literacy, it
opens the doors to a unique form of aesthetic experience, and it is an integral part of cultural
participation" (p. 161). Strengthening students' love of reading will require an increase in
reading volume. Students who willingly choose to read cultivate various proficiencies in reading
(Mol & Bus, 2011). One of the significant findings in a longitudinal study conducted by Sparks
et al. (2014) was that there might be a continual relationship between reading volume and
declarative knowledge. Sparks et al. assert that print exposure may be a more critical factor in
developing general knowledge than a student's cognitive ability. Students need to read more to
continue to grow as readers. One component of an increase in reading volume was student time
spent reading outside of school. Reading outside of school has also been referred to as leisure
reading (Schuller et al., 2017) or free voluntary reading (van Bergen et al., 2018). Reading was a
moderately preferred leisure activity for older children and young adolescents (Nippold, Duthie,

& Larsen, 2005). Figure 9 illustrates the features of reading outside of school explored for the
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current study, with an in-depth analysis to follow.
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Figure 9. Explored Features of Reading Outside of School

First, historical research on reading outside of school was examined. A study was
conducted by Anderson, Wilson, and Fielding (1988) on reading growth and how 155 fifth grade
children spent their time outside of school. Students kept a log of how much time they spent on
various activities when they were not at school. A key finding was that reading books outside of
school proved to have the most active association with reading proficiency. Reading outside of
school was a strong predictor of reading growth from second to fifth grade. Anderson et al.
noted that a critical factor in the amount of out-of-school reading time was the influence of the
classroom teacher. Influential teachers promoted reading by ensuring that their students had
access to exciting books at an appropriate reading level, read aloud to children, provided time for
children to read during the school day, and provided incentives to increase motivation for
reading.

Second, reading outside of school and reading performance were studied. Early reader’s
reading performance and reading habits in Finland were examined by Leppanen, Aunola, and
Nurmi (2005). One hundred ninety-five children were examined twice in first grade (beginning

and end of the school year) and once in second grade (during the spring). The focus was
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identifying the degree to which reading outside of school contributed to students' reading
performance. The results revealed that students' reading competence was related to their reading
outside of school. Analysis affirms previous findings that print exposure contributed to reading
performance. While Leppanen et al.,(2005) noted these early readers were learning to read in
Finnish, not an orthographically deep language, such as English and French, the research adds to
the existing literature by demonstrating that early in a child's reading acquisition, reading
competencies contribute to reading habits. Finally, once necessary reading skills were acquired,
there was an increase in the out-of-school reading volume. An increase in reading volume
strengthens students' ongoing reading growth and development.

Readers are significantly impacted by reading outside of school or leisure time reading
(Anderson et al., 1988; Leppanen et al., 2005; Mol & Buss, 2011). A meta-analysis of ninety-
nine studies conducted by Mol and Bus (2011), examination of print exposure from infancy to
early adulthood provides further insight into reading motivation. Mol and Bus (2011)
investigated whether the association between print exposure and components of reading grew
stronger across developmental years (preschool through twelfth grade). The results of their
research analyzed leisure reading indicating interest and positive effect for reading were
invariably associated with high cognitive recall and comprehension of text. There was a
reciprocal relationship between print exposure and reading components. A key finding was that
struggling readers necessary reading skills benefited most from reading books in their leisure
time.

The impact of reading volume on leisure reading was the next feature of reading outside
of school examined. In a longitudinal study, Becker, McElvany, and Kortenbruck (2010)

examined intrinsic and extrinsic reading motivation as predictors of reading literacy. Decoding,
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vocabulary, and text comprehension were analyzed. Researchers noted the theoretical model
proposed by Guthrie et al., (2004) in which motivation to read increases reading volume, which
then increases reading literacy. Becker et al. (2010) sought to determine the type of relationship,
if any, between reading volume and reading literacy. They analyzed both extrinsic and intrinsic
motivation, determining if a bidirectional relationship existed between reading motivation and
reading literacy taking into account previous and current reading achievement. Results of their
study indicated intrinsic reading motivation in fourth grade was positively related to reading
literacy in sixth grade. According to study results, this relationship was mediated by reading
volume. In addition they found that reading volume is greatly influenced by intrinsic motivation,
and to some degree, prior reading literacy. The authors suggest that an early and brisk
procurement of reading ability will nurture lifelong readers. Their analyses further substantiate,
"the idea that reading volume is related to reading motivation and mediates the relationship
between intrinsic motivation and achievement when motivation and previous reading literacy are
controlled" (Becker et al., 2010, p. 781). Results indicate reading outside of school may impact
reading literacy indirectly through an increase in reading volume.

Fourth, an analysis of the relationship between leisure time reading and motivation for
reading outside of school was conducted. McGeown et al. (2016) examined the impact of
children's characteristics on predicting their time spent engaged in various reading activities and
wondered if students’ motivation to read outside of school would increase reading volume, and
ultimately, reading proficiency. Variables included students reading various types of texts,
including digital. Results indicated that reading engagement and the desire to master complex
texts were significant predictors of reading traditional fiction books. Curiosity predicted reading

factual texts. A key finding was teachers had powerful influences on children's reading habits.
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If teachers focused on increasing intrinsic motivation, leisure reading increased. To meet this
goal, teachers encouraged children’s curiosity of different topics in various ways (i.e.,
discussions, games, projects). They also helped students understand the pleasure of getting to
know characters within stories through sharing stories within in the classroom. Conversely,
leisure reading did not increase if grades were the teachers’ priority in encouraging leisure
reading in students (McGeown et al., 2016).

Schuller et al.(2017) sought answers to questions about children’s motivation for leisure
time reading. The overarching question was to identify what causes a child to self-select reading
as a voluntary experience outside of school. These scholars resolved to, "systematically develop
comprehensive, reliable, and valid scales for the determinants of leisure time reading from the
perspective of elementary school students" (Schuller et al., 2017, p. 172). In this particular study,
nine hundred eighty elementary school students in Nuremberg, Germany, were given a paper
questionnaire (Schuller et al.). They also completed qualitative interviews. The researchers
aimed to develop predictor scales regarding children's leisure time reading. The predictors that
proved to be statistically significant were self-confidence, thematically incongruent costs and
benefits, that is preference for doing something other than reading, and controllability, i.e., that
reading is a peaceful activity (Schuller et al.). Results also indicated that girls are more frequent
leisure time readers than boys. Parental educational attainment also influences reading activities
(Schubert & Becker, 2010; Retelsdorf et al., 2011). Finally, Schuller et al. (2017) found that
teachers and parents were essential agents in supporting the development of children's intrinsic
motivation to engage in leisure time reading by creating a nurturing reading environment.

Finally, children choosing to engage in leisure time reading may be somewhat contingent

on their reading ability. A study by van Bergen et al. (2018) examined the influence of reading
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ability on voluntary reading practices. These researchers applied a direction of causality model
to determine if there were causal relationships between reading ability and reading frequency and
the volume of print exposure. This study consisted of a large sample (n > 11,000) of seven-year-
olds in the Netherlands. Data were retrieved from school achievement records and
questionnaires completed by mothers and teachers regarding the students' reading practices.
Results provide evidence of a causal influence of reading ability on print exposure, which aligns
with previous findings. Results indicate that reading ability is the force behind print exposure, or
voluntary reading, but is not reciprocal. Children choosing to independently read outside of
school is somewhat dependent on their reading ability. The authors found that poor readers
would self-select to read less and that it is essential for teachers to consider the environmental
components, including parental values and school encouragement for reading at home.
Moreover, print exposure through voluntary reading cannot be imposed on students. Finally,
despite the results, these scholars propose, "Encouraging children to read more is of itself a
sensible target" (van Bergen et al., 2018, p. 1213). A key element of encouraging students to
read more is equipping them with the skills required to be successful readers.
Summary

Reading instruction that inspires students to become lifelong readers is the goal of those
who teach reading. This broad review of the literature reveals several critical reading
engagement factors in literacy instruction. These factors may have significant influences on
reaching the goal of maturing steadfast readers. Factors analyzed in the current study include
reading self-confidence, motivation to read, student choice of text, discussion of a text read and
reading outside of school. Each of these variables affects engagement with print, a vital

component of the reading process, and reading proficiency (Allington, 2014; van Bergen et al.,
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2018; Hudson & Williams, 2015; Mol & Bus, 2011; Sanacore, 2002; Sparks et al., 2014;
Wanzek et al., 2014).

An examination of motivation begins with an understanding that it is a complex,
multifaceted construct that has been measured in various ways by scholars (Guthrie & Wigfield,
2000; Guthrie et al., 2013; Stutz et al., 2017; Troyer et al., 2018). Motivation to read includes
analysis of both intrinsic and extrinsic motivation and recognizing intrinsic motivation to read
has a more significant impact on reading proficiency than extrinsic motivation (Lee & Zentall,
2017; McGeown et al., 2012; Miyamoto et al., 2018; Schaffner et al., 2016; Troyer, et al., 2018).
Additionally, reading motivation impacts and is impacted by engagement with text and reading
achievement. Early reading motivation leads to reading achievement, impacting later reading
achievement (Gambrell, 2007; Guthrie et al., 2007; Lee & Zentall, 2017; Morgan & Fuchs,
2007). Finally, motivation to read is impacted by social interaction opportunities such as
discussion of text read and student self-selection of text (Miller, 2015).

Measuring reading self-confidence is challenging, as there is no explicit single measure,
yet research suggests it impacts reading proficiency (Carroll & Fox, 2017; Yang et al., 2018).
The level of reading self-confidence impacts both how much students understand text read as
well as their ability to demonstrate what they have understood (Solheim, 2011). Self-confidence
in reading is associated with word reading and is a statistically significant predictor of overall
reading performance after controlling for cognitive reading-related variables (Carroll & Fox,
2017). Reading anxiety is predicted by self-confidence perception for reading with little
variance based on gender (Karahan, 2018). Inadequate responders to intensive reading
interventions report lower levels of self-confidence than typical readers and adequate responders.

Adequate responders report self-confidence similar to typical readers (Cho et al., 2015).
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Modeling reading comprehension strategies impacts reading self-confidence, particularly when
the modeling is scaffolded, ending with independent practice (Schunk & Zimmerman (2007).
Students possessing high reading self-confidence are typically engaged readers who will
embrace challenging reading tasks and achieve higher goals than students with low self-
confidence (Schiefele et al., 2012). Finally, culturally familiar reading significantly impacts
readers, increasing reading performance and reading self-confidence (Kelley et al., 2015).

When students were provided the opportunity to choose what they read, motivation to
read increased significantly (Guthrie et al., 2007; Miller, 2015; Moley et al., 2011; Routman,
2003; Servilio, 2009; Stephens, 2013). Highly effective teachers recognized the critical
importance of providing independent reading time in which students self-select text. Also,
student choice of text increases authentic reading (Hudson & Williams, 2015; Patall et al., 2008;
Wozniak, 2011; Sanden, 2012). Finally, the self-selection of text may increase the volume of
reading engagement in students. An increase in reading volume led to an increase in reading
achievement (Fisher & Frey, 2018).

Research further indicates that discussion about a text positively impacts reading
proficiency. For example, discussion of the text provided students with deeper comprehension
and intentional conversation about text read. Formats for discussion of text may vary, but
providing opportunities to engage in dialogue aids reading motivation (Beaulieu-Jones &
Proctor, 2016; Fisher & Frey, 2018; Hall, 2012; Hudson & Williams, 2015; Jang, et al., 2015;
Lightner & Wilkinson, 2017; Miller, 2015; Moley et al., 2011; Strom, 2014). How students
converse about text read was influenced by reading identity and the conversation impacts both
struggling and non-struggling readers (Hall, 2012; Venegas, 2018; Young & Mohr, 2018).

Are students choosing to read outside of school? Research suggests that students often
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can read but choose not to read (Allington, 2005; Iyengar & Ball, 2007). Choosing to read
cultivates various reading proficiencies (Mol & Bus, 2011). In essence, students need to read
more to continue to grow as readers (Becker et al., 2010). Clearly, reading outside of school
affects reading proficiency (Anderson et al., 1988; Leppanen et al., 2005; Mol & Bus, 2011).
Finally, reading ability, teachers, and parents influenced leisure reading in children (Schuller et
al., 2017; van Bergen et al., 2018).

In order to foster a love of reading, educators must embed instructional practices that
positively impact reading. The broad review of literature reveals the critical influence of reading
motivation, reading self-confidence, student self-selection of text (choice), discussion of a text
read, and reading outside of school on reading proficiency. The current research seeks to further
the knowledge base of the impact of these variables on reading proficiency for all students. As
Krashen (2004) stated, "Children who are readers will develop at least acceptable levels of
literacy. Without a reading habit, children do not have a chance" (p. 149). Educators must
implement strategies that will give all students a chance; a chance to read for pleasure, to make

reading a habit, to find joy in reading.
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CHAPTER 3
RESEARCH METHODOLOGY

Educators strive to develop students' reading capacity. Connecting a lifetime literacy
perspective with elements in literacy instruction that have the strongest relationship with reading
proficiency and influence the development of lifelong readers is essential. In the current culture
of high stakes assessment, reading is routinely dissected into specific skills and strategies
(Allington, 2014; Kohn, 2010). Kohn (2010) asserted that one way to severely hurt students'
motivation to read is to . . . quantify their reading assignments" (p.16). Quantifying reading
requires students to read a particular level of text, number of pages, or a defined number of
minutes. It also encapsulates reading instruction as skills and strategies with minimal time
reading text. These practices result in the fask of reading instead of reading for pleasure
(Allington, 2014; Kohn, 2010; Stephens, 2013). While skills and strategies are critical to learning
to read, we have failed to ensure that children experience and develop the joy of reading
(Allington, 2014).
Statement of the Problem

Broad research confirms the influence of extensive and frequent reading (Sparks et al.,
2014). For example, exposure to print in early grades results in a greater ability and desire to
read (Sparks et al., 2014). Additionally, there are consistent findings across studies, years, and
grade levels regarding the limited amount of time students with reading difficulties have to
actively engage in reading print in general education, Tier 1, core reading instruction (Wanzek et
al., 2014). The time students are engaged in print impacts reading proficiency (Chard &
Kameenui, 2014; Mol & Bus, 2014; Sparks et al., 2014; Wanzek et al., 2011). Print exposure or

print engagement is vital to reading proficiency. Engagement with print is critical to reading
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proficiency, yet students are limited in the amount of time they are actively reading.

