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ABSTRACT

Students’ attitudes to reading and the texts tHeyose to read impact on literacy
achievement and willingness to engage with liteniadgted activities in the primary
years of schooling. This study was conducted inuabman Catholic school in

Queensland in Years 1 to 7. Students’ developingudés to reading and the
perceptions of these attitudes held by their te@cheere examined. An adapted
version of the Elementary Reading Attitude SurvBicKenna & Kear, 1990) and

Teacher Checklist (Young, 2003) was utilized.

Results from the study indicate older studentstuates towards recreational reading
(in primary school) are not significantly differetd younger students’ attitudes.
Female students however, show more positive aéigud recreational reading than
male students. Older students’ attitudes towardsl@mic reading are more negative
overall and female students showed significantlyrenpositive attitudes than their
male peers. Students’ choice of texts varied actbesyear levels with the most

preferred reading materials being chapter bookkjrelm’s magazines and comics.

Teachers’ perceptions of students’ enjoyment ofdirep in class correlated
significantly with students’ own perceived level fading achievement. Teachers
perceive that as students’ level of reading enjoymi@creases, their level of

academic reading achievement also increases.

Five recommendations are made from the findingshisf study. First, recreational
reading engagement needs to be publicly promotedpasitively celebrated within
the school community. It was found that for studettt be motivated and see the
value of engaging in reading they must be immerseda school classroom
environment that offers a range of recreationalitiets and opportunities. Second, a
structured approach to literacy sessions (litef@logk) needs to be established and
implemented with students across all primary yegels. This enables students to be
scaffolded in their literacy learning and so depelpositive attitudes towards

themselves as academic readers. Third, it is recmded that guided reading occur



as a key instructional approach to the teachingeafling across all primary year
levels. This may serve to increase students’ mtinaand interest in reading a range
of text types and may provide a source of infororafior the teacher in relation to

students’ engagement with reading.

Fourth, a range of text types need to be purchasddnade available for students to
read independently and for teachers to use in slaased reading activities across all
primary year levels. Students should be exposediious text types throughout their
primary years of schooling. Finally, the teachidgeading needs to be ‘data-driven’
rather than based on teachers’ perceptions of stsideeading needs. Periodic
assessments of students’ reading achievement sboald to provide these data for

teachers.

The recommendations from this study align with pties and recommendations
included in current Commonwealth and State docusaeBirections for future
research also are suggested especially for queditatiata collection. This
methodology, if included, would glean more in-demthta concerning students’
attitudes to reading and the perceptions held by teachers. Investigating students’
attitude towards and use of digital literacies alsould provide a greater

understanding of primary-age students’ attitudesatds reading in the 2century.
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CHAPTER 1
THE RESEARCH DEFINED

1.1 INTRODUCTION TO THE RESEARCH

This study of primary school students’ attitudesdading stems from a concern of
the perceived decline in interest for reading afterearly years of schooling. Despite
current advances in information technology and deeelopment of a range of
communication tools in the modern world, learnimgread and maintaining an
interest in reading remain important. Studentstuates to reading have been found to
have an effect on both engagement and achievemaetding (McKenna, Kear &
Ellsworth, 1995). Those students with more negadittdudes engage less often with
texts and generally achieve at levels lower thaeirthge peers (McKenna et al.,
1995). This study is important at a time where éstade testing shows that 3% of
Year 3 students, 16.6% of Year 5 students and ®f6Year 7 students in the State of
Queensland are achieving below the benchmark fadimg (Queensland Studies
Authority, 2005c). Students need to read in sclioblacademic purposes, but they
also may engage in reading for pleasure. This reBeavestigates the relationship of

students’ attitudes to reading in school and readintside of school.

The study was conducted in a large Catholic prinsahool where class teachers and
students from Years 1 to 7 participated. Data wgatbered from students concerning
their attitudes to recreational and academic repdimd their preferences for reading
different types of texts. Teachers provided datathafir perceptions of students’

behaviour in class and their attitudes to and aelmnent in reading.

Each chapter in this thesis provides a piece ofigjsaw which collectively joins to

provide a detailed understanding of reading awitudf students and their teachers’
perceptions of them. In this chapter of the thasispductory details relating to the

research such as the problem, purpose and resgagstions that guide the study are
presented. A cross-sectional correlational desigis wtilized and data on reading
were collected using surveys completed by teachedsstudents. The researcher’s
teaching experiences are outlined and detailsimglabd the context of the study are

presented. An overview of Chapter 1 is presentdegare 1.1.
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1.2 IDENTIFICATION OF THE RESEARCH PROBLEM

The ability to read was traditionally a skill caméid only to the noble and clergy
(Levine, 2002). The introduction of Guttenberg’sning press in 1453 heralded a
new era whereby printed texts became widely availgbevine, 2002). Over the

centuries societal and cultural environments inciwhindividuals lived and learned
influenced the way reading was viewed and taugheys (1908) landmark study of
reading investigated the way society shaped studeatling development and
highlighted how reading was influenced significgntly the place in which it

occurred.

In today’s society, reading permeates all practieesountered in daily life and is
believed to be more than the acquisition of a digciset of skills, it is an active,

dynamic and interactive practice of meaning makireg occurs between individuals,
their world and their text (Anstey & Bull, 2004).eRding is not a static act, but
constantly changes and adapts to the social emagah in which it is practised.

Students extract sequences of cues from printdd texnake meaning (Clay, 1972).
The extent to which students positively or negdyivengage in reading at home and

at school is influenced greatly by the attitudeythave towards reading.



Students’ attitudes significantly influence theavél of engagement with reading.
Attitude has been described as “a state of mindprapanied by feelings and
emotions that make reading more or less probaldaslf & Watkins, 2001, p. 315).
Students’ attitudes are “perceived to be a functbithe effect associated with the
beliefs a person holds about the object” (Fishi&iAjzen, 1972, p. 507). Reading
attitudes are learnt characteristics that influenbether students engage in or avoid
reading activities and they can be influenced hyietal, familial, and school-based
factors (Baker, 2003; Cole, 2002; McKenna et &95L Miller, 2003; Willis, 2002).

Societal factors influence students’ developingseenf identity and attitudes of
themselves as readers. Reading is a socio-culuaatice that has its roots in the
relationships and interactions of parents/guardems children even from an early
age (Morrow & Young, 1997). At a young age boys a@uds begin to position

themselves into masculine and feminine mindsethe@sobserve significant adults in
their immediate world interacting in daily acties (Alloway & Gilbert, 1997).

Through their own experiences young students coctsan understanding of gender —
thus often dividing people and activities into tdistinct categories male and female
(Alloway & Gilbert, 1997). Stereotypical genderedhlaviours can be reinforced by
television and other popular media, books and elarydiscourse. Students’
developing notion of gender influences the extentabhd purpose for which they

engage in reading activities at home and in scboolexts.

The social and cultural beliefs of families defirdsldren’s attitudes of themselves as
readers. Parents/guardians expose their childreeatelife reading practices, and so
influence their attitudes towards reading througlaneple and by the texts they
choose to read (Alloway & Gilbert, 1997; Power, 2D0Types of texts read by
parents/guardians are often influenced by gendén wiales showing a marked
preference for non-fiction or information texts afednales preferring fictional texts
(Levine & Turner, 2001; Power, 2001). Males as$enttional reasons for reading
engagement while females often indicate they sde&ispre and relaxation when
reading (Power, 2001). These findings reflect gainérends in parent/guardian
reading behaviour, but do not reflect practicesabffamilies. Parents/guardians

convey text type preferences consciously and umbomsly and as such influence



their children’s reading habits, attitudes and thices. These factors impact upon

the extent to which students may engage in reaalitigities at school.

The diversity of students’ needs is acknowledged\ational, State, System and
school documents (Catholic Education ArchdiocesdBr$bane, 2006; Ministerial
Council for Education Employment Training and Youtffairs MCEETYA, 1999;
Queensland Studies Authority, 2005a). Teachersataassume all students approach
reading with the same social and cultural undedsteys as “there is no one set of
literacy practices common to all communities” (Axns®& Bull, 1996, p. 158). A ‘one
size fits all' classroom reading program cannotrgotee reading success for all
students because students of today are motivatednioynber of very different types
of texts and activities (Cazden et al., 1996; CB092). Each student has his/her own
reading personality to be catered for in class irgagprograms (Cole, 2002).
Consequently, teachers today must plan and implemeading activities which meet
students’ varying levels of reading ability whilsting texts that are both socially and

culturally appropriate.

Students’ level of academic achievement in prinstyool influences their education
and employment choices in the future. Young stulemay avoid reading and the
associated reading tasks in school because thdy tlee necessary skills and

conceptual knowledge to effectively engage withr@ad range of texts. As students
get older and move through the primary years, taskdance strategies are often
employed by struggling students as their self-affic beliefs and general attitudes to
reading may become increasingly negative (Woolfédy, 2005; Pajares, 2003). This
decline in students’ academic reading achievemereld was reflected in National

Literacy figures whereby 92.4% of Year 3 studectsnpared to 89.4% of Year 7

students achieved the National Reading Benchmagwi@3, 2005). This data has
caused concern at the National level as studemts’alcademic reading achievement
and negative attitudes can impact directly on $p@ed the workforce of the future

(Allum, 2005).

Students’ motivation and level of engagement imgattonal reading can change over
time. Students who are motivated to read for pleasypically do so for about 20
minutes longer per day than students who are lesttvaed to read (Wigfield &
Guthrie, 1997). Fifty-four percent of 9 year oldd#nts read for pleasure, although by



13 years of age only 28% of students read for pleasach day (Campbell, Hombo &

Mazzeo, 2000). Data highlights that as students ajéer they engage in less

recreational reading on a daily basis. Sporting antployment constraints may

impact upon students’ recreational time, and aigir tsense of personal identity and
the social pressures from influential peers impantsecreational reading engagement
(Pajares, 2003). These later constraints powerfoflpence students’ attitudes and

account for 80% of students preferring to readeaatonally at home, rather than at
school (Davies & Brember, 1993).

The research problem centres on students’ attittoe®creational and academic
reading. During primary school years students dgvekading skills and attitudes
towards engaging in reading and these may impaah life choices in adulthood.
The way various texts and reading activities ares@nted to students reflects the
perceptions teachers have of their students agreadd learners (Sweet, Guthrie &
Ng, 1998). Though teachers agree students’ readliitgdes are important, limited
class time appears to be devoted towards fosteosgive reading attitudes (Kush &
Watkins, 2001). If students are taught to read,Hawve limited desire to do so, then
teachers will have only partially succeeded in rthreie as a teacher of reading
(Morrow, 2004). Those students who can read bubshmot to are a significant

concern for educators.

1.3 PURPOSE OF THE RESEARCH

The purpose of this research is to investigatéudts to recreational and academic
reading of students throughout the primary schealry. The types of texts preferred
by primary students are also examined to suppleitmenattitudinal data. Having an
understanding of students’ attitudes and text peefees enables teachers to design
and teach reading activities that are relevantéaieeds and interests of each student.
By doing this, students’ level of engagement witading may be positively
enhanced. Teachers’ perceptions of students’ adtfutowards reading also are

investigated as these perceptions impact upon daehers plan and teach reading.

Current National and System documents validatenttesl for research into the area of
reading. Achieving positive student reading outcenee reflected in the Adelaide
Declaration on the National Goals for Schooling the Twenty-First Century

(MCEETYA, 1999). This declaration indicates all dg¢nts should attain English



literacy skills to read at an appropriate standardl communicate effectively
(MCEETYA, 1999). The setting for this study was asBane Catholic Education
primary school. The Strategic Renewal Framework bieen developed by Brisbane
Catholic Education and it focuses on establishimgroved student learning outcomes
(Catholic Education Archdiocese of Brisbane, 200bgachers within Brisbane
Catholic Education schools are expected to drawliteracy data to inform their
planning and pedagogical practice (Catholic Edocathrchdiocese of Brisbane,
2005). This study provides data which helps teachenderstand more clearly
students’ attitudes to reading, their preferredesypf texts and also how teachers’
perceptions impact on students’ learning. Teacbarsuse these data to guide their
planning and so provide relevant class readingegji@s and activities that more

accurately meet the learning needs of today’s siisde

1.4 RESEARCH QUESTIONS
Given the research problem and purpose for theystin@ following four research

guestions guide the study.

1. How do students’ attitudes to reading develop iprimary school?

Students’ attitudes to reading can be influencedhayr recreational and academic
experiences. These experiences can change ovarithary school years and may
differ for female students and male students. Tsiiedy will identify students’
attitudes to recreational and academic readin@ah gorimary year level, age and for

gender.

2. How do students’ preferences for reading diffenat text types develop in
primary school?
There are a myriad of narrative and non-narragxstavailable for students to read

today. However the type of texts students chooseedad depends on their topic of
interest, reading ability, and purpose for engagegméhis study will indicate the
types of texts that are more preferred by studenésch primary year level, age and

for gender.



3. What perceptions do teachers have of their studés’ classroom behaviour and
attitudes to reading?

Teachers’ perceptions of students’ attitudes todirgp are often based on the

behaviour displayed by students in class activiies their level of academic reading

achievement. This study will identify teachers’ gaptions of students’ attitudes to

reading, classroom behaviour and overall readinbieaement. Variations in

teachers’ perceptions in each student year legelaad for gender will be stated.

4. What is the relationship between teachers’ pergtions of students’ attitudes
to reading for enjoyment and their overall achieverant in reading?

Teachers’ perceptions of students’ attitudes tairgafor enjoyment and students’
level of overall reading achievement may correldteachers’ perceptions of these
influence the way reading is planned, taught arsgssed in classrooms. This study
will highlight the relationship between teachergrgeptions of students’ enjoyment

of reading and their reading achievement in eaeln fgvel, age and for gender.