Student engagement with print/print exposure is a vital component of the reading process
for all readers and continues to be examined by current researchers (Allington, 2014; van Bergen
et al., 2018; Hudson & Williams, 2015; Mol & Bus, 2011; Sanacore, 2002; Sparks et al., 2014;
Wanzek et al., 2014). An increase in engagement with print/print exposure positively affects
reading proficiency. A decrease in print exposure/print engagement, however, has occurred in
recent years (Wanzek et al., 2014). An academic inquiry examining factors that will increase
student engagement with print would contribute to the field. Such engagement based on
evidence-based research increases reading proficiency.

Purpose of the Study

The purpose of this initial research was to investigate the relationship between critical
reading engagement variables and reading proficiency for students in fourth grade. Exploring
critical reading engagement variables has the potential to provide insight to strengthen both
intermediate and primary reading instruction. Based on a broad review of the current literature,
these critical elements include self-confidence, motivation to read, student choice (self-selection)
of text, discussion of the text read, and reading outside of school/voluntary reading/leisure
reading. Current initial research sought to analyze the factors both inside (Tier 1, core reading
instruction) and outside of school to determine these variables’ relationship with reading
proficiency for fourth graders.

Research Questions

This study intended to investigate the relationship between engagement with print

variables and reading proficiency and analyzed factors both inside (Tier 1, core reading

instruction) and outside of school to determine the relationship. The goal, then, was to identify if
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one of these print engagement variables has a more significant relationship than others with

reading proficiency. The following questions directed the data analysis:

1.

What is the relationship between student motivation and reading proficiency for students
in fourth grade? If a relationship is found, then control variables will be applied to
determine how they affect the relationship. Analysis will include controlling for the
effects of: (a) disability status; (b) National School Lunch Program eligibility; (c) gender;

and (d) race/ethnicity.

. What is the relationship between student reading self-confidence and reading proficiency

for students in fourth grade? If a relationship is found, then control variables will be
applied to determine how they affect the relationship. Analysis will include controlling
for the effects of: (a) disability status; (b) National School Lunch Program eligibility; (c)

gender; and (d) race/ethnicity.

. What is the relationship between student choice (self-selection) of text and reading

proficiency for students in fourth grade? If a relationship is found, then control variables
will be applied to determine how they affect the relationship. Analysis will include
controlling for the effects of: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

What is the relationship between discussion of a text read and reading proficiency for
students in fourth grade? If a relationship is found, then control variables will be applied
to determine how they affect the relationship. Analysis will include controlling for the
effects of: (a) disability status; (b) National School Lunch Program eligibility; (c) gender;

and (d) race/ethnicity.

. What is the relationship between reading outside of school/voluntary reading/leisure
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reading and reading proficiency for students in fourth grade? If a relationship is found,
then control variables will be applied to determine how they affect the relationship.
Analysis will include controlling for the effects of: (a) disability status; (b) National
School Lunch Program eligibility; (c) gender; and (d) race/ethnicity.
Based on a review of the current literature, the hypotheses are:
1. Student motivation to read will have the most significant relationship with reading
proficiency for all subgroups.
2. Student choice of text will have a more significant relationship with reading proficiency
than a discussion of text for all subgroups.
3. Reading outside of school will have a more significant relationship with reading
proficiency than a discussion of text for all subgroups.
Research Design
The National Assessment of Educational Progress (NAEP), an ongoing national gauge
since 1969 of what American students know and can do in core academic subjects, administers
reading assessments on a regular schedule to students in grades four, eight, and twelve. Since the
No Child Left Behind Act of 2001, NAEP assesses reading in grades four and eight every two
years. Based on the Reading Framework as well as the Reading Assessment and Item
Specification document set forth by the National Assessment Governing Board (NAGB), the
NAEP Reading Assessment measures national, regional, state, and subgroup achievement in
reading comprehension in English. It does not report an individual student or school
performance. The assessment measures students' reading comprehension and their ability to
apply vocabulary knowledge to assist them in comprehending the passages they read and then

provide question responses regarding text read. Based on The NAEP Reading Framework, the
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NAEP Reading Assessment is comprised of two types of texts on the assessment: literary texts,
which include fiction, literary nonfiction, and poetry; and informational texts, which include
exposition, argumentation and persuasive text, and procedural text and documents (American
Institute for Research, 2009). Of the text passages on the assessment, fifty % are literary, and
fifty % are informational. Vocabulary assessment occurs in the context of a passage.
Vocabulary items function both as a measure of passage comprehension and as a test of readers'
specific knowledge of the word's meaning as intended by the passage author.

Questions presented include factual, vocabulary, or may require a well-defined analysis
or articulate argument supported by sound evidence from the text. Specific skills assessed
include locate/recall, integrate/interpret, and critique/evaluate. The cognitive targets illuminate
the complex nature of the reading process while underscoring the different behaviors elicited by
different text types. The fourth-grade assessment items contain fifty % selected-response items
and fifty % constructed-response items (American Institute for Research, 2009).

The fourth-grade data set came directly from the 2017 NAEP's national sample, which is
comprised of an aggregation of the samples of public school students from each state and
jurisdiction as well as a nationally representative sample of nonpublic school students. Schools
were selected from across the United States of America by a stratified random sampling
procedure. Students in those schools were selected randomly. Random sampling was
accomplished by creating a sampling frame using the Common Core of Data and the Private
School Survey. The NAEP was then administered to a sample of students from this frame that
represent the student population of the nation as a whole and individual states and districts
participating in the Trial Urban District Assessment (TUDA). This assessment utilized

representative samples of students rather than the entire student population. The sample selection
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process employed a probability sample design. The total sample size for fourth grade on the 2017
reading assessment, taken on tablets, was a representative sample of 148,800 students from 7,830
schools. The fourth-grade sample included fifty-one % male and forty-nine % female. There
were forty-nine % White, fifteen % Black, twenty-six % Hispanic, five % Asian, one %
American Indiana/Alaska Native, and four % two or more races in this fourth-grade sample.
Fifty % were eligible for free and reduced lunch, forty-three % were not eligible for free and
reduced lunch, and this information was not available for six %. Finally, thirteen % of the fourth
graders in this sample were identified as having a disability, and eighty-seven % of the students
were not identified as having a disability (American Institute for Research, 2009).

Along with the Reading Framework for the NAEP, a Contextual Information Framework
for the National Assessment of Educational Progress was created by the National Assessment
Governing Board (Bourque & Grissmer, 2014). Besides being established by law to examine the
academic achievement of American students, NAEP has collected information through survey
questionnaires from hundreds of non-cognitive or background questions about students, their
educational experiences in class and at home, their teachers, and their schools. These non-
cognitive survey questions collect descriptive information from students, teachers, and school
administrators about demographic characteristics and the educational process. NAEP establishes
the questions on educational research, and the responses provide information relevant to the
subject being assessed. For the current research, the contextual information gleaned from the
NAEP questionnaire was focused on reading.

This information is referred to as, "non-cognitive," "background questions," or
"contextual information, (Bourque & Grissmer, 2014, p. 15), and the survey questions must be

precisely linked to academic success or the just and accurate report of achievement results. The
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questionnaires are nonintrusive and are free of racial, cultural, regional, or gender bias and are
secular, neutral, and non-ideological (Bourque & Grissmer, 2014). The maximum time for
students to complete the thirty-three questions on the computer-based voluntary survey is fifteen
minutes. The background information data provides context to NAEP results and allows
researchers to track factors associated with academic achievement as well as allow relevant
comparisons between student groups. A goal of the survey is to provide information to deepen
understanding of the context in which students learn, which aids in improving the educational
system (American Institute for Research, 2009). For further information regarding the
methodology of the National Assessment of Educational Progress (NAEP), see Appendix B.

Current study. The total sample size for fourth grade on the NAEP 2017 reading
assessment comprised a representative sample of 148,800 students from 7,830 schools who took
the assessment on tablets. Samples of schools and students are drawn from each state and the
District of Columbia, and Department of Defense schools. The sample of students participating
in the TUDA school districts is an extension of the sample of students who would usually be
selected by NAEP as part of national and state samples. Representative samples of 34,000
fourth-grade public school students from twenty-seven urban districts participated in the 2017
reading assessment (American Institute for Research, 2009).

The fourth-grade sample included fifty-one % male and forty-nine % female, including
forty-nine % White, fifteen % Black, twenty-six % Hispanic, five % Asian, one % American
Indiana/Alaska Native, and four % two or more races. Fifty % were eligible for free and reduced
lunch, forty-three % were not eligible for free and reduced lunch, and information was not

available for six %. Finally, thirteen % of the fourth graders were identified as having a
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disability, and eighty-seven % of the students were not identified as having a disability
(American Institute for Research, 2009).
Research Instrument

For the 2017 National Assessment of Educational Progress, the Reading Framework,
created in 2009, continued to be implemented. The framework presents a test designed for
reading comprehension. The assessment requires students to read passages of written English
text, either literary or informational, and then respond to questions regarding what they have
read. All items are completed by a representative sample of students, though individual students
complete only a portion of the items. Students seated next to each other did not complete the
same form of the assessment because different versions of the assessment were distributed to
students based on proximity. For each subject, there are several different versions of booklets.
Individual students complete only a subset of NAEP items (American Institute for Research,
2009). In order to encapsulate what students in each group know and can do, the reading data
are scaled separately by the two types of reading (literary and informational) resulting in two
separate subscales at each grade. The composite scale is a weighted combination of these
subscales (American Institute for Research, 2009).

For 2017 the NAEP Reading Student Questionnaire Grade 4 utilized the Contextual
Information Framework created by the National Assessment Governing Board in 2014 (Bourque
& Grissmer, 2014). These thirty-three questions provide non-cognitive or background questions
about students, their educational experiences related to reading in class and at home, and their
teachers. The results of the survey provide context to NAEP results while tracing factors
associated with academic achievement (Bourque & Grissmer, 2014). Contextual Information is

gathered through teacher, school, and student questionnaires. Student questionnaires collect
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information on students' demographic characteristics, opportunities to learn in and outside of the
classroom, and educational experiences.

Current study. For the current quantitative research, a factorial design was employed.
Reading proficiency was the independent variable. The dependent variables were students'
interest/enjoyment in reading (motivation), students' confidence in knowledge/skills (reading
efficacy), reading outside of school, reading a book that was self-selected by the student, and
paired or small group discussion of a text read. The sample size represents the total population
of fourth-grade students in the United States and is large enough to support the current study's
findings. The NAEP Reading Student Questionnaire Grade 4 questions used for analysis in the
current study are in Appendix A.

Data Collection Procedures

To ensure the reliability, validity, and integrity of the NAEP, consistency and accuracy at
the highest levels are required for data collection. Rigorous staff training occurs for the
standardization of field procedures as well as in the use of well-defined assessment protocols,
ensuring uniform NAEP administration across schools. A testing environment in which students
can focus on the assessment and do their best with minimal distractions is also required, along
with testing accommodation provisions to maximize student inclusion. Finally, there is an
incorporation of multiple layers of quality control to ensure accuracy of records and results
including assurance of testing material security and the anonymity of all participants (American
Institute for Research, 2009).

For the student performance on the NAEP academic reading assessment, results are
reported in terms of three performance measures: average scales scores, %iles, and achievement

levels (or performance levels in Long Term Trends). The achievements levels are reported as
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%ages of students performing at or above three achievement levels. Those levels are Basic (a
score of 208), Proficient (a score of 238), or Advanced (a score of 268). Fourth-grade students
who score Basic (208) are expected to be competent in locating relevant information, make
simple inferences, and identify details that support a given interpretation or conclusion. They
should also be able to interpret the meaning of a word as used in the text. Fourth-grade students
who score Proficient (238) on the NAEP Reading Assessment should be able to not only
integrate and interpret texts but also apply their understanding to draw conclusions and make
evaluations. Finally, fourth graders with scores of Advanced (268) should be able to make
complex inferences and construct and support their inferential understanding and apply their
understanding of a text to make and support a judgment (American Institute for Research, 2009).

For the NAEP contextual information, data are collected from school records and other
reliable data sources to improve the validity of the collected information. Also, the data are
collected from three types of questionnaires: student, teacher, and school. Data are then
systematized into groupings that have shared characteristics and can be selected as a category
when examining and generating tables (American Institute for Research, 2009).

Current study. For the current study, fourth-grade reading proficiency data and
contextual background information was gleaned from the data collected through the NAEP. This
data is an extensive data set that allows the researcher to conduct an initial analysis to examine
which of the reading engagement variables identified has the most substantial relationship with
reading proficiency. Currently, access to the raw data is restricted. However, each factor can be

individually analyzed.
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Statistical Analysis Procedures

For the NAEP assessment, student performance is reported on the National Assessment
of Educational Progress (NAEP) scales, which range from 0-500 for reading. Average scale
scores for various demographic samples of the student population are also reported. Scale scores
can show the standard error (in parentheses) and are often accompanied by data on %age and
standard deviation. NAEP scales are produced using Item Response Theory (IRT) methods to
summarize response patterns for each of the domains in each subject area. That is, student
responses to the assessment questions are analyzed to determine the %age of students responding
correctly to each multiple-choice question and the %age of students achieving each of the score
categories for constructed-response questions (National Center for Educational Statistics, 2017).

NAEP assessment results are expressed using the achievement levels authorized by the
NAEP legislation and adopted by the National Assessment Governing Board. The achievement
levels are based on cooperative decisions regarding what students should know and be able to do
relative to the body of content reflected in each subject-area assessment. As previously noted, for
each subject area, three levels Basic, Proficient, and Advanced are defined for each grade, within
scale score cut points.

The principal goal of the analysis of NAEP data is to summarize the performance of
groups of students. NAEP analysis comprises several steps. First is the calculation of simple
counts and %ages for background variables as well as classical test statistics. These actions
substantiate the accuracy of the data and data files used in the analysis and provide the first
indication of aspects of the data and analysis that require special consideration and attention.

This first item analysis offers starting values for use in the scaling process. Some of these
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activities are conducted without student weights or with preliminary student weights, but final
student weights are used whenever possible.

When the initial activities are finished, NAEP score scales are created through Item
Response Theory (IRT), and scale score distributions are estimated for groups of students. When
the score scales are created, parameters describing the item response characteristics are
estimated. NAEP is not designed to report individual test scores and therefore produces
estimates of scale score distributions for groups of students. The resulting scale score
distributions describing student performance are transformed to a NAEP reporting scale, and
summary statistics of the scale scores are estimated. Statistical tests are used to make inferences
about the comparisons of results for different groups of students or different assessment years.
Finally, NAEP scale score distributions are described through the National Assessment
Governing Board achievement levels and item mapping procedures, or both (American Institute
for Research, 2009).

Current study. The current study employed a factorial design, which is considered a
strong experimental design, allowing two or more independent variables to be manipulated to
determine interactive effects on the dependent variable (Johnson & Christensen, 2017). For the
current study, the hypothesis was to determine the relationship between key variables linked to
student engagement with print and reading proficiency. Typically in a factorial design, two or
more independent variables are examined simultaneously. However, due to the restrictions on
data access, each factor will be analyzed individually. The data was analyzed first with cross-
tabulations and then multiple regressions. The dependent variable is reading proficiency. The
independent variables are motivation to read, self-confidence, student choice of text, discussion

of text read, and reading outside of school. During regression analysis, a multivariate analysis
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was utilized to determine the relationship each variable has with reading proficiency scores after
applying the control variables of: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

For the current study, a multiple regression was employed. First, a bivariate regression
with dummy variables was conducted. Then multiple regressions were utilized controlling for
(a) disability status; (b) National School Lunch Program eligibility; (c) gender; and (d)
race/ethnicity. A benefit of regression analysis is its ease of interpretation. The focus of this
research was on the relationship between reading engagement factors with reading proficiency.
Socio-demographic variables that affect reading proficiency are gender, race/ethnicity, disability
status, and school lunch program eligibility. Due to the number of cases in the data set,
statistical significance is a given (n=148,800). Therefore, standardized coefficients will be the
focus, analyzing shape, strength, and significance.

Limitations

There are two limitations. First, the secondary raw data was not available. Access to the
raw data would have allowed more extensive analysis. Second, the independent variables are
self-reported by students. The cultural background could affect student responses as well as
selecting what they considered to be the correct response. However, historically, research
investigating these variables has been conducted in the same manner (Allington, 2014; Guthrie
et al., 2007; Krashen, 2004; Morgan & Fuchs, 2007; Routman, 2003; Sanacore, 2002; Stephens,
2013).

Summary
Findings were expected to provide insight into possible instructional practices teachers of

reading can employ to increase student engagement with print, thereby increasing reading
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proficiency. For example, if the results indicated a strong relationship between motivation to
read and reading proficiency, the teachers of reading must consider how to strengthen their own
students' reading motivation. If the results indicated a strong relationship between student choice
of text and reading proficiency or discussion of text and reading proficiency, classroom
instruction is impacted. Those who teach reading will be encouraged to consider how often they
allow students to self-select text and have a discussion regarding text read. These instructional
practices can be implemented, providing students opportunities to choose their own book as well
as discuss a text read. Finally, if there was a strong relationship between reading outside of
school and reading proficiency educators must be inspired to support their students in engaging
in an increased volume of leisure reading. The ultimate goal is not only to increase student

reading proficiency but ultimately to cultivate a love of reading.
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CHAPTER 4
RESULTS

This chapter outlines the analysis of the research questions regarding the relationship
between the identified critical student engagement variables and reading proficiency. The data
were analyzed utilizing bivariate and multivariate analysis. The overarching goal is to provide
insight into the relationship between instructional practices reading teachers can employ to
increase student engagement with print, thereby increasing reading proficiency. At the core of
this initial research is a drive to identify instructional practices that could increase reading
proficiency and be a catalyst for deepening the love of reading for students.

The analysis of data began with a bivariate analysis for each independent variable and
control variable to determine the relationship each one had with reading proficiency as measured
by the NAEP. Based on those results, a multivariate analysis was conducted for further
examination of reading engagement factors and their relationships with reading proficiency.
Purpose of the Study

The purpose of the current study was to investigate the relationship between critical
reading engagement factors and reading proficiency. Critical elements include self-confidence,
motivation to read, student choice (self-selection) of text, discussion of a text read, and reading
outside of school/voluntary reading/leisure reading. This initial research sought to analyze the
factors both inside (Tier 1, core reading instruction) and outside of school to determine key
variables’ impact on reading proficiency for both struggling and non-struggling readers.
Research Questions

The overarching goal was to examine variables that may increase student engagement

with print, increasing reading proficiency. The predominant aim was to determine the
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relationships between critical print engagement variables and reading proficiency. The primary
variable of interest was the dependent variable, reading proficiency. The results identify
instructional practices that can be incorporated into core reading instruction (Tier 1) to increase
student engagement with print significantly impacting reading proficiency.
The following questions guided the data analysis (see Appendix A for contextual information
questions and response options):
1. What is the relationship between student motivation (students’ interest enjoyment in
reading) and reading proficiency for students in fourth grade?
2. What is the relationship between self-confidence (students’ confidence in reading
knowledge/skills) and reading proficiency for students in fourth grade?
3. What is the relationship between student choice (self-selection) of text and reading
proficiency for students in fourth grade?
4. What is the relationship between discussion of text read and reading proficiency for
students in fourth grade?
5. What is the relationship between reading outside of school/voluntary reading/leisure
reading and reading proficiency for students in fourth grade?
Participant Demographics
This research employed the fourth grade data set from the 2017 National Assessment of
Educational Progress (NAEP) in reading. The demographics of this data set included students
from both public and nonpublic schools and consisted of 148,800 students from 7,830 schools.

Participant demographics are presented in Table 1.
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Table 1

Participant Demographics

Demographic %
Gender
Male 51%
Female 49%
Race
White 49%
Black 15%
Hispanic 26%
Asian 5%
American Indian/Alaska Native 1%
Two or More Races 4%

Disability Identification

Students With Disabilities 13%

Students Without Disabilities 87%
Free/Reduced Lunch Eligibility

Eligible 50%

Not Eligible 43%

Information Unavailable 6%

Reading Proficiency: All Students

Data analysis began with identifying the results of the national assessment, as revealed in
Figure 10 below. As Figure 10 indicates, students scored far below the top scale score of 500.
The current data is consistent with the trend over the past five assessment years. Trend data

demonstrates that performance has been below Proficient for several years.
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Figure 10. Trend in Average Scale Scores for Grade 4 Reading, All Students: NAEP

An exploration of reading proficiency by percentile subgroups indicates a trend similar to the

83

reading proficiency trend displayed for all students. The scores on the NAEP are reported at five

designated percentile to show the progress made by lower- (10th and 25" percentiles), middle-

(50™ percentile), and higher (75th and 90™ percentiles) performing students. When examining

trend data, little change has occurred for each percentile group. The tenth percentile group has

dropped in the last two assessment years. The remaining percentiles have little change in
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average scale scores except for the 75" percentile whose scores have progressed by one point
each year.
Bivariate Analysis: Control Variables

Research to explore the relationship between reading engagement variables and reading
proficiency began with a bivariate analysis of the control variables: gender, race/ethnicity,
disability status of a student, and National School Lunch Program eligibility. A comparison of
means analysis was completed. The purpose was to compare groups of students to determine if a
specific group membership has a relationship with reading proficiency. With the number of
cases, significance is probable. Therefore, mathematically the null hypothesis will be rejected in
nearly every analysis because of the volume of cases. Significance must be examined carefully.
The results indicate that each variable has a strong relationship with reading proficiency, as

shown below in Table 2. Each bivariate analysis will then be reported.
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Table 2

Average Scale Scores for Grade 4 Reading, by Control Variable: National, 2017

Scale Significance
Variable Score
(0-500)
Gender
Male 219 Comparison
Female 225 p>.05
Race
White 232 Comparison
Black 206 p<.05
Hispanic 209 p<.05
Asian 241 p >.05
American Indian/Alaska Native 202 p<.05
Native Hawaiian/Other Pacific Islander 212 p <.05
Two or More Races 227 p <.05
Disability Identification
Students With Disabilities 187 Comparison
Students Without Disabilities 227 p >.05
National School Lunch Program Eligibility (Six
Categories)
Not Eligible 236 Comparison
Reduced-Price Lunch 220 p<.05
Free Lunch 207 p<.05
Information Not Available 225
School Refused Information
Not Participating 238

* Reporting standards not met.

Source: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assessment of

Educational Progress (NAEP), 2017 Reading Assessment
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Gender. The first bivariate analysis was conducted with gender. Current results, as well

as trend data, are shown in Figure 11.
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Figure 11. Average Scale Scores Trend Data for Grade 4 Reading, by Gender: National

As the table reveals, females scored significantly higher than males (p < .05), which is

consistent with the trend since 2007. Therefore, the results of the bivariate analysis reveal that

gender has a strong relationship with reading proficiency. Also, the trend data reveals a minimal

change in overall reading proficiency scores on the reading assessment for both groups.

Race/ethnicity. The second control variable examined was race/ethnicity using 2011

guidelines, as reported by the schools participating in the assessment. Results indicate a strong

relationship between race and reading proficiency, as seen in Figure 12.
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Figure 12. Average Scale Scores Trend Data for Grade 4 Reading, by Race/Ethnicity, Using
2011 Guidelines, School-Reported: National

Trend data indicate that Asian students consistently earned the highest score, with White
students second. Thus, Asian ethnicity has the strongest positive effect on reading proficiency

scores (p < .05) compared to all other race/ethnicity. White students’ scores were significantly
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higher than other racial groups (p < .05) except Asians. American Indian/Alaska Native, Black,
and Hispanic students consistently earned lower scores than other groups. Further analysis of
data trends also reveals a minimal change in scores regardless of race/ethnicity. Therefore,
bivariate analysis reveals that race/ethnicity does have a relationship with reading proficiency.
Disability status of students. The third control variable explored was the disability
status of students. Results demonstrate that students without disabilities score significantly
higher than students identified as having a disability (p <.05). Therefore, disability status,
including those with 504 plans has a strong effect on reading proficiency scores. Identification
of disability has a negative effect on reading scores while not identified as students with
disabilities has a positive effect. This trend has occurred consistently for five years prior to the

current assessment year (2017). Figure 13 illustrates the trend, including the current data.
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Figure 13. Average Scale Scores Trend Data for Grade 4 Reading, by Disability Status of
Student, Including Those with 504 Plan [IEP]: National

Trend data reveals reading proficiency composite scale scores of students with
disabilities declined for three years in a row, then increased. Conversely, students identified
without disabilities have increased with a slight decrease in the current year. Therefore, the

results of the bivariate analysis reveal that disability status does have a relationship with reading



FOR THE LOVE OF READING: THE IMPACT OF ENGAGEMENT FACTORS 89

proficiency.

National school lunch program eligibility. The fourth and final control variable
explored was National School Lunch Program eligibility, six categories. Results of the bivariate
analysis indicate that National School Lunch Eligibility has a strong relationship with reading
proficiency scores.

Students who were not eligible for the school lunch program had significantly higher
scores than all other groups (p < .05) except those students where school lunch program
eligibility was not available and those who did not participate when analyzing six categories of
eligibility. Thus, not eligible for the school lunch program had a positive effect on reading
scores. Reduced-price lunch eligibility had a positive effect on reading scores compared to free
lunch eligibility (p < .05) and a negative effect on scores compared to students not eligible (p <
.05) or those not participating (p <.05). There was no significant difference between reduced
price eligibility and students for which eligibility information was not available. Finally, free
lunch eligibility had a negative effect on reading scores compared to all other eligibility groups
(p <.05).

An examination of trend data reveals that this data has been compressed from six
categories to three identified categories: students not eligible for free/reduced lunch, students
eligible for free/reduced lunch, and those whose lunch program information was not available.
For all three groups, scores increased from 2007-2015, with a slight decrease in 2017. In sum,
results of the bivariate analysis reveal that National School Lunch Program eligibility does have
a relationship with reading proficiency. Current results are shown in Table 3. Trend data, six

categories collapsed into three categories are shown in Figure 14.
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Table 3

Average Scale Score for Grade 4 Reading, by National School Lunch Program Eligibility, 6
Categories: National, 2017

Average Significance
National School Lunch Program Eligibility (Six Scale Score
Categories)
Not Eligible 236 Comparison
Reduced-Price Lunch 220 p<.05
Free Lunch 207 p<.05
Information Not Available 225 p >.05

School Refused Information
Not Participating 238 p>.05
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Figure 14. Average Scale Score Trend Data for Grade 4 Reading, by National School Lunch
Program Eligibility, 3 Categories: National

Bivariate Analysis: Independent Variables

Research to explore the relationship between reading engagement variables and reading
proficiency continued with a bivariate analysis of the independent variables: self-confidence
(students’ confidence in reading knowledge/skills index), student motivation (students’
interest/enjoyment in reading index), discussion of text (work in pairs or groups to talk about
something read), self-selection of text (read a book chosen by the individual), and time spent
reading outside of school. A comparison of means analysis was completed. The purpose was to
examine the relationships of the identified critical reading engagement variables with reading
proficiency. With the number of cases in the current study, significance is probable. Therefore,

mathematically the null will be rejected in nearly every analysis because of the volume of cases.
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Significance must be examined carefully. Results indicate that the three identified critical

reading engagement variables with the most substantial relationship to reading proficiency are

self-confidence, motivation, and discussion of the text. Reading outside of school also had a

strong relationship with reading proficiency, but not as significant as the previous three

identified. The results for all variables and significance are shown below in Table 4. Each

bivariate analysis of the independent variables will then be reported.

Table 4

Average Scale Scores for Grade 4 Reading, by Independent Variable: National, 2017

Scale Significance
Variable Score
(0-500)
Students’ Confidence in Reading
Knowledge/Skills Index
Low 188 Comparison
Moderate 213 p <.05
High 238 p <.05
Students’ Interest/Enjoyment
in Reading Index
Low 214 Comparison
Moderate 226 p <.05
High 232 p<.05
Work in Pairs or Groups to
Talk About Something Read
Never 212 Comparison
Once or Twice a Year 215 p <.05
Once or Twice a Month 230 p <.05
Once or Twice a Week 230 p <.05
Every Day or Almost 221 p <.05
Read a Book You Chose
Yourself
Never 223 Comparison
Once or Twice a Year 221 p >.05
Once or Twice a Month 226 p <.05
Once or Twice a Week 225 p <.05
Every Day or Almost 225 p <.05
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Variable Scale Significance
Score
(0-500)
Time Spent Reading
Outside of School
<30 Minutes a Day 217 Comparison
About 30 Minutes 229 p<.05
About 1 Hour 233 p <.05
About 2 Hours 235 p <.05
About 3 Hours 230 p >.05
4 Hours or More 221 p>.05

Motivation: students/ interest/enjoyment in reading.

Research Question 1: What is the relationship between student motivation
(students’ interest enjoyment in reading) and reading proficiency for all students in fourth
grade?