1.5 DESIGN OF THE RESEARCH

A cross-sectional correlational design was utilizecenable an investigation of the
research questions. For this study a quantitataragiggm was chosen, and objective
epistemology and a positivistic framework guide shedy. Data were collected from

a cross-section of student participants, in Years 7, within a large Catholic primary

school. Student participants completed a modifieion of the Elementary Reading
Attitude Survey (McKenna & Kear, 1990) where dabaaerning student attitudes to
recreational and academic reading as well as prefierred text types for reading

were collected. Teachers also participated in shigly by completing a Teacher
Checklist (Young, 2003) providing data on their gegtions of each student’s

behaviour in class and their attitudes to readBwh instruments were scored on a
four point Likert scale. Student and family demquia data were collected from

parents/guardians on the Parent/guardian Demogr&phvey (Young, 2003).

1.6 ABOUT THE RESEARCHER

| am currently a primary school teacher employedBbgbane Catholic Education.
My first teaching position, as a graduate teacheas in a small Brisbane
Archdiocesan Catholic primary school. | began teaghYear 1 students and was

overwhelmed with the enthusiasm students at thisngoage possessed towards



reading. These students were eager to read anchmandsatiable appetite for any
printed text. However, as these students movedigirahe year levels | observed a
change in their reading attitudes. Some studentswére once very keen readers did
not seem to maintain this desire over time. Wheanging year levels from Year 1 to
Year 3 in my fourth year of teaching, | was forttento teach a class | had previously
taught. Even in this short space of time | notieedreat variation in the reading
attitudes of many students. Overall, female stuxlstii seemed to enjoy reading and
regularly borrowed home readers from the classr@m library. Male students,
however, did not seem to show as positive an ddittowards reading and did not
borrow home readers or library books as regulaftye home readers available for
students at the school at the time were predoniinéintion-based, leveled texts but
the school library collection included a range w@tion and non-fiction texts. My
perception was that female students in Year 3 wrideshow more positive child
behaviour characteristics and more positive attisuh reading than male students in
Year 3.

In an attempt to enhance the reading attitudes ale nstudents in my class, |
conducted a number of reading observations anccettthere were many male
students who did not engage in class recreaticaiff cbading opportunities. When |
examined the texts available for students to sédteat, | realised most were fiction
texts. | gathered an assortment of text typesidfictnon-fiction information books,
catalogues, magazines etc) and offered these flyr @ading. | observed a marked
improvement in the level of reading engagement allerstudents with the non-fiction
text types. This experience highlighted to me howwvjgling a range of stimulating
text types in a primary classroom impacts uponesitsl attitude towards engaging in

reading.

From my classroom teaching experience, | noticeté@ine in reading attitudes of
students as they moved through the primary yeadeV also withessed a difference
in students’ engagement with different text typEsese observations, from my own
classroom experience, prompted this research anted to examine in more depth
the extent to which reading attitudes and text typerences impacted upon student
reading engagement. | also was interested in threepgons teachers have of

students’ attitudes and behaviour in class, agited from my own experience that



my perceptions of students’ attitude towards regdinfluenced my curriculum

planning, classroom organisation and lesson managem

1.7 THE RESEARCH SITE

The school selected for the study was administeyeBrisbane Catholic Education. It
was opened in 1951 as a day school for primaryesiisdand was under the direction
of the Sisters of St. Joseph until mid 2002 whea $hool’s first non-religious
Principal was appointed. The current administratesm is comprised of two other
full time non-teaching personnel — one male assistathe principal (administration),
and one female assistant to the principal (religieducation). The teaching staff is
comprised of both males and females of varying ages with differing levels of
teaching experience. The student population ofsitfeol has grown significantly
over the years and currently has 585 students. Stuidy was conducted with a
student population of 351 students (drawn from Ykdo Year 7) and twenty-one
classroom teachers. The mission statement of theoschighlights the strong
Josephite tradition and this is also reflectechim $chool’s five primary goals which
are detailed in Table 1.1. The research site wilfusther detailed in Chapter 2.

Table 1.1
School Goals
Goal Description
Christian living | To nurture Catholic faith and tioh through education and hQy
encouraging a loving relationship with God and eesgor ourselves and
others.
Learning To encourage individuals to reach thdirdatential in key learning areas

and to pursue excellence through curriculum suppagrams.

Safety To ensure all students and staff feel Saédl #mes by providing a schoo

environment that is safe and without risks to lrealt

Community To develop a sense of community by theraction of staff, student

O

parents/guardians and parishioners to foster fsieipg co-operation and

support.

Social Justice To ensure equality and justice fldnaur school community.

(School, 2005, p. 5)



1.8 SIGNIFICANCE OF THE STUDY
1.8.1 For Educational Research

Data from this study are relevant for all primachgol educators as there is a focus
on reading attitudes of students in each of thegny years. A large body of reading
attitude research focused on students in the upperary year levels (Davies &
Brember, 1993). Studying the reading attitudes preferences of students in the
early years of schooling was considered cruciaiiypartant in order to establish
where negative trends in reading attitudes beganterge (Davies & Brember, 1993).
Students’ attitudes towards reading change thraugkiee primary years and are
influenced by their home experiences and variougifications of actions and
practices at school (Saracho, 1983). Gathering datattitudes to reading and text
type preferences of primary school students frorarYleto Year 7 enables a detailed
understanding of reading attitudes and preferrettypes of students to be made and
identifies significant changes in attitude in thdfedent year levels. This data
highlights the need for proactive curriculum adjushts to be made by all classroom
teachers.

This study contributes significantly to the widexld of educational research. Firstly,
teachers’ perceptions of students as readers amdels are identified as an area
lacking in current research (Sweet et al., 1998)is Tstudy highlights teachers’
perceptions of students’ behaviour in class and #Higtudes to engaging in reading.
In addition, teachers’ perceptions of studentsbgment and overall achievement in
reading are correlated. Furthermore, although nepdiattitudes and text type
preferences of primary students have been studiede are a limited number of
studies exploring reading attitudes and text typefgmences of Australian primary
students across Years 1 to 7. This study will extepon and contribute further to
current literature on students’ attitudes to regdind text preferences, and teachers’

perceptions.

Findings and conclusions from this study can cbote to a review of the way
reading is understood by teachers and practisegrimary school classrooms in
Australia. Recommendations highlight innovativediag strategies and practices that
can be employed to make reading more engaging ttatests today. Enhancing

students’ reading engagement is of importancegint lof the current National agenda
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which strongly emphasizes the need for schoolsfrave students’ level of reading
engagement and achievement (Allen, 2005; Allum,52Davies, 2005; Doherty,
2005).

1.8.2 For the Participating School

This study is also significant for the school inigfhit was conducted. Findings may
enable teachers to have a clearer understanditigeatading attitudes and text type
preferences of students. This may allow them toamakre informed decisions when
designing classroom curriculum programs and am®itand when identifying

appropriate teaching strategies. Teachers carhissenformation to nurture students’
reading attitudes and enhance their positive emmgagein reading activities. School
administration personnel and literacy key mentachkers will find value in these

findings as they plan and formally document a sthwyacy program that is relevant

to the needs of today’s students.

These findings can be used by Administration pareband teachers at the school to
complement existing data available on reading frih@ Year 2 Diagnostic Net

(Department of Education & the Arts, 1998) and Y8ar5 and 7 statewide tests
(Queensland Studies Authority, 2004a). Rather #ierply focusing on students in

particular year levels who do not meet the relevmarichmarks after the Diagnostic
Net and State tests, teachers will be more awarstudfents’ attitudes and can be
proactive in enhancing reading attitudes and engage prior to these tests or

assessments.

Promoting reading achievement is seen as a priorilight of the school’'s Year 3, 5

and 7 Queensland Statewide test results. Datatdiolents at the school, highlighted
Year 3 students were reading below the Queensitate average, Year 5 students’
were slightly above the state average and Yeaundests’' were aligned with the State
average (School, 2005). Reading achievement data wet regarded as being as
positive as it could be and therefore, school reagedagogy and practices impacting
on students’ engagement and achievement requitestiah. This study enables a
clear, comprehensive picture of students’ readititudes and teachers’ perceptions
to be gained so curriculum and pedagogical innowatiand modifications can be

research-informed and year level or gender specific
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1.9 OUTLINE OF THESIS

This thesis is organized into six chapters. Thelysia defined in Chapter 1 and the
research questions that guide the study, the prgbprirpose and significance are
outlined. National, State and local system iniiesi, projects and documents impact
directly upon the teaching of reading and thesepagsented in Chapter 2. Literature
is reviewed in Chapter 3, and theories and infleenon students’ reading attitudes
and text type preferences are outlined. Findingsfprevious studies of students’
attitudes to reading also are detailed. The deaigh methodology of the study and
theoretical framework are outlined in Chapter 4tiBipants, setting, instruments and
research procedures also are detailed in this ehaptescriptive analyses were
conducted on student and teacher data and thesisptayed in Chapter 5. Results
are presented in Chapter 6. Conclusions gleanad ffata analyses for students’
attitudes, text type preferences and teachersepéons also are presented in Chapter
6 along with recommendations based on the studdinys. Implications for
parents/guardians and teachers are articulateddiaections for future research are

suggested. Copies of all instruments used andrdette this study are included as

Appendices.

The research has been defined in this Chapter.sbhehapters of this thesis are
presented in Figure 1.2. National, State and Sysé&purts, agendas and documents
will be discussed in Chapter 2 to provide an owizng educational context for this

study.

CHAPTER 1
The Research
Defined

CHAPTER 3
Literature Review

CHAPTER 2

CHAPTER 6
Review and
Synthesis

CHAPTER 4
Design of the
Research

CHAPTER 5
Data

Display

Figure 1.2Thesis overview
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CHAPTER 2
CONTEXT OF THE STUDY

2.1 CHAPTER OVERVIEW

National, State and System educational agendasi@ruiments are discussed in this
chapter in order to effectively situate this studithin the Australian context.
National educational documents such as The AdelBeldaration on the National
Goals for Schooling in the Twenty-first Century (BETYA, 1999) and the National
Inquiry into the Teaching of Literacy (Departmeifitimucation Science & Training,
2005b) clearly articulate for teachers the overaghskills and competencies
education aims to instill in students during tHemmal schooling years in Australia.
National policy documents and initiatives, and Mterial agendas impact on how
reading is planned and taught, and how studerdsfing achievement is assessed and
reported. Students’ achievement levels have beenpamed to National reading
benchmark standards and these have been publedgmied. The figures have caused
concern with National education ministers — mosttably by the former
Commonwealth minister for Education Science andnimg, Dr. Brendan Nelson.
Various educational reforms have been outlinednjorove the test results/data which
indicate the perceived poor reading standards aftrAlian primary students. These
will be discussed in this chapter.

At the Queensland State level, the teaching of ingagtontent and skills are
predominantly influenced by three documents — tkh& rYears 1 to 10 English
Syllabus (Queensland Studies Authority, 2005a),etkisting Year 2 Diagnostic Net
(Department of Education & the Arts, 1998) and tate Futures (Department of
Education, 2000). Syllabus and Net documents autlieading outcomes or
milestones Queensland students should be achiatiogrtain developmental levels
and phases and Literate Futures focuses on thetiamge of relevant and innovative
literacy pedagogy (Department of Education, 2008p&@tment of Education & the
Arts, 1998; Queensland Studies Authority, 20058teSGovernment projects have
been conducted, exploring various aspects of thdimg curriculum. These projects
highlight the influence students’ environment hasreading development and also
that planning and curriculum innovation is neededrsading activities become

socially relevant for all learners in today’s clagsns. Data from the Queensland
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State Year 3, 5 and 7 tests enable teachers tapthimplement a reading curriculum
that is academically relevant to the needs of stisdéQueensland Studies Authority,
2003, 2004a). The Strategic Renewal Framework (@atEducation Archdiocese of
Brisbane, 2005) explicitly documents expectatiorfs taachers and learners in
Brisbane Catholic Education Archdiocesan schootgating high quality activities

that bring about improved student learning outcormespriority for teachers. Family
and school demographic data are presented to ¢aatese the study. An overview of
Chapter 2 is presented in Figure 2.1.

CHAPTER TWO
CONTEXT OF THE STUDY

Chapter e T Influences on Chapter
Overview Reading Rewview

Brisbane ‘
Catholic School Family
Education Level Level
Level

Queensland
State

Level

MNational
Level

Figure 2.10verview of Chapter 2

2.2 INTRODUCTION

Studying students’ attitudes to reading is sigaific for education and the future
workforce of Australian citizens. Students’ levdlengagement in recreational and
academic activities is influenced by their attitside reading and this impacts directly
on their achievement as those students who engage megularly with reading
achieve significantly higher results (Worthy, 200R) light of the current National
reading agenda, which argues for an improvemestudents’ reading achievement
levels, teachers must actively seek to enhanceestsidattitudes to reading and
engagement by finding out about their attitudes #&xt preferences and then
providing them with a range of stimulating readtagts and activities. Students must
see reading as valuable and enjoyable if they@engage in both recreational and

academic reading (McKenna et al., 1995).
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Attitudes to reading begin to develop in the ptimischool period and continue to be
refined as students’ move throughout the primahostyears. Even at a young age
students are aware that with literacy comes powexxercise increased control over
one’s life (Connell, 1985). It is important studefgarn to read effectively at an early
age as difficulties may impede upon self-concept seif-esteem in later years when
peer relations and pressures become more evidgmuihjsoon & Heekyoung, 2002;
Westen, 1996). The ability to read successfullggsential for an effective level of
participation in society as texts are embeddedveryelay social, educational and
employment related contexts (Connell, 1985; Myowogs& Heekyoung, 2002).
Being able to read effectively impacts on adulti@dde and work choices and often
relates to economic security (Adams & Henry, 198&echer & Arthur, 2001;
Wigfield & Guthrie, 1997).