The first independent variable on which bivariate analysis was conducted was the
Students’ Interest/Enjoyment in Reading Index (See Appendix A for survey questions).
Bivariate analysis indicates that motivation (students’ interest/enjoyment in reading) has a
significant relationship with reading proficiency. This bivariate analysis demonstrates a strong
relationship between student interest/enjoyment in reading (motivation) and reading proficiency
scores. Results are shown in Table 5 below.

Table 5

Average Scale Scores for Grade 4 Reading, By Students’ Interest/Enjoyment in Reading Index:
National, 2017

Students’ Interest/Enjoyment Average Significance
in Reading Index Scale Score
Low 214 Comparison
Moderate 226 p <.05
High 232 p<.05

Reading self-confidence. Research Question #2: What is the relationship between

self-confidence (students’ confidence in reading knowledge/skills) and reading proficiency
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for all students in fourth grade?

The second independent variable on which bivariate analysis was conducted was the
Students’ Confidence in Reading Knowledge/Skills Index (See Appendix A for survey
questions). Results suggest that as reading confidence in knowledge/skills increased, there was
an increase in reading proficiency scores. Therefore, students’ confidence in reading
knowledge/skills has a substantial relationship with reading proficiency. Results indicate a
strong and significant effect, as shown in Table 6.

Table 6

Average Scale Scores for Grade 4 Reading, by Students’ Confidence in Reading
Knowledge/Skills Index: National, 2017

Scale Significance
Variable Score
(0-500)
Students’ Confidence in Reading
Knowledge/Skills Index
Low 188 Comparison
Moderate 213 p <.05
High 238 p <.05

Read a self-selected book. Research Question 3: What is the relationship between
student choice (self-selection) of text and reading proficiency?

The third independent variable explored with a bivariate analysis was reading a book
chosen by the individual (See Appendix A for survey question). Results indicate that while there
is minimal difference in average scale scores, there are statistical differences between categories.
There was an increase in reading proficiency scores if students reported reading a self-selected
book once or twice a year, week, or every day versus never or once or twice a year. This
bivariate analysis demonstrates a minor relationship between reading a self-selected text and
reading proficiency scores compared to self-confidence, motivation, and discussion of the text.

A multivariate analysis was not conducted because of the weak relationship demonstrated
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between reading a self-selected book and reading proficiency. Results are shown in Table 7.

Table 7

Average Scale Scores for Grade 4 Reading, by Read a Book You Chose Yourself: National, 2017

Read a Book You Chose Average Significance
Yourself Scale Scores
Never 223 Comparison
Once or Twice a Year 221 P> .05
Once or Twice a Month 226 p >.05
Once or Twice a Week 225 p <.05
Every Day or Almost 225 p <.05

Discussion of text read. Research Question 4: What is the relationship between
discussion of text read and reading proficiency?

The fourth independent variable examined with bivariate analysis was discussion of text
by working in pairs or groups to talk about something read (See Appendix A for survey
question). The results indicate this variable has a significant relationship with the reading
proficiency scores. Discussion of text read demonstrates a strong relationship with reading
proficiency if it occurs once or twice a month or once or twice a week. However, there was a
drop in reading proficiency scores when discussion of text was reported to have occurred every
day or almost every day. The bivariate analysis reports a strong relationship between discussion
of text (work in pairs or groups to talk about something read) and reading proficiency scores.

Results are shown in Table §.
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Table 8

Average Scale Scores for Grade 4 Reading, by Work in Pairs or Groups to Talk About
Something Read: National, 2017

Work in Pairs or Groups to Average Significance
Talk About Something Read Scale Scores
Never 212 Comparison
Once or Twice a Year 215 p >.05
Once or Twice a Month 230 p <.05
Once or Twice a Week 230 p <.05
Every Day or Almost 221 p <.05

Reading outside of school. Research Question 5: What is the relationship between
reading outside of school/voluntary reading/leisure reading and reading proficiency?

The final independent variable on which a comparison of means analysis was conducted
was reading outside of school. Results indicate a strong relationship between this variable and
reading proficiency scores. However, there is some statistical variance between categories. The
strongest relationships between reading outside of school and reading proficiency were
demonstrated when students reported reading outside of school from about thirty minutes up to
and including about two hours. The remaining categories (less than thirty minutes a day, about
three hours, four hours or more) revealed a weaker relationship with reading proficiency. The
bivariate analysis demonstrates a minor relationship between reading outside of school and
reading proficiency scores compared to self-confidence, motivation, and discussion of text. Thus,

a multivariate analysis was not conducted. Results are shown in Table 9.
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Table 9

Average Scale Scores for Grade 4 Reading, by Time Spent Reading Outside of School: National,
2017

Time Spent Reading
Outside of School

<30 Minutes a Day 217 Comparison
About 30 Minutes 229 p <.05
About 1 Hour 233 p <.05
About 2 Hours 235 p <.05
About 3 Hours 230 p>.05
4 Hours or More 221 p>.05

Multivariate Analysis

The results of the bivariate analysis indicated the independent variables that demonstrated
the strongest relationship with reading scores were students’ confidence in reading
knowledge/skills (self-confidence), students’ interest enjoyment in reading (motivation), and
working in pairs or groups to talk about something read (discussion of text). Next, a multivariate
analysis was completed with the control variables of gender, race/ethnicity, and disability status,
school lunch program eligibility to determine if these variables impacted the outcome.

Results of the multiple regression demonstrate reading self-confidence (students’
confidence in reading knowledge/skills), reading motivation (students’ enjoyment/interest in
reading), and discussion of text hold strong relationships with reading proficiency. The strong
relationships between these critical reading engagement variables and reading proficiency are
consistent when controlling for gender, race, disability status, and school lunch program
eligibility. The multivariate analysis also revealed school lunch program eligibility explained the
highest %age of variance in fourth graders’ reading proficiency scores for all three independent
variables. Gender explained the lowest %age of variance in fourth graders’ reading proficiency
scores for all three independent variables analyzed. Disability status explained the second-

highest %age of variance for student motivation and discussion of text while race/ethnicity
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explained the second-highest %age of variance for reading self-confidence. Discussion of the
multiple regression results of each independent variable will now be reported.

Confidence/reading self-confidence. A multiple regression model was employed to
analyze if students’ confidence in reading knowledge/skills significantly predicted reading
proficiency when controlling for race, gender, disability status, and school lunch program
eligibility. As in the bivariate analysis, there was a consistent pattern. That is, regardless of
race/ethnicity, as student confidence increased, reading proficiency scores increased. Results of
the regression analysis indicate that self-confidence holds a strong relationship with reading
proficiency when controlling for race. The regression model explained that 25 % of the variance
in fourth-graders' reading proficiency scores. Collective effects demonstrate this (R* = 0.25, p <
.05). Net effects of the multivariate analysis report similar findings. Standardized Regression
Coefficients reveal an increase as students moved from low to moderate (3 = 0.2777, p <.05) as
well as from low to high (8 = 0.5988, p <.05). Regression coefficients show that when students
move from low to moderate, there is an increase (b = 22.3875) as well as when students move
from low to high (b =45.7744). The multivariate analysis demonstrates that students' confidence
in reading knowledge/skills maintains a strong relationship with reading proficiency scores when
controlling for race/ethnicity. Therefore, self-confidence still matters for reading proficiency.

The second analysis is utilizing a multiple regression model controlled for gender.
Results of the regression analysis indicate that self-confidence maintains a strong relationship
with reading proficiency when controlling for gender. The regression model explained 17 % of
the variance in fourth-graders' reading proficiency scores. Collective effects demonstrate this
(R*=0.17, p <.05). Net effects of the multivariate analysis report similar findings.

Standardized Regression Coefficients reveal an increase as students moved from low to moderate
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(B=0.3021, p <.05) as well as from low to high (B = 0.638, p <.05). Regression coefficients
demonstrate a similar increase when students move from low to moderate (b = 24.3577) as well
as from low to high, (b =48.7667). The multivariate analysis demonstrates that students'
confidence in reading knowledge/skills maintains a strong relationship with reading proficiency
scores when controlling for gender. Therefore, self-confidence still matters for reading
proficiency.

The third analysis is utilizing a multiple regression model controlled for the disability
status of the student, including those with a 504 Plan. Results of the regression analysis indicate
that self-confidence holds a strong relationship with reading proficiency when controlling for
disability status. The regression model explained 24 % of the variance in fourth-graders' reading
proficiency scores. Collective effects demonstrate this (R* = 0.24, p <.05). Net effects of the
multivariate analysis report similar findings. Standardized Regression Coefficients reveal an
increase as students moved from low to moderate (B = 0.2546, p <.05) as well as from low to
high (B =10.5536, p <.05). Regression coefficients demonstrate a similar increase when students
move from low to moderate (b =20.5281) as well as from low to high, (b =42.3155). This
multivariate analysis demonstrates students’ confidence in reading knowledge/skills maintains a
strong relationship with reading proficiency scores when controlling for disability status.
Therefore, self-confidence still matters for reading proficiency.

The fourth analysis is utilizing a multiple regression model controlled for National
School Lunch Program eligibility, six categories. Results of the regression analysis indicate that
self-confidence holds a strong relationship with reading proficiency when controlling for
National School Lunch Program eligibility. The regression model explained 27 % of the

variance in fourth-graders' reading proficiency scores. Collective effects demonstrate this (R* =
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0.27, p <.05). Net effects of the multivariate analysis report similar findings. Standardized
Regression Coefficients reveal an increase as students moved from low to moderate (B = 0.2683,
p <.05) as well as from low to high (B=0.5717, p <.05). Regression coefficients demonstrate a
similar increase when students move from low to moderate (b =21.6325) as well as from low to
high, (b = 43.7003). This multivariate analysis demonstrates students’ confidence in reading
knowledge/skills maintains a strong relationship with reading proficiency scores when
controlling for school lunch program eligibility. Therefore, self-confidence still matters for
reading proficiency. A summary of the Ordinary Least Squares (OLS) Regression results is

displayed in Table 10.
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Table 10

OLS Regression Results. Dependent Variable: Reading Proficiency Composite Scale Score.
Predictor Variable: Students’ Confidence in Reading Knowledge/Skills Index

Controlling for Race Controlling for Gender Controlling for Free Controlling for Disability
Contrast Coding Reference Contrast Coding Reference ~ Lunch Eligibility Contrast Coding Reference
Group: White, Low Group: Male, Low Contrast Coding Reference ~ Group: Identified Students
Group: Not Eligible, Low With Disabilities, Low
Student Regression Student Regression  Student Regression  Student Regression
Confidence coefficients Confidence  coefficients Confidence coefficients Confidence coefficients
in Reading (change in in Reading (change in in Reading (change in in Reading (change in
Knowledge/  reading score) Knowledge/ reading Knowledge/ reading Knowledge/ reading
Skills Index + Skills Index  score) Skills Index  score) Skills Index  score)
Low 22.3875 Low + Low + Low +
Moderate 45.7744 Moderate 24.3577 Moderate 21.6325 Moderate 20.5281
High High 48.7667 High 43.7003 High 42.3155
Race/ National Disability
ethnicity School status of
using 2011 Lunch student,
guidelines, Program including
school- eligibility, 6 those with
reported Gender categories 504 plan
White + Male + Reduced- -14.0037 Identified as +
price lunch students
with
disabilities
Black -21.4735 Female 3.7792 Free lunch -23.3556 Not 30.5713
identified as
students
with
disabilities
Hispanic -18.334 Information  -8.638
not available
Asian 9.493 School -11.1071
refused
information
American -21.9859 Not 3.4099
Indian/ participating
Alaska
Native
Native -16.4415
Hawaiian/
Other Pacific
Islander
Two or more -3.2783
races

R?= 0.25 R?= 0.17 R?= 0.27 R?= 0.24
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Interest/enjoyment in reading index. A multiple regression model was employed to
analyze if students’ interest/enjoyment in reading significantly predicted reading proficiency
when controlling for race, gender, disability status, and school lunch program eligibility. The
first multivariate analysis was conducted on students’ interest/enjoyment in reading, controlling
for race. As in the bivariate analysis, there was a consistent pattern. Regardless of
race/ethnicity, as student interest/enjoyment in reading increased, reading proficiency scores
increased. Results of the regression analysis indicate that students’ interest/enjoyment in reading
holds a slightly strong relationship with reading proficiency when controlling for race. The
regression model explained 14 % of the variance in fourth-graders' reading proficiency scores.
Collective effects demonstrate this (R* = 0.14, p <.05). Net effects of the multivariate analysis
report similar findings. Standardized Regression Coefficients reveal an increase as students
moved from low to moderate (8 = 0.135, p <.05) as well as from low to high (3 =0.2474, p <
.05). Regression coefficients show that when students move from low to moderate, there is an
increase (b = 11.2805) as well as when students move from low to high (b = 18.5789). The
multivariate analysis demonstrates students’ interest/enjoyment in reading maintains a strong
relationship with reading proficiency scores when controlling for race/ethnicity. Therefore,
motivation still matters for reading proficiency.

The second multivariate analysis was conducted on students’ interest/enjoyment in
reading, controlling for gender. As in the bivariate analysis, there was a consistent pattern.
Regardless of gender, as student interest/enjoyment in reading increased, reading proficiency
scores increased. Results of the regression analysis indicate that the relationship between
students’ interest/enjoyment in reading and reading proficiency is not significantly impacted by

gender. The regression model explained 4 % of the variance in fourth-graders' reading
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proficiency scores. Collective effects demonstrate this (R* = 0.04, p <.05). Net effects of the
multivariate analysis report similar findings. Standardized Regression Coefficients reveal an
increase as students moved from low to moderate (B = 0.1384, p <.05) as well as from low to
high (B =0.2365, p <.05). Regression coefficients show that when students move from low to
moderate, there is an increase (b = 11.569) as well as when students move from low to high (b =
17.7589). The multivariate analysis demonstrates students’ interest/enjoyment in reading
maintains a strong relationship with reading proficiency scores when controlling for gender.
Therefore, motivation still matters for reading proficiency.

The third multivariate analysis was conducted on students’ interest/enjoyment in reading,
controlling for disability status of student, including those with 504 Plans. As in the bivariate
analysis, there was a consistent pattern. That is, regardless of disability status, as student
interest/enjoyment in reading increased, reading proficiency scores increased. Results of the
regression analysis indicate that students’ interest/enjoyment in reading holds a moderate
relationship with reading proficiency when controlling for disability status. The regression
model explained 15 % of the variance in fourth-graders' reading proficiency scores. Collective
effects demonstrate this (R* = 0.15, p <.05). Net effects of the multivariate analysis report
similar findings. Standardized Regression Coefficients reveal an increase as students moved
from low to moderate (3 =0.12, p <.05) as well as from low to high (B =0.2017, p <.05).
Regression coefficients show that when students move from low to moderate, there is an increase
(b=10.0254) as well as when students move from low to high (b =15.1481). The multivariate
analysis demonstrates students’ interest/enjoyment in reading maintains a strong relationship
with reading proficiency scores when controlling for disability status. Therefore, motivation still

matters for reading proficiency.
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The fourth multivariate analysis was conducted on students’ interest/enjoyment in
reading, controlling for National School Lunch Program eligibility. As in the bivariate analysis,
there was a consistent pattern. That is, regardless of school lunch program eligibility, as student
interest/enjoyment in reading increased, reading proficiency scores increased. Results of the
regression analysis indicate that students’ interest/enjoyment in reading holds a slightly strong
relationship with reading proficiency when controlling for school lunch program eligibility. The
regression model explained 17 % of the variance in fourth-graders' reading proficiency scores.
Collective effects demonstrate this (R* = 0.17, p <.05). Net effects of the multivariate analysis
report similar findings. Standardized Regression Coefficients reveal an increase as students
moved from low to moderate (3 =0.132, p <.05) as well as from low to high (3 =0.2339, p <
.05). Regression coefficients show that when students move from low to moderate, there is an
increase (b = 10.879) as well as when students move from low to high (b =17.5621). The
multivariate analysis demonstrates students’ interest/enjoyment in reading maintains a strong
relationship with reading proficiency scores when controlling for school lunch program
eligibility. Therefore, motivation still matters for reading proficiency. A summary of the OLS

Regression results is displayed in Table 11.
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Table 11

OLS Regression Results. Dependent Variable: Reading Proficiency Composite Scale Score.
Predictor Variable: Students’ Interest/Enjoyment in Reading Index

Controlling for Race Controlling for Gender Controlling for Free Lunch Controlling for Disability
Contrast Coding Reference Contrast Coding Reference Eligibility Contrast Coding Reference
Group: White, Low Group: Male, Low Contrast Coding Reference Group: Identified Students
Group: Not Eligible, Low With Disabilities, Low
Student Regression Student Regression Student Regression Student Regression
Interest/ coefficients Interest/ coefficients Interest/ coefficients Interest/ coefficients
Enjoyment in (change in Enjoyment in  (change in Enjoyment in (change in Enjoyment (change in
Reading reading Reading reading Reading Index reading in Reading reading
Index score) Index score) score) score)
Low + Low + Low + Low +
Moderate 11.2805 Moderate 11.569 Moderate 10.879 Moderate 10.0254
High 18.5789 High 17.7589 High 17.5621 High 15.1481
Race/ Gender National Disability
ethnicity School Lunch status of
using 2011 Program student,
guidelines, eligibility, 6 including
school- categories those with
reported 504 plan
White + Male + Reduced-price  -16.0771 Identified as +
lunch students
with
disabilities
Black -24.0285 Female 4.7745 Free lunch -28.322 Not
identified as 38.9072
students
with
disabilities
Hispanic -23.4935 Information -10.4383
not available
Asian 8.7083 School -15.9809
refused
information
American -25.5314 Not 3.6537
Indian/Alaska participating
Native
Native -19.0493
Hawaiian/
Other Pacific
Islander

Two or more -4.2565
races

R?= 0.14 R’= 0.04 R®= 0.17 R’= 0.15
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Discussion of text read. Following the bivariate analysis, a multiple regression model
was employed to analyze if working in pairs or groups to talk about something read significantly
predicted reading proficiency when controlling for race, gender, disability status, and school
lunch program eligibility. The first multivariate analysis was conducted on work in pairs or
groups to talk about something read, controlling for race. As in the bivariate analysis, there was
a consistent pattern. That is, regardless of race/ethnicity, as discussion of text read increased,
reading proficiency scores increased up to once or twice a month. The scores remained the same
for once or twice a week, then decreased for every day or almost. Results of the regression
analysis indicate that discussion of text has a minor relationship with reading proficiency when
controlling for race. The regression model explained 12% of the variance in fourth-graders'
reading proficiency scores. Collective effects demonstrate this (R* =0.12, p < .05). Net effects
of the multivariate analysis report similar findings. Standardized Regression Coefficients reveal
a slight increase as students working in pairs or groups to talk about something read moved from
never to once or twice a year (B =0.0167, p <.05), a significant increase from never to once or
twice a month (3 =0.1671, p <.05), the greatest increase from never to once or twice a week (I3
=0.2079, p <.05), and the smallest increase from never to every day or almost (B =0.1062, p <
.05). Regression coefficients show that when students move from never to once or twice a year
there is minimal increase (b = 2.2468), significant increase from never to once or twice a month
(b =14.893), the greatest gain from never to once or twice a week (b = 15.959), and minimal
increase from never to every day or almost (b = 8.8364). The multivariate analysis demonstrates
the independent variable, “working in pairs or groups to talk about something read,” maintains a
strong relationship with reading proficiency scores when controlling for race/ethnicity.

Therefore, discussion of text still matters for reading proficiency.
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The second multivariate analysis was employed on work in pairs or groups to talk about
something read, controlling for gender. As in the bivariate analysis, there was a consistent
pattern. Regardless of gender, as discussion of text read increased, reading proficiency scores
increased up to once or twice a month. The scores remained the same for once or twice a week,
then decreased for every day or almost. Results of the regression analysis indicate that gender
has little effect on the relationship of discussion of text read and reading proficiency. The
regression model explained 4 % of the variance in fourth-graders' reading proficiency scores.
Collective effects demonstrate this (R* = 0.04, p <.05). Net effects of the multivariate analysis
report similar findings. Standardized Regression Coefficients reveal a slight increase as students
working in pairs or groups to talk about something read moved from never to once or twice a
year (3 =0.0231, p <.05), an increase from never to once or twice a month (3 =0.1963, p <.05),
the greatest increase from never to once or twice a week (B =0.2322, p <.05), and a small
increase from never to every day or almost (B = 0.1003, p <.05). Regression coefficients show
that when students move from never to once or twice a year there is minimal increase (b =
3.122), significant increase from never to once or twice a month (b = 17.4922), the greatest gain
from never to once or twice a week (b = 17.8252), and minimal increase from never to every day
or almost (b = 8.3404). The multivariate analysis demonstrates the independent variable,
“working in pairs or groups to talk about something read,” maintains a strong relationship with
reading proficiency scores when controlling for gender. Therefore, discussion of text still
matters for reading proficiency.

The third multivariate analysis was employed on work in pairs or groups to talk about
something read, controlling for disability status of student, including those with 504 Plans. As in

the bivariate analysis, there was a consistent pattern. Regardless of disability status, as
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discussion of text read increased, reading proficiency scores increased up to once or twice a
week. Results of the regression analysis indicate that disability status has some effect on the
relationship of discussion of text read and reading proficiency. The regression model explained
14 % of the variance in fourth-graders' reading proficiency scores. Collective effects
demonstrate this (R* = 0.14, p <.05). Net effects of the multivariate analysis report similar
findings. Standardized Regression Coefficients reveal a tiny increase as students working in
pairs or groups to talk about something read moved from never to once or twice a year (3 =
0.0167, p <.05), an increase from never to once or twice a month (3 = 0.1566, p <.05), the
greatest increase from never to once or twice a week (B =0.185, p <.05), and a slight increase
from never to every day or almost (B = 0.0667, p <.05). Regression coefficients show that when
students move from never to once or twice a year there is minimal increase (b = 2.2603),
significant increase from never to once or twice a month (b = 13.9532), the greatest gain from
never to once or twice a week (b = 14.1996), and a slight increase from never to every day or
almost (b = 5.5475). The multivariate analysis demonstrates the independent variable, “working
in pairs or groups to talk about something read,” maintains a strong relationship with reading
proficiency scores when controlling for disability. Therefore, discussion of text still matters for
reading proficiency.

The fourth multivariate analysis was employed on work in pairs or groups to talk about
something read, controlling for National School Lunch Program eligibility, six categories. As in
the bivariate analysis, there was a consistent pattern. Regardless of National School Lunch
Program eligibility, as discussion of text read increased, reading proficiency scores increased up
to once or twice a month. The scores remained relatively the same for once or twice a week

(within one point) then decreased for every day or almost. Results of the regression analysis
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indicate that school lunch program eligibility has some impact on the relationship of discussion
of text read and reading proficiency. The regression model explained 16 % of the variance in
fourth-graders' reading proficiency scores. Collective effects demonstrate this (R* = 0.16, p <
.05). Net effects of the multivariate analysis report similar findings. Standardized Regression
Coefficients reveal minimal increase as students working in pairs or groups to talk about
something read moved from never to once or twice a year (8 = 0.0166, p <.05), an increase from
never to once or twice a month (3 = 0.1646, p <.05), the greatest increase from never to once or
twice a week (8 =0.2043, p <.05), and the smallest increase from never to every day or almost
(B=0.1083, p <.05). Regression coefficients show that when students move from never to once
or twice a year there is minimal increase (b = 2.2402), significant increase from never to once or
twice a month (b = 14.6612), the greatest gain from never to once or twice a week (b = 15.6865),
and minimal increase from never to every day or almost (b = 9.0066). The multivariate analysis
demonstrates the independent variable, “working in pairs or groups to talk about something
read,” maintains a strong relationship with reading proficiency scores when controlling for
school lunch program eligibility. Therefore, discussion of text still matters for reading

proficiency. A summary of the OLS Regression results is displayed below in Table 12.
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Table 12

110

OLS Regression Results. Dependent Variable: Reading Proficiency Composite Scale Score.
Predictor Variable: Work in Pairs or Groups to Talk About Something Read

Controlling for Race
Contrast Coding Reference
Group: White, Never

Controlling for Gender
Contrast Coding Reference
Group: Male, Never

Controlling for Free Lunch

Eligibility

Contrast Coding Reference
Group: Not Eligible, Never

Controlling for Disability
Contrast Coding Reference
Group: Identified Students
With Disabilities, Never

Work in Pairs Regression ~ Work in Regression ~ Work in Regression ~ Work in Regression
or Groups to coefficients  Pairs or coefficients  Pairs or coefficients  Pairs or coefficients
Talk About (change in Groups to (change in Groups to (change in Groups to (change in
Something reading Talk About reading Talk About reading Talk About reading
Read score) Something score) Something score) Something score)
Read Read Read
Never + Never + Never + Never +
Once or Twicea  2.2468 Once or 3.122 Once or 2.2402 Once or 2.2603
Year Twice a Year Twice a Year Twice a Year
Once or Twicea  14.893 Once or 17.4922 Once or 14.6612 Once or 13.9532
Month Twice a Twice a Twice a
Month Month Month
Once or Twicea  15.959 Once or 17.8252 Once or 15.6865 Once or 14.1996
Week Twice a Twice a Week Twice a
Week Week
Every Day or 8.8364 Every Day or  8.3404 Every Day or  9.0066 Every Day or  5.5475
Almost Almost Almost Almost
Race/ethnicity Gender National Disability +
using 2011 School Lunch status of
guidelines, Program student,
school-reported eligibility, 6 including
categories those with
_S04plan
White + Male + Reduced-price  -15.1091 Identified as
lunch students with
disabilities
Black -23.4871 Female 6.0414 Free lunch -26.7006 Not 38.0837
identified as
students with
disabilities
Hispanic -21.4038 Information -10.5992
not available
Asian 8.7002 School -12.8169
refused
information
American -24.1219 Not 2.9806
Indian/Alaska participating
Native
Native -16.1359
Hawaiian/Other
Pacific Islander
Two or more -3.645
races
R’= 0.12 R’= 0.04 R’= 0.16 R’= 0.14
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Summary of Data Analysis

The results conveyed in this chapter provide data to answer the five research questions in
examining the relationship between identified critical reading engagement variables and reading
proficiency. The goal was to identify if one of these print engagement variables has a more
significant relationship than others on reading proficiency. Significant findings were reported
through the quantitative data analysis. The bivariate analysis on the control variables indicated
that gender, race/ethnicity, disability status, and school lunch program eligibility impact reading
proficiency scores. The results of the bivariate analysis on the five independent variables
indicated three that garnered further analysis: self-confidence (student reading confidence),
motivation (student interest/enjoyment in reading), and discussion of text read (working in pairs
or groups to talk about something read). A multivariate analysis was then employed to gain
further insight into which student engagement factors have the strongest relationship with
reading proficiency scores. This multivariate analysis demonstrates that the independent
variables maintain a strong relationship with reading proficiency scores when controlling for
race/ethnicity, gender, disability status, and school lunch program eligibility. A detailed

discussion of these results and implications for instruction are presented in chapter five.
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CHAPTER 5
CONCLUSIONS

Students should experience reading as an opportunity to engage in a joyful activity rather
than a task to be completed. Teachers of reading strive to develop students’ reading capacity
while guiding them to identify as readers. The goal is to produce lifelong learners who love to
read. This initial research sought to explore five identified critical reading engagement factors
and their relationships with reading proficiency in a singular study using large-scale assessment
data. Also, the current study endeavored to provide information that would support educators in
meeting goals of increasing student engagement with print resulting in increased reading
proficiency. Finally, this initial research sought to provide insight into Tier 1 (core) instructional
reading practices that best support building reading capacity for all students.

This chapter begins with a summary of the study and important conclusions drawn from
the data presented in the previous chapter. Then, a discussion of specific reading engagement
factors and their relationships with reading proficiency is provided. Finally, possible
implications for reading instruction, and recommendations for future research are offered.
Overview of the Problem

Extensive and frequent reading with a broad range of literature develops readers and
impacts reading proficiency (Chard & Kameenui, 2014; Mol & Bus, 2014; Sparks et al., 2014;
Wanzek et al., 2011). However, there are consistent findings across studies, years, and grade
levels regarding the limited amount of time all students, including students with reading
difficulties, can devote to active engagement in reading print in Tier 1 (core) reading instruction
(Wanzek et al., 2014).

Specific factors that influence engagement with print include providing independent
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reading (Sanacore, 2002), time to read, high success reading opportunities (Allington, 2013),
reading voluntarily (Stahl & Nagy, 2006), utilizing student interest and positive affect for
reading (Mol & Bus, 2011), and student choice of text (Guthrie et al., 2007). Increased
engagement with print increases reading proficiency suggesting that a relationship exists
between critical reading engagement variables and reading proficiency (Chard & Kameenui,
2014; Mol & Bus, 2014; Sparks et al., 2014; Wanzek et al., 2011).