2.3 NATIONAL INFLUENCES ON READING

The Adelaide Declaration on the National Goals $ohooling in the Twenty-first
Century (MCEETYA, 1999) overarches State and Tanyiteducational documents
and emphasises the significant role of teacheshaping reading attitudes and skills
for engagement of all students. The National Inginto the Teaching of Literacy
(Department of Education Science & Training, 2009fmvides recommendations for
teachers. However, these have not yet been actidnedo the change of Federal

Education Minister in late 2005.

The National Agenda for Early Childhood (DepartmehtFamily & Community
Services, 2003) acknowledges the early years déirelm’s lives are influential for
their future educational growth. National reseanayhlights a discrepancy between
the reading achievement of male and female studeritee early years compared to
those in middle and upper primary years (DepartmenEamily & Community
Services, 2003). It is argued the gender imbalaridbe current teaching profession
impacts on students’ understanding of how readsng@mbraced in today’s social
world (Alloway & Gilbert, 1997; Department of Edumm Science & Training,
2005a). Furthermore, the lack of personal literpoyficiency of graduate teachers
also is of concern as it directly affects how stideare taught and to what academic
standard (Davies, 2005). In order to receive eduowral funding, schools often must

comply with Federal Government conditions and there been much debate recently
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over these conditions. The political influences aladional reports and agendas have
impacted on the teaching of reading. These Nationtiiences on reading are

discussed in the following sections.

2.3.1 Reports and Agendas

2.3.1.1 Adelaide Declaration on the National GdalsSchooling in the ZiCentury
The Ministerial Council on Education Employment ififag and Youth Affairs
(MCEETYA) met in Adelaide in 1999 and educationssues were discussed by

State, Territory and Commonwealth ministers. Atsthneeting the Adelaide

Declaration on the National Goals for Schoolingtlie 2£' century was endorsed
(MCEETYA, 1999). Educational considerations andlleinges for teachers as they
plan and implement the curriculum in this new centwere highlighted in this

document (MCEETYA, 1999). National Goals relevamthis study are outlined in

Table 2.1.

Table 2.1
The Adelaide Declaration on the National Goals $mhooling in the ZiCentury

1. Schooling should develop fully the talents andapacities of all students. In
particular, when students leave schools they should

1.1 Have the capacity for, and skills in, analysisl problem solving and the ability to
communicate ideas and information, to plan androrgeactivities and to collaborate with

others.

1.2 Have qualities of self-confidence, optimisnghself-esteem, and a commitment to
personal excellence as a basis for their potefifalroles as family, community and

workforce members.

2. In terms of curriculum, students should have:

2.2 Attained the skills of numeracy and Engliskrlicy; such that, every student should
be numerate, able to read, write, and spell anchaamicate at an appropriate level.

3. Schooling should be socially just, so that:

3.2 The learning outcomes of educationally disathged students improve and, over
time, match those of other students.

3.5 All students understand and acknowledge theevaf cultural and linguistic diversity,
and possess the knowledge, skills and understaridimgntribute to, and benefit from,
such diversity in the Australian community.

(MCEETYA, 1999, p. 2)
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2.3.1.2 The National Inquiry into the Teaching @étacy

The Australian Government’s National Inquiry intbet Teaching of Literacy
(Department of Education Science & Training, 200®a)s instigated in November
2004 in response to the perceived unacceptableadifestandards of Australian
students. The former state chairman of the AustmalCouncil for Educational
Standards argues students of today are being ‘ddidben’ and lack basic literacy
skills and knowledge standards compared to studetgears ago (Davies, 2005).
This Inquiry highlighted the Australian Governmerngtrong position that all students
must achieve a high standard of reading abilitp¢hieve at school and beyond. It
was designed to be a “broad, independent exammatiaeading research, teacher
preparation and practices for the teaching of ditgr particularly reading”
(Department of Education Science & Training, 200dbl). Teachers today should
use data from inquiries to inform their practice they must produce “literate,
numerate and technologically able students” who l@ter equipped to actively
participate in Australia’'s social, economic and il future” (Department of
Education Science & Training, 2005b, p. 1).

Findings from the National Inquiry into the Teadhiaf Literacy are of importance
for today’s educators (Department of Education i@me& Training, 2005c). Six key
elements were identified as being evident in schadath highly effective literacy
teaching and these are:
1. a belief that each child can learn to read andewsgardless of background;
2. an early and systematic emphasis on the expleihi@ag of phonics;
3. a subsequent focus on direct teaching;
4. a rich print environment with many resources, idolg whole-school
approaches to the teaching of reading and writing;
5. strong leadership and management practices, imglvivhole-school
approaches to the teaching of reading and writitj a
6. an expectation that teachers will engage in eviddrased professional
learning and learn from each other (Department déidation Science &
Training, 2005c, p. 9).
Further recommendations are made with regard toinggssessment and tracking of
literacy to inform planning and teaching, and atbe appointment of literacy

specialists in each school (Department of Educeiicence & Training, 2005c).
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2.3.1.3 National Agenda for Early Childhood

The early years of child development have beentifilesh as important by the
Australian Government and this is reflected in tdational Agenda for Early
Childhood (Department of Family & Community Sengc2003). The Agenda aims
to establish a more consistent and coordinatedoapprto areas of early child health,
care and learning in order to promote the total-weing of children (Department of
Family & Community Services, 2003). A consultatipaper, titledTowards the
development of a National agenda for Early Childthowas launched in 2003 and
data from this would be used to develop nationgra@gches for early intervention
and prevention of health and learning issues (Depat of Family & Community
Services, 2003). Today's children are regarded @ag ‘tountry’s most important
future economic resources...they are our future psremorkers, consumers and
taxpayers” and therefore it is imperative that d@idwel Agenda for Early Childhood
be developed to maximise their learning potentBegartment of Family &

Community Services, 2003).

The Government’s recognition of the importanceearhing in early childhood was
reflected in the endorsement of the ‘Whoever yaj atherever you are, Read Aloud
Summit’ (Department of Education Science & Traini®05d). This summit was
held during National Literacy and Numeracy Week2®05 and highlighted the
current and future value of reading aloud to ckitdrThe Federal education minister
fully endorsed this summit as it “was an ideal stca for all participants to explore
the many facets of early literacy, the latest redgaand the different programmes
encouraging reading aloud to our very young chiltir@Department of Education
Science & Training, 2005d, p. 4). Targeting thige @goup was regarded essential as
contemporary brain research indicates that 75%rahbdevelopment occurs in the
first five years of life and so children’s earlypexiences directly impact on future
physical, emotional, intellectual and social grofrepartment of Education Science
& Training, 2005d, p. 3).

2.3.2 Reading Standards
Student benchmark reading results differ across i@&ls and for male and female

students. Thirty-four percent of male students 28% of female students in Year 3

and Year 5 had a reading achievement level belogv National benchmark
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(Department of Employment Education Training anditficAffairs, 1997). National

literacy data indicate one in ten Australian Yeastudents fail to meet the National
reading benchmark and for indigenous studentsitheef is one in three eight year
olds (Davies, 2005). The percentage of Australifamlents achieving the National
reading benchmark declines from Year 3 to Year Gweéler, when examining data
for each State, Victoria’'s percentage of studestsesing the reading benchmark
remains stable across year levels, and South Aiasérand Northern Territory’s

figures improve (Davies, 2005). Data for each Sgatd Territory and for Australia

are presented in Table 2.2.

Table 2.2
Australian Students Achieving the National Readrgchmark

% REACHING BENCHMARK

STATE/TERRITORY Year 3 Year 7
New South Wales 93.0% 88.9%
Victoria 90.4% 90.3%
Queensland 93.8% 89.3%
South Australia 89.7% 92.9%
Western Australia 95.2% 88.9%
Tasmania 96.4% 88.3%
Northern Territory 71.5% 77.7%
ACT 96.2% 91.4%
Australia 92.4% 89.4%

(Davies, 2005, p. 2)

In response to the number of students failing axheNational reading benchmarks,
the Commonwealth Minister at the time, Dr. Nelspnpposed a solution to this
problem in his campaign package in the lead un¢oféderal election in 2004. The
Government committed $20.3 million towards the fB@n of a national tutorial
voucher scheme (Davies, 2005). Year 3 students fahed to meet the Year 3
National reading benchmark on the 2003 statewidts tevere eligible for $700 in
Government funded reading assistance through onenerreading tutoring. Of the
24,000 students eligible for this assistance (basetthe 2003 test results), only 5,000
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students received reading tutorial support (Dav&X)5). The minister accused the
Labor States and territories of “deliberately sagotg the voucher scheme by failing
to inform parents/guardians of their child’s eligity and thus depriving them of the
help on offer” (Davies, 2005, p. 2). Wriedt, thesfranian Education Minister, was a
vocal critic of this plan and argued the $700 varcfor ten weeks tuition (in
isolation of the classroom) was not going to sdalve Nation’s literacy problems
(Davies, 2005). The voucher system will again belé@mented in 2007 for an
estimated 17,000 students nationwide who do nottntlee National reading
benchmark on their 2006 Statewide tests (Odgef3§)20he Australian Government
has committed $20.6 million for this two year ldgey initiative (Odgers, 2006).

The decline in reading achievement across yeatdgespecially for male students)
was publicly discussed by the former federal EdooaMinister, Dr. Nelson, in an
on-line opinion e-journal. He strongly argued mstiedents deserve a better chance at
school as well as in life and suggested poor acadesasults of male students is
attributed to the lack of male role models in sdhdblelson, 2004). Primary school
teaching is a highly feminised profession with oohe in five primary teachers being
male and consequently, students may not be taugimdny, if any, male teachers
throughout their years of schooling (Biddulph, 19%mith, 1999). These figures
greatly reduce the number of positive male role efdor students. For those
students who do not have male role models at htimgepecomes more of an issue
(Biddulph, 1997; Department of Education ScienceT&ining, 2005a). Primary
students’ (especially boys) attitudes towards r#greal and academic reading are
influenced by the example of influential role malat home and at school and this
includes both male and female role models (Allovdaysilbert, 1997). Therefore,
schools need to address the lack of males in thehieg profession in order to

improve the educational standards of students ecgsly male students.

The standard of teachers’ personal literacy skila contribute to the poor reading
achievement standards of primary students and gtadeachers of today have been
accused of not having an acceptable level of Emglhglls themselves (Davies, 2005).
Approximately 20% of University students enrolled primary education courses
demonstrate serious difficulties with literacy #kiland an additional 10% of these

students just manage to grasp basic skills (Nd2€65). A recommendation from The
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National Literacy Inquiry (Department of EducatiBnience & Training, 2005a) is all
graduate teachers should be required to demongteas®nal proficiency in literacy

skills prior to being accredited and placed in staems.

University teacher education courses also are beirgeted as contributing to the
reading standards of school students. The formerc&n Minister, Dr. Nelson,
argued Australian universities do not teach preiserteachers key literacy skills and
best instructional practice and hence, when movitgthe classroom many graduate
teachers struggle to teach basic reading contenhtshitls to their students (Norris,
2005; Swan & Lyon, 2005). The Director of the Aasian Council for Educational
Research recommends “tertiary institutions increhsetime for reading instruction
and improve the content of teacher education csuraed school practice
arrangements” in order to have teachers who asopelly literate and confident to

teach students to be literate (Davies, 2005, p. 1).

2.3.3 Conditions for School Funding
In 2005 the Commonwealth minister proposed schebtaild be subject to certain

conditions in order to acquire federal funding. @oadition was teachers needed to
rank students’ performance against others in ttlass and document this on student
reports (Brennan, 2006). Ranking would be presemteglartiles — from the top 25%
through to the bottom 25% (Doherty, 2005). Quartdekings would be labeled
alphabetically and used for each subject from kigaen through to Year 12
(Allum, 2005). Quartile rankings on report cardsuldb provide parents/guardians
with a definite picture of where their child waspéd in relation to other students in
the class and early remediation for reading problewuld be initiated before any
difficulty escalated (Allum, 2005; Doherty, 2005pr. Nelson argued quartile
rankings were necessary as a “well-meaning anduied culture had emerged in
education, which frowns upon teachers honestly goé&sg information to

parents/guardians about the progress of childi@ohérty, 2005, p. 1).

The announcement of quartile ranking of studentssed a groundswell of
disapproval from teachers, principals and pareatfjan groups primarily because
guartile rankings would not be linked to any staddar benchmark, but rather would
compare students in school year level groupings. ddademic ability composition of

each class differs from school to school, which Motesult in inaccurate and
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meaningless student quartile rankings (Doherty,5200he Queensland Education
Minister and the Queensland Association of Indepah&chools Executive Director
both argue it is nonsensical to report studentgoerince by comparing all students’
performance in one class as this is educationalbpund (Allen, 2005; Allum, 2005).

Quartile ranking would “depict the child as a fafluo itself” and would damage the
“dignity and self-esteem of the students” (DoheB§05, p. 1). It is considered more
important to highlight what students can do wetid &ow they can improve in the
areas they are experiencing difficulty (Allen, 2088um, 2005).

New South Wales’ premier lemma and Education Mamistebbutt announced the
introduction of quartile ranking in August 2005.%® billion funding agreement was
signed with the Commonwealth because New South $\&deced to publish student
quartile rankings on report cards, however by madoBer 2005 Tebbutt reneged on
this agreement. Quartile rankings of New South Wadtudents would not be
published on student report cards, but rather woeldavailable on parent/guardian
request (Doherty, 2005). This back down paved thg for other Australian state
education systems to provide student rankings aplgn parent/guardian request.
Director of Queensland Catholic Education Commissapported the move not to
publicly document quartile rankings as “we don’'tnva mark on the card that the
child had to live with for life” (Allen, 2005, p.)1 The current education literacy
emphasis is on each individual student’s achievénaénoutcomes and not on
measuring one child against another. However, tkeghis, Government reporting
requirements become effective in Semester 2, 2@¥6nfan, 2006; Queensland
Studies Authority, 2005a). Teachers are requireds® a five point rating scale to
document (on students’ report cards) the extemttich primary and secondary aged

students are meeting syllabus outcomes for all&agning areas (Brennan, 2006).