Specific reading engagement factors have more substantial relationships with reading
proficiency than others. It is imperative to explore the relationship of these variables with
reading proficiency to determine which practices may increase reading proficiency and thus
influence core (Tier 1) reading instruction for all groups of students.

Purpose Statement

Identified from a broad review of current literature, the purpose of this initial research
was to explore the relationship between critical reading engagement factors and reading
proficiency. Key variables include motivation to read, reading self-confidence, student choice
(self-selection) of text, discussion of a text read and reading outside of school/voluntary
reading/leisure reading. The current study sought to explore crucial factors both inside (Tier 1
core reading instruction) and outside of school, to determine potential influence on reading
proficiency for all students.

Research Questions

The overarching goal was to investigate variables that would increase student
engagement with print for all students, increasing reading proficiency and foster a love of
reading for all students. The following questions guided the data analysis:

1. What is the relationship between student motivation and reading proficiency for students
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in fourth grade? If a relationship is found, then control variables will be applied to
determine how they affect the relationship. The control variables will include the
following: (a) disability status; (b) National School Lunch Program eligibility; (c) gender;
and (d) race/ethnicity.

2. What is the relationship between student reading self-confidence and reading proficiency
for students in fourth grade? If a relationship is found, then control variables will be
applied to determine how they affect the relationship. The control variables will include
the following: (a) disability status; (b) National School Lunch Program eligibility; (c)
gender; and (d) race/ethnicity.

3. What is the relationship between student choice (self-selection) of text and reading
proficiency for fourth-grade students? If a relationship is found, then control variables
will be applied to determine how they affect the relationship. The control variables will
include the following: (a) disability status; (b) National School Lunch Program
eligibility; (c) gender; and (d) race/ethnicity.

4. What is the relationship between discussion of text read and reading proficiency for
students in fourth grade? If a relationship is found, then control variables will be applied
to determine how they affect the relationship. The control variables will include the
following: (a) disability status; (b) National School Lunch Program eligibility; (c)
gender; and (d) race/ethnicity.

5. What is the relationship between reading outside of school/voluntary reading/leisure
reading and reading proficiency for students in fourth grade? If a relationship is found,
then control variables will be applied to determine how they affect the relationship. The

control variables will include the following: (a) disability status; (b) National School
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Lunch Program eligibility; (c) gender; and (d) race/ethnicity.
Based on a review of the current literature, the hypotheses for the current research were:
1. Student motivation to read will have the most significant relationship with reading
proficiency for all subgroups.
2. Student choice of text will have a more significant relationship with reading proficiency
than a discussion of text for all subgroups.
3. Reading outside of school will have a more significant relationship with reading
proficiency than a discussion of text for all subgroups.
Review of Methodology

The National Assessment of Educational Progress (NAEP) 2017 fourth grade reading
assessment data set was analyzed for the current study. The assessment measures students'
reading comprehension and their ability to apply vocabulary knowledge to assist them in
comprehending the passages they read. Based on The NAEP Reading Framework, fifty % of the
NAEP Reading Assessment is comprised of literary texts and fifty % are informational texts.
Specific skills assessed include locate/recall, integrate/interpret, and critique/evaluate. The
fourth-grade assessment items contain fifty % selected-response items and fifty % constructed-
response items (American Institute for Research, 2009).

The fourth-grade data set examined came directly from the 2017 NAEP's national
representative sample of 148,800 students from 7,830 schools. Of the fourth grade students
assessed, fifty-one % were male and forty-nine % were female. Forty-nine % were White,
fifteen % Black, twenty-six % Hispanic, five % Asian, one % American Indiana/Alaska Native,
and four % two or more races in this fourth-grade sample. Fifty % were eligible for free and

reduced lunch, forty-three % were not eligible for free and reduced lunch, and lunch eligibility
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information was not available for six %. Finally, thirteen % of the fourth graders were identified
as having a disability, and eighty-seven % of the students were not identified as having a
disability (American Institute for Research, 2009).

Contextual information examined came from the NAEP 2017 Reading Student
Questionnaire, which was developed from the Contextual Background Information Framework
(Bourque & Grissmer, 2014). The Reading Student Questionnaire provided non-cognitive or
background information about students, their reading educational experiences in class and at
home. The questionnaires are nonintrusive and are free of racial, cultural, regional, or gender
bias and are secular, neutral, and non-ideological (Bourque & Grissmer, 2014). The maximum
time for students to complete the thirty-three questions on the computer-based voluntary survey
is fifteen minutes. Background information data provides context to NAEP results and allows
researchers to track factors associated with academic achievement as well as allow relevant
comparisons between student groups. A goal of this survey is to provide information to deepen
understanding of the context in which students learn, which aids in improving instructional
practices (American Institute for Research, 2009).

Limitations

One limitation of the study is that the secondary raw data was not available. Access to
the raw data would have allowed a more extensive analysis. Another limitation of this study is
that the variables are self-reported by students. Cultural background could affect student
responses as well as selecting what they consider to be the correct response. Historically,
research investigating these variables has been conducted through self-reporting of students
(Allington, 2014; Guthrie et al., 2007; Krashen, 2004; Morgan & Fuchs, 2007; Routman, 2003;

Sanacore, 2002; Stephens, 2013).
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Summary of Major Findings
The following is a concise summary of the findings supported in the current research.
Bivariate analysis findings.

* Trend data indicate little change in overall reading proficiency scores in the past six
assessment years for all students as well as the identified control variables of gender,
race/ethnicity, disability status, and National School Lunch Program eligibility.

* There was a strong relationship between gender and reading proficiency scores. Females
had higher reading proficiency scores than males.

* There was a strong relationship between race/ethnicity and reading proficiency scores.
Asian students had the highest reading proficiency scores while White students scored
second highest. Native American students had the lowest reading proficiency scores with
Black students slightly above Native Americans.

* There was a strong relationship between disability status of students and reading
proficiency scores. Students without disabilities consistently scored higher than students
with disabilities.

* National School Lunch Program eligibility had a strong relationship with reading
proficiency scores. Students not eligible for the National School Lunch Program
consistently scored higher than students who were eligible for the National School Lunch
Program.

* Students’ interest/enjoyment in reading (motivation) had a substantial relationship with
reading proficiency scores (Research Question 1).

* Students’ reading self-confidence, determined by the reading confidence index, had a

significant relationship with reading proficiency scores (Research Question 2).
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Research results indicate minimal difference in reading proficiency average scales scores
in reading a book chosen by the student (self-selected), but statistically significant
differences occurred between the categories of this independent variable (Research
Question 3).

Discussion of a text the student read had a significant relationship with reading
proficiency scores (Research Question 4).

Reading outside of school had a strong relationship with reading proficiency scores

(Research Question 5).

Research Question 1: What is the relationship between student motivation and reading

proficiency for all students in fourth grade?

Students’ interest/enjoyment in reading demonstrates a strong relationship with reading
proficiency when controlling for race/ethnicity. Race/ethnicity explained 14 % of the
variance in fourth graders’ reading proficiency scores.

The relationship between student interest/enjoyment in reading and reading proficiency
scores was not impacted by gender, which explained 4 % of the variance in fourth
graders’ reading proficiency scores.

Students’ interest/enjoyment in reading sustained a strong relationship with reading
proficiency scores when controlling for disability status. Disability status explained 15 %
of the variance in fourth graders’ reading proficiency scores.

Students’ interest/enjoyment in reading held a strong relationship with reading
proficiency when controlling for National School Lunch Program eligibility. This

eligibility explained 17 % of the variance in fourth graders’ reading proficiency scores.
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Research Question 2: What is the relationship between student reading self-confidence and

reading proficiency for all students in fourth grade?

Reading self-confidence held a strong relationship with reading proficiency scores when
controlling for race/ethnicity. Controlling for race/ethnicity explained 25 % of the
variance in fourth graders’ reading proficiency scores.

Reading self-confidence upheld a significant relationship with reading proficiency when
controlling for gender. Gender explained 17 % of the variance in fourth graders’ reading
proficiency scores.

Reading self-confidence maintained a strong relationship with reading proficiency when
controlling for disability status. Disability status explained 24 % of the variance in fourth
graders’ reading proficiency scores.

Reading self-confidence sustained a strong relationship with reading proficiency when
controlling for National School Lunch Program eligibility. National School Lunch
Program eligibility explained 27 % of the variance in fourth graders’ reading proficiency

SCOres.

Research Question 4: What is the relationship between discussion of text read and reading

proficiency for all students in fourth grade?

Discussion of text sustained a relationship with reading proficiency when controlling for
race/ethnicity, which explained 12 % of the variance in fourth graders’ reading
proficiency scores.

The relationship between discussion of text and reading proficiency scores was not
impacted by gender, which explained only 4 % of the variance in fourth graders’ reading

proficiency scores.



FOR THE LOVE OF READING: THE IMPACT OF ENGAGEMENT FACTORS 120

* Discussion of text held a relationship with reading proficiency when controlling for
disability status, which explained 14 % of the variance in fourth graders’ reading
proficiency scores.

* Discussion of text sustained a relationship with reading proficiency when controlling for
National School Lunch Program eligibility, which explained 16 % of the variance in
fourth graders’ reading proficiency scores.

Findings Related to the Literature

In this section, an exposition of the significant results will be presented along with their
relation to the literature base. The current study confirms some of the research reviewed and
also provide contributions for further exploration. The findings will be presented by research
question incorporating the hypotheses along with the connections to the literature.

Research Question 1: What is the relationship between student motivation and reading
proficiency for students in fourth grade? If a relationship is found, then control variables will
be applied to determine how they affect the relationship. Analysis will include controlling for the
effects of the following: (a) students with/without disabilities; (b) students living in poverty; (c)
males/females; and (d) race/ethnicity.

Student reading motivation is measured on the NAEP 2017 Reading Student
Questionnaire with a Student Interest/Enjoyment in Reading Index comprised of four questions
(see Appendix A). Results reveal a strong relationship between student reading motivation and
reading proficiency. The results of the bivariate analysis revealed that as interest/enjoyment in
reading increased, reading proficiency scores increased. Then multiple regression was
conducted, which demonstrated that the results held even after controlling for the effects of

race/ethnicity, disability status of a student, and school lunch program eligibility. When the
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control variable of gender was included, it had little impact on the results. However, trend data
revealed females have consistently scored higher in reading proficiency than males on this
assessment. The findings of the current research align with previous research regarding reading
motivation and its relationship with reading proficiency. While reading motivation has been
measured in a multiplicity of formats, the results all indicate a strong relationship between this
construct and reading proficiency for all students (Guthrie et al., 2007; Guthrie et al., 2013;
Klauda & Guthrie, 2015; Lee & Zentall, 2017; Miyamoto et al., 2018; Morgan & Fuchs, 2007;
Troyer et al., 2018). Previous research sought to look at specific elements of reading motivation
(i.e., intrinsic versus extrinsic, curiosity, genres of text). The current study explored the concept
of motivation differently. The NAEP measurement of motivation included identifying reading as
important as well as being a favorite activity. Also, talking about books with other people and
enjoyment in going to a bookstore or library are components of the motivation measurement.
These elements deepen understanding regarding the context in which students learn both in
school as well as out of school.

Further examination of contextual background information provided insight when the
control variables were examined. Analysis revealed school lunch eligibility explained the
highest %age of variance (17 %), with disability status next (15 %), and then race/ethnicity (14
%). Students who are eligible for the National School Lunch Program may have limited access
to bookstores and libraries and lack of opportunities to talk about books with people, except at
school. Depending on the disability, access and opportunity may be limited for these students as
well. Finally, the effects of race/ethnicity were similar to disability status. Limited access to text
with characters that resemble the students or with story lines with which students can make

connections may lesson interest/enjoyment in reading.
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The current study supports reading motivation research conducted by Rosenzweig and
Wigfield (2017) as far as gender and race/ethnicity. These scholars also found that gender did
not affect patterns of motivation, but race/ethnicity did. The current study extends existing
research by looking at specific reading engagement variables in one study using a large-scale
data set and applying control variables to explore their relationship with reading proficiency.
The majority of the research reviewed examined reading motivation as it relates to facets of
motivation, types of reader, or type of text read. The current study explored facets of
motivation/student interest in reading that may occur in or outside of school. Results add to the
field by providing insight into the relationship of reading motivation (student interest/enjoyment
in reading) with reading proficiency while analyzing the impact of gender, disability status,
race/ethnicity, and National School Lunch Program eligibility. The results do not support
hypothesis one: Student motivation to read will have the most significant relationship with
reading proficiency for all subgroups. Student motivation had a substantial relationship with
reading proficiency. The independent variable with the most significant relationship with
reading proficiency was reading self-confidence. Previous reading research has demonstrated
the bi-directional relationship between motivation and self-confidence (McGeown et al., 2012;
Morgan & Fuchs, 2007; Rosenzweig and Wigfield, 2017). The current research demonstrates
that both reading self-confidence and motivation are critical reading engagement variables that
have a significant relationship with reading proficiency for all subgroups.

Research Question 2: What is the relationship between student reading self-confidence and
reading proficiency for students in fourth grade? If a relationship is found, then control
variables will be applied to determine how they affect the relationship. Analysis will include

controlling for the effects of the following: (a) students with/without disabilities; (b) students
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living in poverty; (c¢) males/females; and (d) race/ethnicity.

Student reading self-confidence is measured on the NAEP 2017 Reading Student
Questionnaire with a Student’s Confidence in Reading Knowledge/Skills Index comprised of six
questions (see Appendix A). The initial bivariate analysis demonstrate a strong relationship
between reading self-confidence and reading proficiency. As students increased in their
confidence in reading knowledge/skills, reading proficiency scores increased. Then multiple
regression was conducted, which demonstrated this held even after the control variables of
gender, race/ethnicity, disability status of a student, and school lunch program eligibility were
applied. Analysis revealed that school lunch eligibility explained the highest %age of variance
(27 %), with race/ethnicity next (25 %), then disability status (24 %) and finally gender (17 %).
The impact of these control variables suggests an examination of access and opportunity to high
quality core instruction for these subgroups would be beneficial. Providing research based
instruction that would build and strengthen all students’ reading knowledge and skills, resulting
in strong reading self-confidence is vital.