2.4 QUEENSLAND STATE INFLUENCES ON READING

Queensland State Government educational projegisidiit best educational practice
for teachers in this new century. Three significamjects conducted this decade
impact upon Queensland school reading policiesgraras and classroom activities
and these studies were the Queensland School Réfamgitudinal Study (Lingard et
al., 2001), the Literate Futures project (DepartmodrEducation, 2000), and the New

Basics Project (Department of Education & the A2804). Issues of literacy access
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and power in increasingly diverse school populai@and improvement in the
teaching of reading for the new century were hgjitied in these projects (Anstey &
Bull, 2004). The new Years 1 to 10 English SyllapQsieensland Studies Authority,
2005a) and Year 2 Diagnostic Net (Queensland Sfudigthority, 2005b) identify
learning outcomes and student milestones for thehiag of reading. In addition to
these projects and documents, the annual Queengkand3, 5 and 7 statewide tests
provide valuable insights into the achievement lewé students at a State and school

level. These projects, documents and assessmembdsetvarrant further discussion.

2.4.1 Literacy Projects

2.4.1.1 Queensland School Reform Longitudinal Study

The Queensland School Reform Longitudinal Studgtrategy for shared curriculum
leadership (QSRLS) identified the notion of prodeetpedagogies (Lingard et al.,
2001). Twenty key elements that could improve doeiad academic learning
outcomes for students in Queensland schools wemriittd and grouped into four
dimensions — intellectual quality, connectedneappsrtive classroom environment
and recognition of difference (Lingard et al., 2D0lhese dimensions and elements
are presented in Table 2.3. The impetus for therdie Futures (Department of
Education, 2000) and New Basics Projects (DepartroérEducation & the Arts,
2004) came from this School Reform Study.

Table 2.3

Productive Pedagogies

Dimension Elements
Higher order thinking, deep knowledge, deep
Intellectual Quality understanding, substantive conversation, knowlesge

problematic, metalanguage.

Knowledge integration, background knowledge,
Connectedness connectedness to the world, problem-based curntulu

Student direction, social support, academic
Supportive Classroom Environmenengagement, explicit quality performance criteself-

regulation.

Cultural knowledge, inclusivity, narrative, group
Recognition of Difference identity, active citizenship.

(Anstey & Bull, 2004, p. 49)
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2.4.1.2 Literate Futures

The Literate Futures project was conducted to en@hleensland schools to lead the
nation in productive and innovative literacy apmioes and practices (Department of
Education, 2000). Teacher professionalism, locaxiffility and innovative
programming emerged as key elements. Ensuring uhgcelum is relevant to the
needs of the community of learners was highlightetiterate Futures (Department
of Education, 2000). The Queensland Literacy Sgsateas formulated and refocused
attention to classroom literacy teaching and leaynhighlighted literacy practices
occur in all classrooms daily, and identified andcuimented effective literacy
approaches (Department of Education, 2000). LieeFaitures centres on the Four
Resource Model presented by Freebody and Luke §19%@ model focuses on the
teaching of reading and how texts used shape gsidezading skills, level of
comprehension and critical awareness of underly@xgual values and assumptions
(Department of Education, 2000). The Four Resoidoeel is presented in Figure
2.2.

Text : : Text

Analyst Participant

Code Text

Breaker i :\ User

Figure 2.2Four Resource Model From Freebody, 2004, p. 1.

The Four Resource Model practices are not develogaher hierarchical, but are
inter-related with each one having equitable litgraalue (Barratt-Pugh & Rohl,
2000). As a code breaker students make sense lul@pic marks on the page using
three cueing systems — graphophonic, syntacticsanthantic (Anstey & Bull, 2004).
As a meaning maker students are required to dravthem social, cultural and
previous reading experiences to make literal anfremtial textual meaning
(Freebody, 2004). As a text user students see ngadi pragmatic as they use

authentic texts in real-life situations (Anstey &IB 2004). As a text analyst students
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critically analyse texts to gain an understandirfghow and why they were

constructed (Freebody, 2004). Students come tasesab text is neutral, all texts
contain social and cultural influences as well #guales and beliefs of the writer
(Anstey & Bull, 2004). Shaping of identity, knowlgel and power is prevalent in each
choice one makes about what to include and whairib in all texts (Anstey & Bull,

2004). By developing this repertoire of readingorgses, students “move beyond
decoding and encoding print to understanding amgugxts on several levels for a

variety of purposes in a range of technologies'd{vig, 2003, p. 2).

2.4.1.3 New Basics

The New Basics Project was a future-oriented imgafor Education Queensland

(Department of Education & the Arts, 2004). Thisjpct centred on improving the

richness and relevance of the academic curriculnchsacial dimension for today’s

students. This project connected with the prodegtigdagogies identified by Lingard
et al. (2001) and rich task demonstrations, aseptes in Figure 2.3. Rich tasks are
real-world activities students complete (to showc#seir outcome learning) in a

format that prepares them for real-world challen@e®end & Kelly, 2005).

New Basics
\Z/X What is taught @
Rich tasks Productive

How kids show it Pedagogies
How it is taught

Figure 2.3The New Basics Project from Department of Educagidhe Arts, 2004.

2.4.2 English Syllabus
The relevant English Syllabus guides the Englistriculum in Queensland State,

Catholic and independent schools (Department ofc&ilon, 1994). The English
syllabus used in schools for the last decade wasoapd for revision by the
Queensland School Curriculum Council in October 919%elected Queensland
schools worked closely with Queensland Studies @vithpersonnel trialing the draft
English Year 1 to 10 Syllabus and it has been sel@ao schools for open trial in
Semester 2, 2005 and Semester 1, 2006 (QueendiadiesSAuthority, 2005a). This

syllabus aligns with other Key Learning Area syilas it is outcomes-based and

25



content is presented in levels from foundationabulh to level 6. The point of
difference is that key content is divided into #hrstrands (cultural, operational,
critical). These strands reflect the three literatignensions presented by Green
(1988). The -cultural, operational and critical stta of literacy provide a
“complimentary and mutually informing relationshigtween the language system,
the meaning system and transforming practice” (Ligdv2003, p. 4). The new
English Syllabus reinforces the importance of tbarfresource literacy model in
planning and teaching reading and enhances reattihgdes of students as it expands

the notion of reading from the word level to incddudsing and analyzing real texts.

2.4.3 Assessment of Reading
2.4.3.1 Year 2 Diagnostic Net

Education Queensland is committed to the provisibrthe highest literacy and
numeracy standards for Queensland students ana $896, the Year 2 Diagnostic
Net (Department of Education & the Arts, 1998) vd@signed and implemented in
schools as a way to monitor and assess studeetsidy and numeracy development
in the early years. Early identification of stud@niteracy difficulties is regarded
crucial for improving literacy standards. There &rar key steps in this diagnostic
process:
1. observe and map students’ progress using develdpir@mtinua for literacy
and numeracy;
2. involve identification of Year 2 students in spemfly designed assessment
tasks and identify students who require interventio
3. provide support to students requiring additionaisiance and;
4. report to parents/guardians about their child’setligyment in literacy and
numeracy (Department of Education & the Arts, 1998).

Key indicators (milestones) are grouped into phasfeslevelopment to highlight
students’ development in reading, writing and numiBarents/guardians receive a
written report identifying the phase their chilccisrently operating in along with key
behaviours typical of each phase. The Year 2 DistimdNet reflects content of the
previous English syllabus and therefore will nemtie¢ revised to align it more closely
with new syllabi (Queensland Studies Authority, 200 Teachers at trial schools will

receive draft Net materials in 2006. All other Qusland teachers will use the current
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Diagnostic Net until at least 2008 to inform théieracy and numeracy teaching
(Queensland Studies Authority, 2005b).

2.4.3.2 Year 3, 5and 7 Test

The Year 3, 5 and 7 statewide tests occur in Aughary year. These are

standardised tests (administered under strictcmstlitions) that focus on students’
academic achievement in mathematics and literaaye€@sland Studies Authority,

2004b). Parents/guardians and schools receivedétatoutlining individual student

mathematics and literacy results. Data enable &racto make comparisons about
year level achievements across years, and alscebatachool results and statewide
averages. Data trends exist for students’ readasglts across year levels and for
gender. In the reading and viewing strand, meamescof Queensland students
substantially increases as they move from Yeao Jgar 5 to Year 7 and also female
students have higher mean scores than male studgmensland Studies Authority,

2003; 2004a).

2.5 BRISBANE CATHOLIC EDUCATION INFLUENCES ON READI NG

Over 137 primary schools are owned and administdsgdBrisbane Catholic
Education and subject to Queensland State Educatmities, and curriculum
pedagogy is influenced by various Queensland Statgects. In Brisbane
Archdiocesan schools learning is regarded as aiveacsocial construction of
meaning and is not only a school based activity,rather something spanning the
total life of an individual (Catholic Education Ardiocese of Brisbane, 2004, p. 4).
The Brisbane Catholic Education Learning Framewdatholic Education
Archdiocese of Brisbane, 2004) highlights this dieéis it centres on the philosophy
that learning is life-long and as such teacherscatked to plan reading activities,
focusing on the roles of life-long learners “conmsigly, explicitly and creatively”
(Catholic Education Archdiocese of Brisbane, 2GD4).

2.5.1 Strategic Renewal Framework

The Strategic Renewal Framework highlights Brisb@a¢holic Education’s values,
priorities and intentions for the period 2002-2006is document provides guidance
for teaching activities, shapes school resourcimy@omotes a partnership with local
communities, parents/guardians and clergy (Cath&ducation Archdiocese of

Brisbane, 2005). Eight overarching key values a®uchented, relevant to this study
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are values four (high quality learning) and eigtregtivity). Teachers employed by
Brisbane Catholic Education are called to providaigh quality of learning that
“shall impart in the learner a zest for life, theucage to tackle it, and a desire by
students to use and extend what they learn” (CatHedlucation Archdiocese of
Brisbane, 2005, p. 13). In addition, teachers nilegik for creative, flexible and
future oriented responses that best address thiks méstudents, the local community,

system and government” (Catholic Education Archesgcof Brisbane, 2005, p. 13).

The Strategic Renewal Framework (2002-2006) isdéiiinto nine priorities and
these are embraced by all Archdiocesan schoolsusiersts experience high quality
innovative education (Catholic Education Archdiccesf Brisbane, 2005). Each
priority has a list of intentions and expectatisehools will have addressed by 2006.
Priorities, intentions and expectations outlinedl'ime Strategic Renewal Framework
(2002-2006) are shaped by the community of teachedslearners in each Catholic
primary school and so the curriculum planned is@#d by the way this framework’s
priorities are applied to each school context. Ryid is pertinent to this study and is
outlined in Table 2.4.

Table 2.4
Strategic Renewal Framework (2002-2006): PrioritgeO

Enhance and resource a curriculum in which teachingnd learning in our schools

establishes improved student learning outcomes.

Develop our inclusive response to students withdaearising

1.2  from language, culture, disability or socio-econofaictors.

Intentions Enhance school-based curriculum focused on impgpigarning

1.3  outcomes for all students of varying needs andtisil

Student data on literacy will inform planning, pgdgy and

Expectations 1.2  assessment in all schools.

by 2006 Literacy outcomes of all students, especially thmemntified “at
1.4  risk” will be improved through the implementatior inclusive

school programs.

(Catholic Education Archdiocese of Brisbane, 2G049)
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2.6 SCHOOL INFLUENCES ON READING

The context of the school can influence studentsitudes and beliefs towards
reading. Within this study, a primary school wasosdn for its location and
population size and was deemed large enough to drsignificant cohort of primary
aged students. Details of the research site warsepted in Chapter 1. Descriptive
data relating to the school, its shire/suburb, paxish were gathered from the school

Administration, Parish Office, and Local Councipdetment publications.

Students in the study attend a low to middle classeducational primary school
catering for students from Preschool to Year 7.rélae three streams of each year
level that are heterogeneously grouped and ther@@icomposite or multi-age class
groupings. The school is situated in a Shire NoftBrisbane which has over 120,000
residents. The shire’s population is experiencirguwih due to an influx of families
from both within Queensland and from interstateb@ature Shire Council, 2004).
At the time of the study (2004), the unemploymeaterof the shire was recorded
below 8% in the June Quarter (Caboolture Shire Cibu2004). However, the suburb
where the school is located was experiencing tigadst unemployment rate of the
shire. The labour force of the shire is approxinyafd,000 and the parish in which
the Catholic primary school is situated has appnately 72,000 residents of which
over 15,000 (21.2%) are Catholic (Caboolture S@ioeincil, 2004). Fourteen percent
of Parish Catholics are aged 65 and over and 2arEaged between 0 and 14 years
with a median age for Catholics of 36.9 years. pareentage of primary students in
the parish who attend the Catholic school is 28.8%.percent of parishioners speak

a language other than English at home (Australiare®u of Statistics, 2003).

2.7 FAMILY INFLUENCES ON READING
The context of the family can influence studentstaes and beliefs towards reading
(McCarthy & Moje, 2002). Parent/guardian occupatieducational level, age and

language spoken at home are presented to contisgttiad findings of this study.

2.7.1 Parent/guardian Occupations

Parent/guardian occupational data were gathergdeoRarent/guardian Demographic

Survey and the results are shown in Figures 2.2and
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Figure 2.40ccupation of Mothers/female Guardians

Thirty-one percent of mothers/female guardians tfdents at this school are
employed in professional occupations (category @) @6.7% are not in paid

employment (category 10).
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Figure 2.50ccupation of Fathers/male Guardians

Thirty-eight percent of fathers/male guardianstafients at this school are employed

in trade related work (category 4).
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2.7.2 Parent/qguardian Education Level

The highest educational level of mothers/femaledjaas and fathers/male guardians
was gathered on the Parent/guardian Demographie$and the results are shown

in Figures 2.6 and 2.7.
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Figure 2.6Educational Level of Mothers/female Guardians
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Figure 2.7Educational Level of Fathers/male Guardians

Mothers/female guardians of students at this schaol higher educational levels

(mean 3.42) than fathers/male guardians (mean .3A7higher percentage of
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mothers/female guardians than fathers/male guasdizad acquired a Year 12
certificate (category 3), a TAFE certificate (caipg 4) or a University degree
(category 5). More fathers/male guardians than erstfemale guardians had
completed their compulsory schooling at Year 10tggary 1) and gone on to
complete apprenticeships and other associated textiicates (category 6). Data for
parent/guardian educational level were not state@lbsurveys and information for
fathers/male guardians was not provided on 9.1%uoveys and not provided for

mothers/female guardians on 2.6% of surveys.

2.7.3 Parent/quardian Ages

The ages of mothers/female guardians and fatheles/guardians were gathered on
the Parent/guardian Demographic Survey (Young, P&08 the results are shown in
Figure 2.8 and 2.9.
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Figure 2.8Age of Mothers/female Guardians
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Figure 2.9Age of Fathers/male Guardians

The mean age category of fathers/male guardianan(rbe7) was higher than the
mean age category of mothers/female guardians (fda). In the 26-40 years age
group (category 3, 4 and 5), mothers/female guasdiaccounted for 60.1% of
respondents and fathers/male guardians accounte86f6%, and in the 41-55 years
age group (category 6, 7 and 8), 37.3% of motharsdfe guardians and 53.3% of
fathers/male guardians completed the survey. Thegee 0.6% of fathers/male
guardians in the under 25 years (category 1 anah#@l)above 55 years age groups
(category 9) whereas there were no mothers/femadedens reported in either of
these age groups. Information for fathers/male djaas was not provided on 9.1% of
surveys and not provided for mothers/female guasdian 2.6% of surveys. The age
of mothers/female guardians and fathers/male gaasdireflected a normal

distribution and was reflected in Figures 2.8 arted 2

2.7.4 Lanquages other than English spoken at home

A total of 5.1% of families spoke a language ottieem English at home. However,
only 4.3% of children spoke a language other thagligh at home. The languages
other than English spoken by children at this sthwere: Chinese (1.1%),
Vietnamese (0.9%), Maori (0.6%), Spanish (0.3%l)ipiio (0.3%), Hindi (0.3%),
Tongan (0.3%) and Thai (0.3%). Thus, the greatejoritya (95.7%) of children
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involved in the study had English (Australian) Bsit first language. Two percent of
respondents reported their child was of Aborigiral Torres Strait Islander

background.

2.8 CHAPTER REVIEW

In this chapter it has been highlighted that trechéng of reading does not exist in
isolation but rather is influenced by National, t8taand System level factors.
Demographics of the family and school setting algwe presented. National reports
and policy were reported and they provide an oetiag direction for the teaching of
reading today. Projects, documents and assessmaaticps at the Queensland State
level were documented and these provide teachénsframeworks and guidelines on
how to reach reading, what to teach about readmjadso how students should be
achieving as readers. The Strategic Renewal FrankeW@atholic Education
Archdiocese of Brisbane, 2005) highlights the vallaeed on reading in schools and
the priority of planning and implementing a curtiou that leads to improved student
learning outcomes in reading. National, State ay&te®n influences impact directly
upon how teachers should view reading, select textd implement school-based

recreational and academic reading activities is deicade.

In Chapter 2 the study has been contextualizeenAustralian educational climate.
Information in this chapter contributes one partthe overall understanding of
reading, and this is shown in Figure 2.10. In Ceapta review of literature related to

reading and attitudes is presented.

CHAPTER 1
The Research
Defined,

CHAPTER 3
Literature Review

CHAPTER 4
Design of the
Research

CHAPTER 6
Review and
Synthesis

Figure 2.10Thesis Overview
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CHAPTER 3
REVIEW OF THE LITERATURE

3.1 CHAPTER OVERVIEW

A review of literature relating to reading attitsdand engagement of students is
presented in this chapter of the thesis. This @rapegins by defining reading and
situating practices in students’ home and schooltecds. The history of reading

theories is presented in terms of the key beliatsiafluential theorists are identified.

Innate, family and school influences on readingagegnent and achievement are
presented and studies of students’ motivation ahtides are described. Research
instruments utilized in previous studies and tlauees of each are explained. Finally,
findings from research using the key motivation aatitude instruments are

presented. Figure 3.1 displays an overview of Ghapt

CHAPTER THREE:
REVIEW OF THE LITERATURE

l | | | | ]
Chapter ! History of Influences on Instlr(l?r»rgents Chapter
Overview Introduction Theoru_as of Reading and Review

Reading Development Findings
| I
[Critical Literacy] [ Innate ] MRP & MRQ
Family ERAS

Social —1
Findings

Maturational

Developmental

Constructivist

Psycholinguistic

Figure 3.10verview of Chapter 3

3.2 INTRODUCTION

Reading does not occur at a fixed point in timet tather is a gradual process
beginning in the early childhood years when stusidist begin to engage with
language, print and significant others. As studesrigage in the complex act of
reading they actively construct meaning to bettedenstand themselves, others, and
their world (National Council of Teachers of Engli2005). Students use their own
“understanding of spoken language, knowledge ofambied, and experiences to make

sense of what they read” (National Council of Temshof English, 2005, p. 1).

35



Information students gain from reading texts afe¢bem and impacts directly on the
way they interact with their world. Through intetiaos about text, with

parents/guardians, siblings, teachers, and friestslents learn of the reading
abilities, ideas, values and attitudes of signiftcaeople in their lives (National
Council of Teachers of English, 2005). Studentdituates towards reading are

influenced by their social and cultural interacion

Reading is a complex human behaviour that if madtqarovides a student with a
strong foundation for success in school (AunolarmNuNiemi, Lerkkanen & Rasku-
Puttonen, 2002; Mizokawa & Hansen-Krening, 2000)e Pphysical act of reading is
only one aspect of the complete reading experieR=ading behaviour, affect
(feelings) and cognition interrelate (Fishbein &@&n, 1972; Mizokawa & Hansen-
Krening, 2000). Behaviour provides a teacher witinarete insights into what a
student is thinking and feeling about reading. &fffeefers to a student’s interest in or
response to texts and teachers can infer studient &fy observing consistent patterns
when students engage in reading different typesexrfs. Cognition refers to the
thinking and knowing processes a student engagesn whading. Teachers can
examine student reading behaviour and affect uBdegsed observations and can

assess cognition as students respond to the meamitign texts.

Reading attitude was influenced by the feelingglestts had about reading, their
readiness to read, and the beliefs they held aleawling and this was reflected in the
Mathewson model (1991). Cornerstone concepts (paftsealues, goals, and self-
concepts) and persuasive communications (affectisgreader through a central or
peripheral route) were two major factors influegcgiudents’ engagement in reading.
Cognitive and affective feedback regarding readskijl and engagement were
similarly believed to impact on reading attitud8tudents’ intention or motivation to
read was believed to be influenced by external vattirs (e.g. incentives) and the

internal emotional state of students as they cantleet reading experience.

Based on the values and beliefs students intemallmout reading, they respond
emotionally and cognitively, positively or negaliveto any given text. Reading can
not effectively occur without emotion and as suelachers need to understand
students read something, they do not simply reaefqiid, 2004; Mizokawa &
Hansen-Krening, 2000). The emotional connectiodestts have when reading is the
“primary reason most readers read, and probablytimeary reason most nonreaders
do not read” (McKenna & Kear, 1990, p. 626). Texts not static items, but rather
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come to life as the reader encounters them and kxperiences of characters with
their own feelings and experience. As students tieag transform printed texts while
at the same time emotionally transform themseligdkawa & Hansen-Krening,
2000). Without an emotional connection to textadents will not positively engage
in reading and consequently their academic achienerevels will suffer. Teachers
need to make reading irresistibly attractive todents to enhance their positive
reading attitudes (Deford, 2004).

Learning to read is considered, by some researchersaturally occur through
immersion in a literacy-rich environment. Howevethers assert learning to read is
“not only unnatural, it is one of the most unnaktinengs humans do” (Wren, 2002, p.
3). This later assertion is supported by Wren (200Bo stated over 40 million
American adults struggled with learning to reacs@slents and are now functionally
illiterate, and that 40% of fourth grade studentsndt possess basic reading skills.
Developing the ability to read by Year 4 is pivaaal the odds of students developing
effective reading skills after this time is consil small (Wren, 2002). After this
time the teaching of reading skills is difficult @asachers are working against
declining student motivation and increasing peesgure factors. Promoting positive
attitudes becomes very challenging for teachersnwdtadents’ level of academic

achievement begins to impact on their level of reg@&ngagement.

Engaging students in reading is important for depelg their positive attitude
towards academic reading. When students engageading they are practising
“holding a purpose, seeking to understand, belgvin one’s own capability, and
taking responsibility for learning” (Guthrie & Wigld, 2000, p. 403). Four key
characteristics of engaged student readers wergemed by Guthrie, McGough,
Bennett and Rice (1996). Engaged readers werevbdlim:

Be motivated to read by personal goals;
Use a range of effective reading strategies to cehgnd text;

Be knowledgeable about how they construct new nmggfinom text and;

Be socially interactive in how they approach litsrgGuthrie, McGough,
Bennett & Rice, 1996, p. 178).
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Students who are engaged readers are motivatategtr, knowledgeable, socially
interactive and they also seek to conceptually tstded textual content. Engaged
readers “coordinate their strategies and knowld€dggnition) within a community of
literacy (social) in order to fulfill their personajoals, desires, and intentions
(motivation)” (Guthrie & Wigfield, 2000, p. 404).hE more highly engaged readers
are the greater their level of reading achievememcabulary, fluency and
comprehension (Guthrie & Wigfield, 2000; Worthy,02). Reading engagement is of
educational importance and therefore, schools rdetiberately and thoughtfully
attract students to reading throughout all primgegr levels (Strickland & Morrow,
1991).

Students’ level of reading engagement can be inled and can change over time
based on their experiences and attitudes towardding. Class activities must

explicitly highlight the value of reading and thej@yment that can be gained from
engaging with texts. A positive regard for read{egnfidence, enthusiasm) can be
instilled in students by teachers and parents/galasd and students’ reading
engagement can be influenced by a careful mix df bdrinsic and extrinsic factors.

Students who are motivated to read by extrinsitofacmay not engage for extended
periods of time and may complete reading tasksdampliance, recognition and grade
reasons. Intrinsically motivated students engagereiading activities for longer

periods of time and show greater levels of pemge Specific classroom teaching
and learning practices influence students’ levelrediding engagement and their
attitude.

3.3 HISTORY OF THEORIES OF READING
Over the past century theorists have developed thewaries of reading and each of
these has influenced pedagogy. A timeline of whesse theories dominated how

reading was taught is presented in Figure 3.2.
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Figure 3.2Reading Perspectives 1940 to present

Reading perspectives have evolved over time asurasdas highlighted more fully
how innate characteristics and environment (homd achool) shape reading
development. The way reading has been taught,tbedast century, is influenced by
these reading perspectives. Each perspective te#@cd yet extends upon beliefs and
practices of previous perspectives (Singer & Rudded85). Key beliefs and
influential theorists for each perspective are @nésd in this section and outlined in

Figure 3.3.

History of Theories
of Reading

" : e Social - .
[Maturatlonal] [ Developmental ] [Psychollngulstlc] Constructivist Critical Literacy

[ Nativist ] [Connectionist] [Emergent] [Socio—cultural]

Figure 3.3Theoretical influences on reading: Reading pertspes
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3.3.1 Maturational Perspective

A maturational reading perspective was promineminduthe period 1940s to 1960s.
“Young children were thought to need time to matangl to develop knowledge of
the self before beginning formal reading instructiqCrawford, 1995, p. 72).

Students needed to reach certain maturational tmiles before they were ready to
acquire knowledge and skills and therefore theyevgeren as having limited concepts
of reading prior to school (Gesell, 1965). Studemése thought to be ready to read
when they were old enough to attend formal schgolmd this readiness was
ascertained using readiness tests (Singer & Rydii®85). Rushing students into
reading was believed to cause them cognitive danj@gsell, 1971). Gesell (1965)

influenced key beliefs of the maturational perspect

3.3.2 Nativist Perspective

A nativist reading perspective was prominent durthg period 1950s to 1980s.
Humans were believed to be born into the world with innate skills needed to
acquire language (Chomsky, 1957). Students’ dewedop was believed to move
through innate continuous and cumulative stagessand was important to allow

students to grow at an individual pace as rushiegntthrough stages could result in
key experiences being missed. Innate operatingiptas provided students with a set
of “rules to listen by” and directed their attemtito crucial features of language (Bee,
1995, p. 246). There was a strong belief that stisdeere innately programmed to
acquire the language of their social and culturaug. Froebel (1897) and Chomsky

(1957) influenced the key beliefs of the nativistgpective.

3.3.3 Developmental Perspective

A developmental perspective was prominent durirggghriod 1960s to 1980s. This
perspective reflected maturational beliefs as iintagned students needed to be
‘ready’ to read. However it emphasized the sigaifice of environmental pre-reading
activities (Singer & Ruddell, 1985). Behaviours eemderstood to be learnt through
trial and error (using rewards and punishmentsfagents made connections between
experiences and consequences (Thorndike, 1917)diftss to read could be
influenced by students’ positive or negative exgeces and direct instruction in the
early years (Barratt-Pugh & Rohl, 2000; Departmaait Education, 2005).
Standardised tests were used by teachers to gaudents’ readiness to read
(Department of Education, 2005). Readiness prograers provided for pre-primary

aged students and were very structured in thearoegtion, were sequential and
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emphasized skill learning through drill practicedasompletion of prescribed
workbook exercises (Barratt-Pugh & Rohl, 2000wés believed the more students
learnt to read, the more they would want to readri@t-Pugh & Rohl, 2000;
Crawford, 1995). Thorndike (1917) and Skinner, \Meth and Connell (1990)

influenced the key beliefs of the developmentaspective.