Reading self-confidence has been measured in numerous ways. Despite variance, the
current research supports previous research regarding the strong relationship between reading
self-confidence and reading proficiency, particularly reading comprehension self-confidence
(Shunk & Zimmerman, 2007; Solheim, 2011; Yang et al., 2018). The current study differs from
research conducted by Carroll and Fox (2017), whose results indicated that reading self-
confidence was more strongly associated with word reading than reading comprehension. The
importance of students learning reading comprehension strategies resulting in confidence (self-
confidence) in their reading knowledge and skills, resulting in greater reading proficiency is

supported by the current study (Schunk & Zimmerman, 2007). Results suggest that students
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have higher reading proficiency when they have confidence in the following knowledge/skills
assessed in the NAEP Reading Student Questionnaire:

* Figuring out unknown words in a text;

* Explaining the meaning of something read;

* Figuring out the main idea of a text;

* Finding a text in a reading passage to help answer questions;

* Recognize when they do not understand something they are reading; and

* Recognize the difference between fact and opinion (American Institute for

Research, 2009, p.11).

Outcomes of the data analysis in the current study revealed that reading comprehension
self-confidence had the strongest relationship with reading proficiency. The current research
adds to existing knowledge by examining identified critical reading engagement variables in a
singular study. An additional contribution to the field is the analysis concerning which of the
independent variables had the most substantial relationship with reading proficiency using large-
scale assessment data. The research reviewed for the current study examined reading self-
confidence as it relates to various elements of reading (i.e., engagement with the text, reading
comprehension, word reading, reading anxiety, inadequate responders to intensive reading
intervention, culturally responsive teaching). The current study adds to the field by providing
insight into the relationship of reading comprehension self-confidence (student confidence in
reading knowledge/skills) with reading proficiency while analyzing the effect of gender,
disability status, race/ethnicity, and National School Lunch Program eligibility.

Research Question 3: What is the relationship between student choice (self-selection) of text

and reading proficiency for fourth-grade students? If a relationship is found, then control
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variables will be applied to determine how they affect the relationship. Analysis will include
controlling for the effects of the following: (a) students with/without disabilities; (b) students
living in poverty; (c¢) males/females; and (d) race/ethnicity.

The analysis examined the relationship between student choice of text and reading
proficiency using large-scale assessment data. Self-selection of text was measured by asking
students to respond to a question regarding how often a teacher asks them to read a book they
chose themselves (See Appendix A). Results of the bivariate analysis revealed a minimal
difference in reading proficiency average scales scores. There were statistical differences
between the categories of this independent variable. Students who read a book they chose
themselves once or twice a month, once or twice a week, or every day or almost every day had
slightly higher reading proficiency scores than those who read a self-selected book once or twice
a year or never. Because a strong relationship was not identified in the bivariate analysis, a
multiple regression was not conducted. Data analysis revealed an unanticipated result. Overall,
the literature reviewed suggested that self-selection of text would increase reading proficiency.
The current research adds to the field by deepening the understanding of the context in which
students learn in terms of students choosing the books they read.

The data in the current study demonstrates a minimal relationship between student choice
of text and reading proficiency. The literature reviewed was consistent in the relationship of
student choice of text with student motivation and reading engagement (Guthrie et al., 2007;
Hudson & Williams, 2015; Miller, 2015; Moley et al., 2011; Servilio, 2009; Wozniak, 2011).

As previously stated, analysis demonstrated a strong relationship between student motivation and
reading proficiency, and student choice of text may indirectly impact reading proficiency by

increasing reading motivation. The study by Fisher and Frey (2018) revealed that student choice
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might impact reading proficiency. However, there were four components to the model
implemented with student choice of text suggesting that no substantial conclusions can be drawn.
Therefore, Hypothesis 2: Student choice of text will have a more significant relationship with
reading proficiency than a discussion of text for all subgroups was not supported as results
indicate the reverse is true based on the data analysis in the current research. As noted above,
student choice of text impacts reading motivation, which does have a significant relationship
with reading proficiency. Further research in this area is encouraged with considerations of the
procedure for self-selection of text (free reign selection or based on options created by the
teacher) and student opinions of whether or not they enjoy choosing their book.

Research Question 4: What is the relationship between discussion of text read and reading
proficiency for students in fourth grade? If a relationship is found, then control variables will
be applied to determine how they affect the relationship. Analysis will include controlling for the
effects of the following: (a) students with/without disabilities; (b) students living in poverty; (c)
males/females; and (d) race/ethnicity.

The analysis examined the relationship between discussion of text and reading
proficiency using large-scale assessment data. Discussion of text was measured by asking
students to respond to a question regarding how often they work in pairs or small groups to talk
about something they have read (See Appendix A). Results of the bivariate analysis done on this
independent reading engagement variable reveal a significant relationship between discussion of
text read and reading proficiency scores. Results also suggest there is little difference whether or
not the discussion occurs once or twice a week or once or twice a month. The bivariate analysis
resulted in the same reading proficiency scores for both of these options. Students who reported

discussion of a text read once or twice a month or once or twice a weak had higher reading
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proficiency scores than students who reported discussion of text once or twice a year or never.
These same students also had reading proficiency scores that were higher than students who
reported discussion of a text read every day or almost every day. A drop in reading proficiency
scores for students reporting a daily discussion of text may reflect on the type of text read, or it
may indicate minimal reading occurred prior to the discussion. The format of the discussion
experience may also have impacted the outcome. It is also possible that the students with lower
reading proficiency scores selected what they considered to be the best response regarding how
often they discussed text. Therefore, as a discussion of text increased up to once or twice a
week, reading proficiency scores increased. Multiple regression was conducted, which
demonstrated this held even after the control variables of gender, race/ethnicity, disability status
of a student, and school lunch program eligibility were applied. Analysis revealed that school
lunch program eligibility explained the highest %age of variance (16 %), with disability status
next (14 %), then race/ethnicity (12 %) and finally gender (4 %).

As suggested by the literature review, discussion of a text read may take many formats
(i.e., small group, whole group, a free exchange of ideas, scripted guidelines). Much of the
research reviewed regarding discussion of text revolved around its relationship with student
motivation to read or engagement with text as well as its utility in being used for all readers,
including those who struggle (Cabral-Marquez, 2015; Guthrie et al., 2007; Jang et al., 2015;
Venegas, 2018; Young & Mohr, 2018; Wozniak, 2011). The current study adds to the field by
analyzing the relationship between discussion of a text read and reading proficiency. Much of
the research demonstrated a strong relationship between discussion of text read and motivation to
read (Guthrie et al., 2007; Jang et al., 2015; Wozniak, 2011). As previously noted, results of the

current study also suggest a strong relationship between reading motivation and reading
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proficiency. Implications for instruction will be discussed later in this chapter.
Research Question 5: What is the relationship between reading outside of school/voluntary
reading/leisure reading and reading proficiency for students in fourth grade? Ifa
relationship is found, then control variables will be applied to determine how they affect the
relationship. Analysis will include controlling for the effects of the following: (a) students
with/without disabilities; (b) students living in poverty; (¢) males/females; and (d) race/ethnicity.

The relationship between reading outside of school and reading proficiency was
examined. This variable was measured by asking students to respond to a question regarding
how much time they spend reading outside of school, besides doing homework (See Appendix
A). Results of the bivariate analysis revealed a strong relationship between this independent
reading engagement variable and reading proficiency average scale scores. As students reported
reading outside of school from less than thirty minutes a day to about two hours a day, there was
an increase in reading proficiency scores. However, a decrease in the scores was revealed if
students reported reading about three hours or four or more hours a day. A multivariate analysis
was not conducted because the researcher chose to select the three independent variables with the
most substantial relationship with reading proficiency to pursue further analysis. This reading
engagement variable was fourth. Therefore, Hypothesis 3: Reading outside of school will have a
more significant relationship with reading proficiency than a discussion of text for all subgroups
was not supported in the current study. Analysis will be addressed further in the discussion of
unexpected findings.

Review of the literature explained the critical value of leisure reading/voluntary
reading/reading outside of school (Anderson et al., 1988; Leppanen et al., 2005; Mol & Bus,

2011). Students who are higher in reading motivation and reading self-confidence read more
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outside of school (Becker et al., 2010; Schuller et al., 2017). The identified critical reading
engagement factors impact each other and must be considered both individually and collectively.
While reading outside of school does have a strong relationship with reading proficiency,
discussion of the text had a stronger relationship. Discussion of text, despite the various formats
it may take, aids reading motivation and self-confidence (Beaulieu-Jones & Proctor, 2016; Fisher
& Frey, 2018; Hall, 2012; Hudson & Williams, 2015; Jang et al., 2015; Lightner & Wilkinson,
2017; Miller, 2015; Moley et al., 2011; Strom, 2014; Wozniak, 2011). The current study, as well
as research reviewed, reveals motivation and self-confidence increase reading proficiency.
Therefore, discussion of the text, reading motivation, and reading self-confidence are
interconnected, while reading outside of school is impacted by these variables. This intersection
of reading engagement variables will be further analyzed in the discussion regarding unexpected
findings.
Unexpected Findings

The first unexpected finding was that discussion of text had a slightly stronger
relationship with reading proficiency than reading outside of school. The review of the literature
provided evidence of a strong relationship between reading outside of school and reading
proficiency (Leppanen et al., 2005; Mol & Bus, 2011). The substantial relationship between
discussion of text and reading proficiency may be a result of students with greater reading
proficiency scores engaged in higher quality discussions. Higher quality discussion may have
strengthened their reading comprehension resulting in higher scores. A second unexpected
finding was the fact that reading proficiency scale scores dropped for students reporting having
discussions every day or almost every day. As previously mentioned, a drop in reading

proficiency scores for students reporting a daily discussion of text may reflect on the type of text
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read, or it may indicate minimal reading occurred prior to the discussion. The format of the
discussion experience may also have impacted the outcome. It is also possible that the students
with lower reading proficiency scores selected what they considered to be the best selection for
how often they discussed text. A third unexpected finding was that there was minimal difference
in reading proficiency scores for the amount of time students reported reading a self-selected
book. Students being provided the opportunity to choose their book may increase motivation,
which has a strong relationship with reading proficiency. However, reading a self-selected book
does not in and of itself appear to have a strong relationship with reading proficiency. The
review of the literature on self-selection of text provided evidence of the possibility of a more
significant relationship (Guthrie et al., 2007; Miller, 2015; Moley et al., 2011; Patall et al., 2008;
Servilio, 2009). A fourth unexpected finding was the slight drop in reading proficiency scores if
students reported reading outside of school about three hours a day and a significant drop if they
reported reading four hours or more a day. Students with lower reading proficiency scores may
have self-reported what they considered to be the best response for how much they read outside
of school. Word calling for four or more hours rather than reading to comprehend may also
attribute to the drop in scores. With many motivational reading programs that require students to
count the number of books read, students may have read words in text, not read to understand,
for extended periods of time in order to report reading more books.
Directions for Future Research

Future research could include studies examining the relationship between reading
motivation, self-confidence, and discussion of text and reading proficiency in primary grades.
Additional research could also include a qualitative study, observing discussion of text in various

classrooms, both primary and intermediate as well as conducting interviews with primary and
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intermediate readers, seeking input on their reading motivation, self-confidence, and experiences
with discussion of text. A mixed methods analysis could provide deeper insight into the
relationship these reading engagement factors have with reading proficiency by examining both
quantitative and qualitative data. The result would be guidance to strengthen reading instruction
in Tier 1, (core) reading instruction. Finally, the relationship between discussion formats and
type of text read and reading proficiency should also be explored.

Future research could examine the lack of growth as revealed by the trend data. Of
particular interest is exploration of the percentile subgroups as well as the control variables used
for the current study, gender, disability status, race/ethnicity, and National School Lunch
Program eligibility. Research could examine more in-depth if one of the critical engagement
variables had a stronger relationship with reading proficiency for the percentile subgroups as
well as the control variables. For example, does discussion of text have a stronger relationship
for students in a specific percentile subgroup or a particular racial/ethnic group? Why is the
variance for confidence considerably higher than motivation for boys? The answers to these
questions may provide further insight into instructional practice resulting in increased reading
proficiency.

Conclusions

The goal of this study was to explore the relationship between identified critical reading
engagement variables and reading proficiency. The overarching goal was to deepen
understanding of instructional practices that teachers of reading may employ to increase
engagement with print for all students, increasing reading proficiency. Analysis of trend data
revealed minimal change over time in reading proficiency for all students as well as for the

subgroups. The examination of contextual background information provided further information
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and insight for instructional practice. Research analysis suggests reading self-confidence,
reading motivation, and discussion of text are critical reading engagement variables that have
strong relationships with reading proficiency.

First, based on the analysis, reading self-confidence goes beyond students believing they
are proficient readers. Reading self-confidence may be defined as possessing confidence in
reading knowledge and skills. It consists of students utilizing reading comprehension strategies
as well as the ability to recognize when they do not understand something they have read.
Constructivist theory in regards to reading self-confidence is supported by results of the current
study. Confident readers construct knowledge independently and internally, understanding that
reading is a process of making meaning. Self-assured readers are equipped with the knowledge
and skills they need to be successful readers. To develop this confidence, high quality research-
based Tier 1 (core) reading instruction implemented with fidelity is imperative. The study by
Hudson and Williams (2015) provides an example of equipping students with a strategy (the five
finger rule), which built confidence as they self-selected text to read. In a study by Boardman et
al., (2016), students with learning disabilities were taught a set of reading comprehension
strategies during Tier 1 (core) reading instruction along with their peers who did not have
disabilities. The results indicate gains for all students. Students with learning disabilities who
were taught the specific comprehension strategies made more significant gains than those who
did not receive this instruction. A crucial element is that instruction occurred during Tier 1
(core) reading instruction in a general education classroom with non-disabled peers. All students
responded to this evidence-based instruction and grew in their reading knowledge/skills resulting
in an increase in reading proficiency as well as reading self-confidence. While the current study

analyzed fourth-grade data, it makes intuitive sense to contemplate reading self-confidence for
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students of all ages. Early readers are required to develop the knowledge and skills necessary to
be confident readers.

Second, results of the current study revealed National School Lunch Program eligibility
and race/ethnicity explained the greatest variance in scores for reading self-confidence.
Culturally responsive teaching practices are critical to equip all students with the skills and
knowledge required to be confident, successful readers. Culturally responsive instructional
practice includes drawing on students’ backgrounds, language, and experiences. Students are
affirmed in their cultural connections and instructional changes are made to accommodate
differences. Teachers who are culturally responsive understand the possible intersectionality of
race, socioeconomic status, gender, and disability status. Finally, all students have equal access
and opportunity to high quality Tier 1 (core) reading instruction.