3.3.4 Connectionist Perspective

A connectionist perspective was evident during gthenics-based movement of the
period 1960s to 1980s. Teachers were encouragestablish a print-rich classroom
environment, However immersion was not regardesufficient for students to learn
key reading skills (Crawford, 1995). A connectidmerspective viewed reading from
a ‘bottom-up’ model which emphasised teaching sttel@hrough direct instruction)
in a fixed, sequential, hierarchical way, from de$t and sounds (parts of words), to
words, to meaning (Adams & Henry, 1997; Turner, 3)9%tudents initially learnt to
read small amounts of text and this progressivegwginto larger amounts of text
(Turner & Paris, 1995). It was argued “once a clelarns the code, s/he can read by
sounding out each of the words — a process ca#tedding” (DeMoulin, Loye, Swan,
Block & Schnabel, 1999, p. 40). Direct instruction ‘the code’ became the way
reading was taught. By learning letter forms, geapl-phoneme associations and
print conventions students grasped fundamentalingaskills. Flesch (1955) and

Adams (1990) influenced the key beliefs of the Gantionist perspective.

3.3.5 Psycholinguistic Perspective

A psycholinguistic reading perspective was prominéaring the period 1980s to
1990s. Students were regarded as active partisipanbe process of learning to read
and comprehend because they were expert usergiosttial and cultural language
(Turner, 1995). Reading activities were seen asugpgseful extension of life
relationships as they present students “with reablpms that have tangible
consequences” (Hiebert & Fisher, 1990, p. 90). U$e of real-life learning activities
and texts were promoted so reading became meahegfiuchild-centred and not just
a decoding process (Barratt-Pugh & Rohl, 2000; Depent of Education, 2005;
Gambrell, 1996; Goodman, 1986; Turner & Paris, }995'top down’ approach to
reading was emphasized and so skills were taugbar®f the whole experience, not
in isolated direct-teaching episodes focusing pmadantly on high frequency
word/texts (Barratt-Pugh & Rohl, 2000; Hiebert &skér, 1990; Turner & Paris,
1995). This approach highlighted graphophonic skiind also semantic (meaning)
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and syntactic cues (grammatical or sentence sébsgpartment of Education, 2005;
Goodman, 1986). The term “whole language” was usedescribe the ideology of
this perspective and it was believed students readaunderstanding of purposes and
functions of print before they could engage in rpatating smaller components of
print (Turner & Paris, 1995). Goodman (1986) influed the key beliefs of the

psycholinguistic perspective.

3.3.6 Emergent Perspective

An emergent reading perspective was prominent duitie period 1980s to 1990s.
Beliefs associated with this perspective indicaiacepts of print and reading skills
begin at birth and continue to emerge as studezitelder and participate in real-life
reading activities (Barratt-Pugh & Rohl, 2000; Cfaxd, 1995). Students entering
their first year of school had differing understeng$ about reading due to their
participation in prior-to-school experiences. Théial point in the learning to read

process was not students’ entry into the first ygachool. Rather many believed this
point coincided with a sense of student readingliress (Clay, 1972). All students
were thought to be able to learn to read when tene cognitively ready, providing

they had sufficient support and scaffolding to grasncepts about print and skills.

Piaget (1952) and Clay (1972) influenced key bslafthe emergent perspective.

3.3.7 Social Constructivist Perspective

A social constructivist reading perspective wasminent in the 1990s (Department
of Education, 2005). Reading development was reghrs a cyclic process that
began at birth and continued, to varying degrdesughout one’s life through active
interaction with other language users (Crawford95)9 Students acquired new
reading skills and became aware, consciously arwbnstiously, of the role and
function of reading by observing it being used dyls in their immediate family and
community social and cultural environments (Allow&yGilbert, 1997; Anstey &

Bull, 2004; Myoungsoon & Heekyoung, 2002). Provglistudents with assistance
enables them to complete reading activities thewldvdbe unable to do alone
(Vygotsky, 1978). Students move through the ZonePobximal Development

progressing from needing assistance to complewingactivities, to being able to
complete them independently (Vygotsky, 1978). Sorciteraction with texts and

more competent readers helps students learn thplewities of their social language
system (Turner & Paris, 1995; Searfoss, ReadencBlaBette, 2001; Stahl, 2003).

Hence, by the time students entered formal schgaoliany had developed a solid
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knowledge base of key reading skills. Vygotsky @Rinfluenced the key beliefs of

the social constructivist perspective.

3.3.8 Socio-cultural Perspective

A socio-cultural reading perspective was promirguning the late 1990s and is still
influential today. Access to language is unequas@se students have more access
than others and it is this access to home socéhtatiural experiences that influences
how readily students engage in class reading &esviComber, 2004). Literate
ability is developed through active engagementadniad and cultural contexts as
students are “embodied, situated and social” iddizls (Barratt-Pugh & Rohl, 2000;
Cazden et al., 1996; Crawford, 1995; Queenslandi&uAuthority, 2005a). Each
social and cultural context has its own specifieréite forms and practices and so
students’ family histories and cultural practicdsage the way they engage in
classroom activities (Comber, 2004; Freebody & LU&90).

Habitus refers to the embodiment of a student’sucall background (it is who they
are, their values from past and present situatitireg) predisposes them to think and
behave in particular ways (Comber, Thomson & W&@)1). A habitus that matches
classroom practices better positions students ¢esscreading knowledge and skills.
However a habitus, incongruent to classroom readginactices, makes reading
engagement and achievement difficult (Comber, 200#ongruency is becoming
more prevalent today as home and school readingiteet are changing due to

increasing parental time constraints and technoddd@lCT) developments.

To effectively participate in society and schodiildren today need to be multiliterate
— a term that was coined by the New London Grougigilight two changes in
literacy (Cazden et al., 1996; Queensland Studighakity, 2005a). Firstly, literacy
today relies on the emergence of a number of mofle®mmunication (requiring
processing of multiple semiotic systems) and net pn print-based traditional text
types (Anstey & Bull, 2004). Secondly, social andtural influences on literacy are
multiple in today’s globalised society (Anstey & IBL2004). A multiliterate view of
teaching reading focuses on modes of represensatrarying both culturally and
contextually (Cazden et al., 1996; Freebody & Lul®90). Due to the ever changing
dynamics of Information Communication Technolodi€3Ts), today there cannot be
one way of teaching reading skills as was the cagpast decades. Bourdieu (1997),
Freebody and Luke (1990) and Freire (1973) infleehthe key beliefs of the socio-

cultural perspective.
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3.3.9 Critical Literacy Perspective

A critical literacy reading perspective emergedhia late 1990s and presently impacts
on classroom reading pedagogy. Society is rapidinging into a “hi-tech globalised
world” and schools must acknowledge and cater i {Department of Education,
2005, p. 1). Today schools are not considered pladeere knowledge is simply
transmitted (‘empty jug’ mentality), but rather whestudents learn key skills and
competencies for independent and efficient int&actin an ever-increasingly
technological society. Students need to learn sshdl make sense of the array of
multimedia, complex visual imagery, music and squartl even virtual worlds that
are becoming part of every day life (Freebody & €uk990). They also need to be
multiliterate — using print-based texts, in additito the modes of representation

currently available.

Literacy is not only about codes and skills, bsoahbout ideologies, identities and
values (Luke, 1993). All texts are social consuahd represent the values, beliefs
and ideals of those who wrote them, so certairstexll highlight people or groups
and silence others (Freebody & Luke, 1990; Gre@®88)L Students are called to
become critical analysts from early childhood yesard examine how authors position
readers (using the texts, pictures and graphicsgaiavey a particular message
(Freebody & Luke, 1990). In society, students “néede able to use language to
compose creatively and comprehend critically” (Drépant of Education, 2005, p.
8). Students need practice identifying and challepghe way non-verbal, spoken,
visual and print texts are written and presentecbtovey a particular purpose or point
of view. Bourdieu (1997), Luke and Freebody (199%0)d Green (1988) influenced

the key beliefs of the Critical Literacy perspeetiv

The nine reading perspectives have distinct keietseinfluenced by researchers over
the past century. These perspectives have shapemdwdly reading has been
theoretically viewed and pedagogically taught. Teas today are challenged to re-
evaluate their practice to make reading activitedsvant for today’s students (Cazden
et al.,, 1996). Students live in a society whereghare vast disparities in social,
cultural and communication media and consequenglgding perspectives and
pedagogy needs to reflect this (Cazden et al., )199achers need to acknowledge
how the social and cultural community, in whichhéld lives, experiences, and learns
influences their level of engagement in readingl, laow this affects the reading skills

they develop and bring with them to class readuttyidies (Anstey & Bull, 2004).
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Reading activities must enhance students’ readkilts svhilst also affirming their

socially and culturally acquired literate skills.

3.4 INFLUENCES ON READING DEVELOPMENT

The context in which students live and learn infices the way they develop reading
skills. Students’ reading attitudes are positivahd/or negatively shaped by innate,
family and school factors. These factors influertbe way students perceive
themselves as readers and the degree to which a@feymotivated to engage in

reading. The contextual influences on reading atkned in Figure 3.4.

‘ INFLUENCES ON READING ’

Innate Family School
Influences Influences Influences
—

[ Motivation Self-efficacy]

Curiosity
| | l
[Recreational] [ Academic ] _'[I_'ex;s

Figure 3.4Contextual Influences on Reading

3.4.1 Innate Influences on Reading

Innate influences are crucial determinants of sitgldevel of reading engagement
and their type of attitudes. Students’ motivatiorréad, individual self-efficacy, and

curiosity can be internally and externally influedc

3.4.1.1 Motivation

Motivation influences students’ engagement in negdilt is multifaceted and is

regarded as one’s desire to actively participatetimsk for a period of time in order to
learn and grow (Cole, 2002; Schiefele, 1999; YouMpathews, Kietzmann &

Westerfield, 1997). Motivation is an internal irdlce “that activates, guides, and
maintains or directs behaviour” and must be instidaand sustained over time
(Kostelecky & Hoskinson, 2005, p. 438; Oakley, 2008tudents’ motivation is

influenced by their goals, values and beliefs alveating activities. Therefore, all
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students must develop not only the skill, but alse emotional will (attitude and
motivation) to engage in reading activities as stid who are more motivated to read
become better readers (Gambrell, 1996, 2004; Wit&eGuthrie, 1997).

Students’ motivation to read is enhanced by beéagirto regularly and experiencing
the pleasurable dimension of reading (Neuman, 200#eachers cannot instill

students’ motivation, but rather only provide aiti®s where students’ desire to learn
is enhanced (Young et al., 1997). Motivation gibesaviour its direction, it can be
internal or external and it energises behaviour Wgtia 2002; Westen, 1996;

Woolfolk-Hoy, 2005). Motivation is not a fixed cleanteristic. It is domain or subject
specific where a student’s motivation can be alteloy the task, content, text or
school/societal/cultural environmental factors (@ig et al., 1996; Mclnerney,

Roche, McInerney & Marsh, 1997).

Meaningful learning requires students to be pendpndlling (motivated) to invest
time, effort and cognitive attention to the acgvifWorthy, Moorman & Turner,
1999). Students’ motivation towards activities nakiee difference between learning
being superficial or internalized (Gambrell, 1998istrinsic motivational factors are
more strongly aligned with reading activity engagemthan extrinsic factors (Baker
& Wigfield, 1999; Raison, 2002; Waugh, 2002). Insic motivation and mastery
goals decline across the primary year levels, heweaxtrinsic motivation and
performance goals increase (Guthrie & Wigfield, @00The most significant
decreases in intrinsic motivation occur during ¢aely to middle primary years, and
again into the middle years of high school (Gutl&i#/igfield, 2000).

Intrinsic Motivation

Motivation is influenced by intrinsic personal fat and these include goals, beliefs
and attitudes. Intrinsic motivation is the desmeshgage in an activity for enjoyment
or personal pleasure or to satisfy curiosity (Hiddarackiewicz, 2000; Oakley, 2006;
Westen, 1996; Wigfield & Guthrie, 1997; Woolfolk-ko 2005). Intrinsically
motivated students have a clear purpose, take megplity for their learning and see
themselves as a reader (Raison, 2002, p. 1). Tinggge in reading activities because
the experience itself is rewarding and their cotregion level is high (O’Cokley,
Bernard, Cunningham & Motoike, 2001; Schiefele, 3,99/igfield & Guthrie, 1997,

Woolfolk-Hoy, 2005). Rewards or punishments areraquired to complete reading
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tasks, and their learning is far superior to exidally motivated students (Hidi &
Harackiewicz, 2000). Intrinsic motivation is craicfor long-term engagement in
reading activities as students are more prepareeat widely and frequently (Sweet
et al., 1998).

Mastery goals are set by intrinsically motivateddsints as the emphasis is on the
learning process (Guthrie, 2001; Hidi & Harackiezyi2000; Mclnerney, et al., 1997;
Meece & Miller, 1999; Young et al., 1997). Goals amstigated and sustained by the
reader (Oakley, 2006). Intrinsically motivated st have high perceptions of their
abilities and embrace challenges as opportuniieevelop new skills and to improve
their competence level (Guthrie, Wigfield, Mets&aCox, 1999; Raison, 2002;
Schraw & Bruning, 1999). These students displaysipgnce in reading activities
when encountering difficulties and believe exergfigrt promotes successful reading
outcomes (Hidi & Harackiewicz, 2000; Mclnerney &t 4997). Students are task
focused and show little interest in how their parfance compares to others (Hidi &
Harackiewicz, 2000; Miller & Meece, 1997). Intrinally motivated students tend to
have a high level of school reading achievementignign years of age they typically
engage in independent recreational reading for ntlba@ thirty minutes per day
(Aunola et al., 2002; Guthrie, 1999; Sweet et198).