Third, discussion of text has a strong relationship with reading proficiency. Results of
this research support the definition of comprehensive literacy presented by Malloy, Marinak, and
Gambrell (2019). When students discuss text they read, speak, and listen, comprehending and
communicating thoughts, ideas, and intentions. Based on the data analysis, teachers may
consider incorporating discussion of text with students in pairs or small groups in reading
instruction. The discussions could occur once a week or at least once a month and consist of a
multiplicity of formats (i.e., free exchange of ideas, partner talk, structured conversations).
Further research is encouraged to explore the relationship between various discussion formats
and reading proficiency.

Fourth, data analysis indicate National School Lunch Program eligibility and disability
status explained the greatest %age of variance in scores for both reading motivation and

discussion of text. As previously mentioned, the insight for instructional practice supports the
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idea of implementing culturally responsive teaching and being cognizant of intersectionality and
disproportionality. Drawing on students’ backgrounds, language, and experiences is critical for
students in poverty as well as students with disabilities. Affirmation for all students in their
cultural connections is imperative as well as a willingness to make instructional changes required
to accommodate differences. The outcome would be a greater number of students achieving at a
higher level, engaging at a deeper level, across their differences. Effectively building reading
motivation and identifying formats for discussion of text may vary depending on the cultural
background of students, including students in poverty and students with disabilities.

Finally, data analysis indicated a strong relationship between disability status and reading
proficiency. Trend data revealed minimal change for students with disabilities. Research
examining the gap between students with disabilities and those without stressed the gap is related
to the access-related issues of what least restrictive environment means and appropriate
instruction (Gilmour, Fuchs, & Wehby, 2019). While the least restrictive environment is critical
for students with disabilities, ambitiously appropriate instruction is critical for all students. The
instructional practice strengthened as a result of the current research is research-based Tier 1
(core) reading instruction implemented with fidelity that incorporates instructional practices
displayed in Figure 15. Those practices in brown confirm previous research while those in

yellow are contributions supported by the current study.
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Observations for Instructional
Practice

Increase Reading

Self-Efficacy Increase Student  [pcrease Discussion
Motivation of Text

1. Students choose the books
they read atleast once or
twice a month

2. Teach strategies to students
that develop their ability to
recognize when they don't
understand something read.

1. Provide opportunities for
students to discuss text read in
pairs or small groups.

4. Increase reading self-
efficacy in reading knowledge
and skills

Figure 15. Observations for Instructional Practice
Note: Those practices in brown confirm previous research while those in yellow are contributions supported by the
current study.

The identified critical reading engagement variables explored for the current study are
interconnected. Figure 16 illustrates these variables’ interdependence with discussion of their

connections to follow.
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Figure 16. Interdependence of Critical Reading Engagement Variables

Reading motivation is a critical engagement variable as it relates to reading proficiency.
Students become more motivated as their reading self-confidence is nurtured through high-
quality instruction. Opportunity for students to choose their own book to read also increases
motivation. Students will choose books they are interested in and may require scaffolding and

support as they pursue higher-level text. It is imperative students are not locked into a particular



FOR THE LOVE OF READING: THE IMPACT OF ENGAGEMENT FACTORS 137

reading level when provided opportunities to choose their own book. Students with high self-
confidence who are motivated readers will read more, including reading outside of school. This
motivation will increase reading volume, which, in turn, increases reading proficiency.
Discussion of text read must be implemented in classrooms for all students. Perhaps it is time
for more challenging text to be utilized in discussion, deepening students conversation and
comprehension. It is important to also consider the social function of discussions as opposed to
solitary work. Students must be provided opportunities to talk about their reading. The more
students discuss text read, the deeper their understanding will be. This deeper understanding will
build comprehension as well as reading confidence.

The challenge for educators is to build confident, motivated readers who choose to read,
engage in discussions of text, and read outside of school, leading to an increase in reading
proficiency. Implications for current practice include examining instruction to identify if research
based Tier 1 (core) reading instruction is implemented with fidelity. Reflection of instructional
practice regarding cultural responsiveness may induce necessary changes resulting in
ambitiously appropriate instruction for all students. Consideration must be given to the need for
professional development to equip current practitioners in the field with the skills required to be
culturally responsive teachers implementing research-based practices during Tier 1 (core)
reading instruction. Through such instruction, students can and must be equipped and
empowered with the necessary reading knowledge and skills to be successful readers. The final
goal will be accomplished: building proficient life-long readers who love to read.

Josie has been promoted to a new grade level and continues to receive high quality
research-based Tier 1 (core) reading instruction and therefore has no need of additional reading

interventions. Her teacher has implemented culturally responsive practices that draw on
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students’ backgrounds and experiences. Josie has learned comprehension strategies that have
not only strengthened her ability to comprehend text but also strengthened her ability to identify
instances when she does not understand something she has read. She regularly chooses her own
books to read and participates in partner and small group discussions regarding text read. She
chooses to read outside of school several days a week. Josie has become a motivated and
proficient reader who continues to grow in self-confidence related to the task of reading. Josie

Jjoyfully reads for pleasure because she has developed a personal love of reading.
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30. How much does each of the following statements describe a person like you? Select
one answer choice on each row.

155

VH580132

Not at all A little bit | Somewhat | Quite a bit | Exactly like
like me like me like me like me me
. Reading is one of my X
favorite activities. @ ® © @ ® Vst
. Ilike talking about
books with other ® ® o ) ® VH260272
people.
. I think reading is
important. ® ® © ® ® VH60275
. I'enjoy going to a X
bookstore or a library. - ® ® & ® v

Reading Efficacy

answer choice on each row.

28. Do you think you would be able to do each of the following when reading? Select one e

I definitely
can’t

I probably
can’t

Maybe

I probably
can

I definitely
can

. Figure out the
meaning of a word you
don’t know by using
other words in the text

VH260843

. Explain the meaning
of something you have
read

VHIL60849

. Figure out the main
idea of a text

VH260851

. Find text in a reading
passage to help you
answer a question on a
test

VH260859

. Recognize when you
don’t understand
something you are
reading

VH260861

Recognize the
difference between
fact and opinion in a

text

VH2160863
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Reading Outside of School

31. Besides doing homework, how much time do you spend reading outside of school?

Less than 30 minutes a day

®

About 30 minutes a day
About 1 hour a day
About 2 hours a day
About 3 hours a day

O 066 6 e

4 or more hours a day

Read a Self-Selected Book (Book Choice)

21. How often does your teacher ask you to read a book you have chosen yourself?

@ Never

About once or twice a year

®

@© About once or twice a month
® About once or twice a week
@

Every day or almost every day

Discussion of Text Read

23. For school this year, how often do you work in pairs or small groups to talk about
something that you have read?

@® Never

About once or twice a year

®

© About once or twice a month
® About once or twice a week
(]

Every day or almost every day
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Appendix B
NAEP Methodology

The National Assessment of Educational Progress (NAEP) has been an ongoing national
gauge since 1969, to determine what American students know and can do in core academic
subjects, including reading in English. NAEP reading assessments have been administered on a
regular schedule to students in grades four, eight, and twelve. Under the No Child Left Behind
Act of 2001, NAEP was commissioned to assess reading in grades four and eight every two
years. The National Assessment of Educational Progress (NAEP) provides an extensive data set.
This data set allows for current analysis to identify the relationship between critical reading
engagement variables and reading proficiency using large-scale student assessment data.

The National Assessment Governing Board (NAGB), the policy-making body for NAEP
created by Congress in 1988, is explicitly charged with developing assessment objectives and
specifications through a national approach, distinguishing appropriate achievement goals for
each age and grade. This governing board has defined several parameters for the NAEP Reading
Assessment. These are recorded in the Reading Framework as well as the Reading Assessment
and Item Specification document (American Institutes for Research, 2009). Among numerous
assessments the NAEP Reading Assessment measures reading comprehension in English.
Students are required to read passages written in English and then answer questions about what
was read. It is important to note that this is an assessment of reading comprehension and not
listening comprehension. Therefore, NAEP passages cannot be read aloud to students as a test
accommodation. Under NAGB policy, the Framework “shall not endorse or advocate a particular
pedagogical approach...but shall focus on important, measurable indicators of student

achievement, (American Institutes for Research, 2009, p. 2). Wide-ranging implications for



FOR THE LOVE OF READING: THE IMPACT OF ENGAGEMENT FACTORS 158

instruction may be understood from the assessment. However, NAEP does not stipulate a
specific instructional or curricular approach to teaching reading. The information NAEP offers in
regards to student achievement supports the public, educators, and policymakers in
understanding strengths and weaknesses of student performance and assisting in well-informed
decision-making about education.

The 2017 NAEP Reading Assessment measured national, regional, state, and subgroup
achievement in reading but was not intended to report individual student or school performance.
The assessment measures students’ reading comprehension and their ability to apply vocabulary
knowledge in comprehending what they read.

The NAEP, for purposes of this assessment and data collection, defined reading as an
active and complex process that involves, “understanding written text, developing and
interpreting meaning, and using meaning as appropriate to type of text, purpose, and situation,”
(American Institute for Research, 2009). This definition does not propose to be a comprehensive
definition of reading or reading instruction. The specific areas of reading assessed include the
following:

Understanding written text: Readers attend to ideas and content in a text by locating and

recalling information and by making inferences needed for literal comprehension of the

text. In doing so, readers draw on their fundamental skills for decoding printed words and
accessing their vocabulary knowledge.

Developing and interpreting meaning: Readers integrate the sense they have made of the

text with knowledge of other texts and with outside personal experience. Readers use

increasingly complex inference skills to comprehend information implied by a text. As
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appropriate, readers revise their sense of the text as they encounter additional information
or ideas.

Using meaning: Readers draw on the ideas and information they have acquired from text
to meet a particular purpose or situational need. The use of text may be as straightforward
as knowing the time when a train will leave a particular station, or it may involve more
complex behaviors such as analyzing how an author developed a character’s motivation
or evaluating the quality of evidence presented in an argument.

Text: As used in the assessment, the term reflects the breadth of components in
conventional reading materials. Thus, text on the assessment will include literary (i.e.,
fiction, literary nonfiction, and poetry) and informational passages from both print and
digital sources and may contain non-contiguous text material such as charts. Texts
selected for inclusion on the assessment represent practical, academic, and other contexts
and are drawn from grade-appropriate sources spanning content areas.

Purpose: Students’ purpose for reading the passages presented on NAEP is determined
by the assessment context; thus, the influence of purpose on readers’ comprehension is
somewhat limited. However, the transition to digital-based assessment creates
opportunities to introduce more meaningful purposes such as reading to build and share
knowledge or reading to conduct literary analyses.

Situation: The situation for reading often determines the way that readers prepare for and
approach their task. Readers consider why they are reading (e.g., to study, to relax), how
much they know about the topic, and other concerns that shape the time they will spend

reading. (American Institute for Research, 2009, p.21)
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The NAEP Reading Framework encapsulates two types of texts on the assessment: literary
texts, which include fiction, literary nonfiction, and poetry; and informational texts, which
include exposition, argumentation and persuasive text, and procedural text and documents
(American Institute for Research, 2009). Of the text passages on the assessment, fifty % were
literary, and fifty % were informational. Vocabulary assessment occurs in the context of a
passage. Thus, vocabulary items function both as a measure of passage comprehension and as a
test of readers' specific knowledge of the word's meaning as intended by the passage author.
Along with the Reading Framework for the NAEP, a Contextual Information Framework for the
National Assessment of Educational Progress was created by the National Assessment
Governing Board (Bourque & Grissmer, 2014).

Besides being established by law to examine the academic achievement of American
students, NAEP has collected information from hundreds of non-cognitive or background
questions about students, educational experiences in class and at home, their teachers, and their
schools. These non-cognitive survey questions collect descriptive information from students,
teachers, and school administrators about demographic characteristics and the educational
process. This information is referred to as, "non-cognitive," "background questions," or
"contextual information,” (Bourque & Grissmer, 2014, p. 15), and these survey questions must
be precisely linked to academic success or the just and accurate report of achievement results.
NAE-P establishes the questions on educational research, and responses provide information
relevant to the subject being assessed. The questionnaires are nonintrusive and attempt to be free
of racial, cultural, regional, or gender bias and are secular, neutral, and non-ideological (Bourque
& Grissmer, 2014). Responses are confidential and not linked to individual students. The

maximum time for students to complete the thirty-three questions on the computer-based
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voluntary survey is fifteen minutes. This background information data provides context to
NAEP results and allows researchers to track factors associated with academic achievement as
well as allow relevant comparisons between student groups. A goal of this survey is to provide
information to deepen understanding of the context in which students learn, which aids in
improving the educational system (American Institute for Research, 2009). Some of these
questions provide data for NAEP’s reporting categories, but far more have been used to give
context to NAEP results or to track factors associated with academic achievement. For the
current research, the contextual information gleaned from the NAEP questionnaire was focused
on fourth-grade reading.

In summary, the National Assessment of Education Progress (NAEP) provides student data
through a large-scale assessment on student academic performance and presents context with the
survey questionnaires. The academic assessments measure what student know and can do in a
particular subject (reading for the current study). The survey questionnaires provide context to
the performance data and allow meaningful comparisons between student groups (American
Institute for Research, 2009). The current study uses data in fourth grade reading from both
sources to examine the relationship between critical reading engagement variables and reading
proficiency.

Population and Sample

National samples for the National Assessment of Educational Progress (NAEP) include
both public and nonpublic schools selected by a stratified random samplings procedure from
across the United States. For national-only NAEP assessments (e.g., long-term trend), sampling
begins with primary sampling units (PSUs) from the U.S. Census Bureau, which are a merging

of the nation's 3,000 counties. PSUs are categorized based on geographical (e.g., census region
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and locale) and demographic factors (e.g., income level). Ten % of these PSUs are selected using
probability proportional to sample size, meaning that larger PSUs have a higher likelihood of
selection, resulting in a sample of 95 to 100 PSUs. In these assessments, public school data for
the national sample is composed of the sum of the state samples (American Institute for
Research, 2009).

Students in the chosen schools were selected randomly by creating a sampling
frame using the Common Core of Data File and the Private School Survey. The NAEP was
administered to a sample of students from the frame that represent the student population of the
nation as a whole and individual states and districts participating in the Trial Urban District
Assessment (TUDA). Samples were selected according to a multistage design, with students
drawn from within sampled public and private schools nationwide (American Institute for
Research, 2009).

Because the schools and students that participated in the assessment represent only a
portion of the larger population of the United States, assessment results are weighted to make
appropriate interpretations about the populations from the student, school, and district samples
(American Institute for Research, 2009). Sampling weights are adjusted to account for the
disproportionate representation of some groups in the selected sample. This disproportionality
includes oversampling of schools with high concentrations of students from certain racial/ethnic

groups and the lower sampling rates of students who attend small schools.