Extrinsic motivation

Motivation also can be influenced by extrinsic €ast Extrinsically motivated
students complete activities to earn grades or eturm for rewards (Hidi &
Harackiewicz, 2000; Schiefele, 1999; Westen, 19@6gfield & Guthrie, 1997;
Woolfolk-Hoy, 2005). Extrinsically motivated studercomplete activities to comply
with social group pressures or to avoid punishnagct do not complete reading tasks
for personal enjoyment or pleasure (Hidi & Harawkeéz, 2000; O’Cokley et al.,
2001; Westen, 1996; Woolfolk-Hoy, 2005). By prowgi extrinsic rewards and
incentives for participation in reading activitisgidents come to view reading as a
chore not worth engaging in unless there is arr afe significant reward (Brassell,
2003; Worthy, 2002).

Performance (ego) goals are set by extrinsicallyivated students as they are ego-
involved and are focused on self-performance imnieg situations (Guthrie, 2001;
Hidi & Harackiewicz, 2000; Mclnerney et al., 1997koals are instigated and
sustained by influential people, rather than tlzelee (Oakley, 2006). Gaining others’
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approval, acquiring external rewards and good graded avoiding punishment are
important for extrinsically motivated students (g et al, 1999; Hidi &
Harackiewicz, 2000; Miller & Meece, 1997). The piip for performance-orientated
students is to be superior and to outperform tpears in learning tasks and so they
often complete reading activities that do not ao@delly challenge and extend them
in order to avoid the risk of publicly failing (Mee & Miller, 1999; Mclnerney et al.,
1997; Schraw & Bruning, 1999; Westen, 1996; Wigfi&l Guthrie, 1997; Woolfolk-
Hoy, 2005). Task avoidance strategies may be addpteéhese students to mask their

lack of reading competence or comprehension (WdcHwoy, 2005).

Performance-orientated students may exercise ldarhelplessness or self-
handicapping strategies because they do not belwetreeir ability to control reading
activities and come to expect failure (Aunola et 2002; Stahl, 2003; Young et al.,
1997). These students believe achieving a goodiatdnof reading is the result of
innate talent rather than effort that has beentedeover time (Stahl, 2003). They
become passive in reading activities and expenufgignt effort providing excuses
for their behaviour (Aunola et al., 2002). Perfonoe-orientated students, who
present with task-avoidance learning strategiesa dunimal amount of school work
and have lower levels of reading achievement thasteny-orientated students
(Aunola et al., 2002; Wigfield & Guthrie, 1997). u8ents who are extrinsically
motivated typically engage in less than 10 minuiksecreational reading per day
(Guthrie, 1999). Even as early as the second fidfear 1 students may have already
developed the idea they cannot succeed at readiitias and begin to demonstrate

learned helplessness or self-handicapping readiatpgies (Stahl, 2003).

3.4.1.2 Curiosity

Curiosity influences students’ motivation to reamtlas a complex trait that motivates
them to seek and explore a wide variety of unidgirawsi (Kostelecky & Hoskinson,
2005). Curiosity is an internal factor that guidésdents to want to know more about
a given topic, to fulfill an innate desire to leambout and understand their world
(Guthrie, 1999; Guthrie & Wigdfield, 2000Being curious and wanting to investigate
(read) something to gain personal understandingaresds task enjoyment and
engagement and affects the attitude students lavards reading (Yopp & Yopp,

2000). A number of conditions required for curipsa be channeled into intrinsic
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reading motivation is presented by Glasser (199®).achieve these conditions,
teachers must create classrooms where:
1. there are positive genuine interpersonal connestinade between teacher and
student;
2. skills and knowledge are relevant to student lpegiences and;

3. standards for achievement are explicit (Glasse&31p. 67).

If students feel comfortable with their teacher #meir classroom they more willingly
engage in discussion and critically question thi(i{sstelecky & Hoskinson, 2005).
Consequently, curiosity is fostered, students feere positive about reading for
meaning, and reading becomes a purposeful actiratiper than a boring repetitive
one (Yopp & Yopp, 2000). By linking class activiiexplicitly with purposeful ‘real
world’ activities, students’ natural curiosity atidheir world can be expressed and
they see learning as a relevant and necessarpfoidueir lives. Classroom conditions
influence students’ internal curiosity and affdet £xtent to which they are motivated

to read.

3.4.1.3 Self-efficacy

Being intrinsically motivated is necessary for €ots to be engaged readers.
However it is not sufficient in itself as studentsist possess self-efficacy for reading
(Oakley, 2006). Self-efficacy influences studentsotivation to read and is the
internal judgments and beliefs people have reggrdiir capabilities to perform
actions required to achieve a confident and desighlavel of achievement (Bandura,
1986; Guthrie et al., 1999). Students’ self-belei®ut reading can be affected by the
environment in which they live and learn and botistpand present experiences can
have an effect (Cole, 2002).

Students’ self-efficacy influences academic motorat (task choice, effort,
persistence, achievement) and promotes or hinéading engagement (Cole, 2002;
Schunk, 2003). Efficacious students are hard-waylkiersistent learners who employ
metacognitive strategies to solve challenging megdituations (Cole, 2002; Guthrie,
2001; Schunk, 2003). As these students experieaceess with reading, they are
motivated to engage in further reading activitd&lker, 2003). Positive self-efficacy
relates to cognitive engagement and performanadr{&h & DeGroot, 1990). Less
efficacious students often give up on challengeagding tasks as they believe success
is not within their grasp (Cole, 2002; Walker, 2D08elf-efficacy does not have to be

very high for students to achieve positive learrongcomes (Walker, 2003).

48



However it does need to be at a level that maistairstained task engagement. Self-
efficacy is positively enhanced by successful ergaant in reading activities where
students can develop competence, which in turnldpseheir confidence (Walker,
2003).

Self-efficacy beliefs are influenced by others. f®dficacy can be influenced as
students make social comparisons between theirreaaing performance and that of
others in their learning environment (Pajares, 2@hunk, 2003). Over the years,
students become more skilled in gauging how theun aeading performance
compares to others, and may realise they are moless capable of reading than
others (Guthrie, 2001). Students’ perceived beliefsout their own reading
competence are as significant an indicator of studeading attitude as measures of

actual reading competence (Pajares, 2003).

Students’ self-efficacy impacts upon engagementatding activities. Students who
believe they are competent readers participate acireely in class reading activities
(Wigfield & Guthrie, 1997). Those who struggle witkading generally read simpler
and fewer texts per year, their miscues are cadectore often and they tend to have
lower reading expectations from adults (Stahl, 200®e gap in reading skill and
expectations of high efficacious and low efficas@iudents progressively widens as
students move throughout year levels. This higldighe Matthew effect proposed by
Stanovich (1986). Positive verbal communicatiomfri@achers and parents/guardians
enhances students’ sense of self-efficacy and atetvstudents to engage in reading
activities (Pajares, 2003; Walker, 2003).

Learning goal orientations of students influendéekicacy. Students can be task or
performance orientated to read. Highly efficacisugdents set themselves task goals
as they are focused on learning (mastering) aetkésoncept or skill. Low efficacious
students are concerned primarily with receivingmebgrades and performing well in
front of others (Walker, 2003). Teachers who enager students to believe
understanding content is the most significant doal reading engagement, have
students with more positive self-efficacy belietanversely teachers who emphasise
that the goal of reading engagement is to outperfothers and achieve good grades
have students with lower self-efficacy beliefs (Big, 2001). Learning goals students
adopt influence their level of reading engagemeut the beliefs they hold regarding

themselves as readers.
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3.4.2 Family Influences on Reading

Social class and family culture impact upon stusiadentity and in turn their attitude
towards and engagement in reading activities (Mtttyak Moje, 2002; Roth,
Speece, & Cooper, 2002). Literacy discourses, waysvhich people know, do,
believe, act and read are inherently linked touwaltand social models available to
them (Collerson, 1995). Reading involves usingtaof@ractices embedded in social
relationships of a particular family and their commity culture (Freebody, 2004;
Love & Hamston, 2001; Myoungsoon & Heekyoung, 20@2) students develop their
literate ability, they also develop their attitudexl identities as members of a cultural
and social group (McCarthy & Moje, 2002; Roth et, &2002). Identities are
constructed from the range of experiences andioakditips people have over their
lifetime. Reading attitudes and identities changerdime as they are defined by
one’s perceptions, in conjunction with those oiiural and social group. Therefore,
a student’s identity as a reader is regarded adiorhl and hybrid (McCarthy &
Moje, 2002).

Parent/guardian beliefs influence children’s hompegiences. Day to day family
routines impact upon children’s reading developmenheir attitudes and their
motivation to engage in reading activities (Morro Young, 1997).
Parents/guardians are powerful role models as thaly routines provide children
with an understanding of what, how, when and wtrejrtfamily engages in certain
reading practices (Arzubiaga, Rueda & Monzo, 200Rtillard, 1997).
Parents/guardians often do not recognize theiifgignt role in shaping their child’'s
reading attitudes and engagement as they oftereveelreading and attitude
development only occurs at school and not in theédn@youngsoon & Heekyoung,
2002).

Parents/guardians who have confidence in theidshdcademic ability include them
more frequently and meaningfully in social literagyperiences and provide more
positive feedback (Aunola et al.,, 2002; Myoungso&n Heekyoung, 2002).
Consequently, children see literacy activities masraegral part of daily life, access
rich literacy experiences and succeed as good kaamlers (Myoungsoon &
Heekyoung, 2002). Positive parent/guardian bepedsnote children’s self perception
of ability, expectations of success, intrinsic mation and task-focused achievement
strategies (Aunola et al., 2002). Conversely, pargoardians who show limited

confidence in their child’s reading ability are radikely to see their child have low

51



self-efficacy beliefs, be extrinsically motivateddaperformance-orientated and adopt
task-avoidance achievement strategies (Aunola.e2@0D2). No notable distinction is
evident between parent/guardian reading beliefsexpectations of male and female
children (Aunola et al., 2002). Reading attitudéshildren are influenced over time
as they internalize their parents/guardians behef$ expectations about engaging in
reading.

3.4.3 School Influences on Reading

Both home and school equitably contribute to shgmtudents’ reading attitudes
(Myoungsoon & Heekyoung, 2002). Continuity and aéstesicy between teachers and
parents/guardians’ approach to literacy empowetslesits as literacy learners
(Myoungsoon & Heekyoung, 2002). Students see theme and school reading
experiences are valued and supported by the signifiadults in their life. They

understand reading is valued, has a purpose aetkigant in today’s society (Aunola
et al., 2002).

In the prior-to-school period children become ssstd users of family and

community literacies. Children bring their familywda community cultural values,

beliefs and literate behaviours with them as thegii formal schooling (Thomson,
2002). Students bring to learning activities a Kmeck’ of accumulated life (social

and cultural) experiences (Comber, 2004; Thoms08622 Certain social and cultural
literacy practices are reinforced and validatedyscmusly and/or unconsciously, in
mainstream Australian classrooms (Barratt-Pugh &IR2000). Schools reinforce a
particular cultural capital - knowledge and compete that can be converted into
status, power, wealth and mobility (Barratt-PughR&hl, 2000). Particular students
are empowered or disempowered because schoolslpramiequal access to literacy
and reinforce the cultural capital of certain sb@ad cultural groups. The capital
some students gather into their ‘backpack’ andgbtinschool is more valid in certain

contexts than others.

Some students experience reading difficulties imost because their ‘backpack’ of
literate abilities is incongruent with that of thiessroom. Students whose social and
cultural literate practices are not promoted antliec in schools are significantly
disadvantaged because they are unable to fullygengathe activities and typically
present as struggling readers (Barrett-Pugh & R2000; Crawford, 1995; Thomson,
2002). Teachers must reflect critically on how slagading practices position
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students as either achievers or those who will faiturriculum needs to be planned
and implemented that addresses social, culturalesrding needs of all students.

School-based recreational and academic readingitaagi promote and challenge
students’ identity as a reader and their attitueatds reading (McCarthy & Moje,
2002). Activities students engage in influence wttay regard as reading, the
importance of reading, and the impact of readinthair life (Turner & Paris, 1995).
Students often reject class texts because theyrable to relate to the content that
reflects certain cultural and economic experiertb@s may not be familiar to them
(McCarthy & Moje, 2002). Class texts should reflgiee hybridity of students and
promote connections for those from different baokgds and life experiences.
Adjusting reading activities so they relate to stud’ home and cultural experiences,
promotes a more positive attitude towards and sedaengagement with reading
(Baker, 2003). Teachers must be aware of how &iesvconvey to students what it
means to be a literate person in a particular scama cultural environment.
Recreational, academic and text type preferencestudents are influenced by

classroom reading practices. These practices dliaemlin Figure 3.5.
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3.4.3.1 Influence of recreational classroom readimgctices

Classroom practices influence students’ recredltioeading attitudes and activity
engagement. Self-selecting recreational texts hgsositive impact on students’
reading skills and attitudes and so there should kenge of texts available, in class,
for students to read. By recreationally readingudltéo students, teachers highlight

that reading is an enjoyable and valid activityt ibgart of adult daily life.

Reading for personal enjoyment

Allowing students time to read recreationally stmpesitive attitudes and increases
student self-efficacy. A strong relationship exisétween the amount of time students
are given to read for enjoyment and their levelredding competence (Gambrell,
2004; Ivey & Broaddus, 2001; Worthy et al., 1999;ofdy, 2002). Regular
recreational reading is important as the more sitsdeead, the more proficient they
become in reading skills such as fluency, compreioanand vocabulary development
(Neuman, 2004b; Worthy, 2002; Yopp & Yopp, 2003urtRermore, engaging in
recreational reading enables students to extendithagination, creative and critical
thinking skills, and empathy (Gambrell, 2004).

A vibrant classroom library is critical as it prdeis students with an array of easily
accessible books for recreational reading (Dre2@03). Classroom libraries are more
prevalent in lower year level classrooms than irddi@ and upper year level
classrooms (Fractor, Woodruff, Martinez & Teale93p Classrooms where texts are
available for students to recreationally read teéadhave predominantly stories
(Dreher, 2003). In order to motivate all studerdsrecreationally read, classroom

libraries need to have various text types covesimtiverse range of topics.

Self-selecting texts

Self-selecting texts enhances students’ recredtieading motivation and attitudes as
they are able to choose their own texts to matechgoel reading tastes and interest
topics (Worthy, 2002). Reading is meaningful whexits are self-selected and serve
“personal goals, enabling young readers to exphed knowledge and experience
according to their own tastes” (Guthrie, 1999, B6)1 Having a classroom library
(with a range of text types, topics and abilitydksy available for students to self-
select texts from helps students define themsedgekterate individuals (Gambrell,
1996; Walker, 2003). By making independent readamgpices students develop
responsibility, reading skills and increase theiotivation to learn (Gambrell,
Codling, Palmer & Mazzoni, 1996; Guthrie, 2001; Aer & Paris, 1995; Young et
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al., 1997). Self-selecting texts gives studentemss of control over and power in
their environment and leads to a higher degreeustased reading engagement
(Guthrie, 2001). Students must learn how to malkalirg text choices, and then
exercise these choices in order for them to feelfident as readers and to be
intrinsically motivated to read (Dreher, 2003; Gigh& Alao, 1997; Turner & Paris,
1995). Texts students enjoy most are those theg balf-selected and with these they
were more likely to expend a higher degree of etimunderstand or grasp textual or
concept material (Turner & Paris, 1995). Studertie nead texts of personal interest
read more words and read for longer than those avbanot interested in the text or
topic (Guthrie & Alao, 1997).

Reading texts aloud to students

Reading aloudto students and discussing key ideas containedchéntéxt, may
promote positive reading attitudes and enhancesvatioin (Dreher, 2003). Sharing
texts aloud with students enables teachers toatplmodel their value for reading
(Gambrell, 1996; Worthy, 2002). Students who ardréo often value books as a
source of enjoyment, have an extensive vocabulasge land are learning effective
reading strategies (Brassell, 2003; Myoungsoon &MKyjeung, 2002). Struggling
readers can enjoy books (that they would not be @blread independently) during
read aloud experiences (Dreher, 2003). These emes tend to be more common in
the early years of school than in the middle angkupyear levels (Hoffman, Rosser &
Battle, 1993). Reading aloud to students is noy polwerful with lower year levels,
but also with students in higher year levels (IdeyBroaddus, 2001). Students are
more likely to independently self-select bookseaad if someone has told them about
the characters, plot etc (Dreher, 2003; Gambre896). This highlights the
importance of teachers regularly reading texts cloo students throughout all

primary year levels.

3.4.3.2 Influence of academic classroom readingficas

Reading attitudes and task engagement are shapezhlyoby recreational reading,
but also by academic reading. Classroom practinfleence students’ academic
reading attitudes and the extent to which they gaga reading activities. Motivation
to read is enhanced by students experiencing uhaidy challenging reading
activities. Students need explicit modeling of tetgic tools they can employ in
various academic reading situations. Academic repdssessment practices promote
in students either a mastery or a grade performi@aceing orientation. How teachers

engage students in reading activities impacts ogtldr they are motivated to read
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academically on a short or long term basis. Thraodighussions about texts students
come to understand other students may have intatjmmes similar to or different

from themselves.

Matching the task to the student

Reading activities can positively or negativelylueince students’ reading motivation
(Kush & Watkins, 1996; Miller & Meece, 1997; TurngrParis, 1995). Texts must be
carefully matched to cognitive ability levels of atudents as there will be students
for whom reading year level texts is not acadenyicappropriate (Csikszenmihalyi,
1990; Hornsby, 2000; Stahl, 2003). Students musfi\En texts they can read so they
can effectively participate in academic activiteesd perceive themselves as readers.
Those who struggle with reading experience lowetringsic motivation than
competent readers so, by providing texts that matatients reading levels teachers
can promote students’ positive academic readinguadéts and enhance their
motivation to read (Baker & Wigfield, 1999; Lau &@n, 2003).

When there is a large gap between students’ dhilityaand the degree of challenge
texts pose students’ attitude towards reading besamcreasingly negative (Guthrie
& Alao, 1997). Students who find reading tasks dificult experience heightened
levels of anxiety, and those who find reading taskehallenging experience
disinterest in reading (lvey & Broaddus, 2001; ®ill& Meece, 1997). High-
challenge academic reading tasks motivate studersgage more with reading than
repetitive, routine tasks (Miller, 2003). Readirggidties closely matched to students’
reading ability, enhance their attitude, motivateord degree of cognitive application
(lvey & Broaddus, 2001; Miller & Meece, 1999).

Discussion about texts

Collaborative discussion about texts, with teaclerd peers, enables students to
articulate their cognitive textual understanding®motes a positive sense of self as a
reader, and increases their reading attitudes (Gginli996; Sweet et al., 1998;
Guthrie, 2001; Neuman, 2004b). Classroom readiniyites that allow for teacher
and peer reading support promote intrinsic motratmore than those promoting
individual non-communicative means (Sweet et é@98). Furthermore, discussing
ideas presented in the text enables students tatepat a higher level of cognition as
they can share their own ideas, perceptions anihdseand hear those of others
(Gambrell, 1996; Guthrie & Alao, 1997). Studentshad high level of reading
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motivation indicate they often talk with someon@atbbooks they have read (Guthrie
& Alao, 1997).

Modeling of strategic reading and coping strategies

Students need to be explicitly taught strategidsteaeading and coping strategies.
Students must learn effective ways to read texterder to increase their intrinsic

motivation (Guthrie et al., 1996; Walker, 2003)udnts, especially low efficacious

ones, need teachers to model various effectiveirgahd coping strategies that can
be employed when reading mistakes are made (W&ké3). Students also need to
know when/where they can successfully use readidgcaping strategies (Guthrie &

Alao, 1997). Through explicit modeling of strategjistudents learn that successful
academic reading is not an innate uncontrollabiléyglbut is based on the successful
execution of various reading strategies in a rasfgeeading contexts (Stahl, 2003).
By providing this level of support students’ attias, self-efficacy and positive

engagement with text is enhanced (Guthrie, 2001).

Reading assessment practices

Academic reading assessment practices used in Aastyalian primary schools can
influence students’ motivation to read in a positor negative way. Teachers can
adopt a recitation format (lecture, read, testdgydor classroom assessment that is
centred on a performance orientation and is ndtlhigonducive to increased reading
motivation. This orientation highlights that if gents do not perform well on reading
assessments they are not good readers (Walker).Z0&8chers should use a learning
(mastery) orientation assessment format that isensbudent-centred. This format
enables students to focus positively on learnisggausing knowledge they have, and
consequently feel more comfortable taking risksldarn information needed to
successfully complete activities (Walker, 2003).tiMation, self-efficacy and positive
attitudes of students are enhanced by a learningez® orientation format. Students
see they are capable of completing activities usagy ability to recall and acquire
relevant knowledge (Guthrie, 2001). Learning-cethimesessment activities are more
time consuming in nature than recitation taskstadesits are given time to “think,
plan, write, and revise” (Guthrie, 2001, p. 7). Her, they are more likely to
enhance students’ self-beliefs and positive acadesaiding attitudes.

Reading reinforcement
Intrinsic or extrinsic reinforcement can influenstidents’ attitude towards reading

academically. Extrinsic reinforcement is used kachkers to praise students’ effort
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and attention as they believe it positively mo@gstudents to read (Guthrie, 1999).
A range of incentives, including points, gradedawours can be used to encourage
students to read (Wigfield, 2000). Consequentlydshts may choose easy tasks to
obtain rewards rather than choosing challenginkst#isat would academically extend
them (Guthrie, 1999). A competitive reading enviramt, that promotes extrinsic
incentives and rewards, stifles struggling readenshusiasm and participation as they
are often competing against more competent readexs,consequently lose often
(Stahl, 2003). Extrinsic reinforcement highlights students the act of reading is a
chore with limited worth, unless it is rewarded (g, 2002). This way of thinking

does not enhance positive long-term academic leguaititudes (Sweet et al., 1998).

Incentives provided must relate to individual readperformance and behaviours if
they are to be effective. Rewarding reading behaviesing books, bookmarks,
reading related praise and other text incentivesesses intrinsic motivation more
than using lolly or sticker rewards (Gambrell, 1p96eachers’ genuine praise and
compliments about students’ reading helps themetd proud of their individual
learning performance and this praise should becksm specific, sufficient, and
properly given for praiseworthy success in the neanpreferred by the learner
(Guthrie, 2001, p. 7). Providing extrinsic “rewarddinforcement undermines the
intrinsic motivational development of students asyt see that the power in the
classroom lies with the teacher who controls anchimdates them in reading
activities (Guthrie & Alao, 1997; Worthy, 2002). @ersely, students who are
intrinsically rewarded for reading see themselvedaving power and control over
academic reading activities. Students need to bedotrinsically motivated to read if
their attitude towards reading is to remain positthroughout the years. Students
need to engage in academic reading tasks “for kickst kickbacks” (Brassell, 2003,
p. 146).

3.4.3.3 Influence of reading text type preferences

Texts available in classrooms influence studergsteational and academic reading
attitudes and motivation. Certain types of texts mawore popular with students and
there is often a disparity between the text typeslable for students to read at home
and at school. Incongruency between students’ pezfeand available text types

affects students’ attitudes towards reading.
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Range of texts available

Availability and range of classroom reading texiffuences students reading attitudes
and task motivation. The top three choices foresttideading material are magazines,
adventure books and mysteries (lvey & Broaddus12®artino, 2001). Information
books and series books are also popular as weltay stories, cartoon and comics
(lvey & Broaddus, 2001; Martino, 2001). Moreoveupgs and drawing books ranked
highly along with joke books and books with humarastories (Worthy, 2002;
Worthy et al., 1999). Types of texts students préderead are influenced by their
gender and age. Younger students like to readrpidciaoks that have a level of text
they are capable of reading (Worthy, 2002). Rehictaale readers like to read the

internet and magazines (Hamston, 2002).

Students have a marked preference for non-fictityjads of texts because they are
not as distinctly “graded” as fictional texts armey relate more closely to topics of
personal interest (Barrs, 2001). These types d§ tablow students to self-direct and
self-pace their reading, therefore enabling theraxiercise power over their reading
(Hamston, 2002). Non-fictional text types are idféad for inclusion in the English
curriculum. However fictional texts are far moreominent in classroom teaching
programs (Department of Education, 1994; Ivey & d&fdus, 2001; Queensland
Studies Authority, 2005a). Thus, there appearset@bmismatch between students’
preferred reading text types and those availablenamy primary classrooms. To
encourage students to engage in reading, teachess gather their reading text
preferences and provide an array of texts to reflés (Guthrie, 2001; Worthy et al.,
1999; Worthy, 2002). Having a large range of insérg texts available for reading
enhances students’ motivation to read at schooiryfP&lordby & VandeKamp,
2003).

Students’ text interest

Having a personal interest in texts enhances stsidattitude to reading and activity
engagement. Often teachers believe they must eeemontrol over texts their
students read to ensure material is relevant, gh hguality and conceptually
appropriate (Worthy, 2002). Texts should not bemprily chosen because they
highlight abstract principles but because they @afrgoersonal interest to students.
Students will not be motivated to willingly engaielibrary and class recreational
and academic reading activities if text types a@éd do not match their interests
(Hamston, 2002; Kostelecky & Hoskinson, 2005; Wegr2002). When texts match
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students’ interests they see more meaning in rgaalia their level of motivation is
enhanced (DeMoulin, 2003). Interest in texts insesastudents’ desire to read for a
longer period of time, even if the text level idfidult (Turner & Paris, 1995).
Teachers must make a shift away from a ‘one stzeafl’ classroom reading program
by ascertaining students’ interests and selecérts tthat align with these for reading
activities (lvey & Broaddus, 2001; Power, 2001).aBiag attitudes improve when
academic textual content is personally relevantstiodents and when there is
recreational access to an interesting range o$ t@udrner & Paris, 1995; Worthy et
al., 1999).

Home and school texts

Students’ motivation to read particular types otdeat home can differ from those at
school. Reading in primary school is predominaatlfffction-based act and for those
students who do not enjoy reading fiction textepehdently they may not develop a
positive attitude towards reading or demonstrategh level of reading motivation in
school (Alloway & Gilbert, 1997; Ivey & BroaddusQ@1; Worthy et al., 1999).
Students may however willingly read various textshame as there are different
purposes for reading inside and outside school (&®&roaddus, 2001; Worthy et al.,
1999). Resistant school readers often can andatb gertain text types purposefully
at home for pleasure (Perry et al., 2003). Conngatlassroom reading with real-life
and life-like activities and areas of personal ries¢ promotes positive reading
attitudes in students and may encourage them tagengurposefully in school
reading activities (Guthrie & Davies, 2003; KushV8atkins, 1996). This reiterates
“productive research may highlight at-risk situafib contexts rather than at-risk
students” (Ivey & Broaddus, 2001, p. 26).

Authenticity of texts

Classrooms should be print rich and provide oppaties for students to interact
purposefully with texts. A heightened sense of megdnotivation and engagement
can be achieved by providing students with authetett types because these have
use and meaning in real-life contexts (Gambrell9&9Guthrie & Alao, 1997;
Neuman, 2004b). They are “ordinary practices ofural pursued in actual, rather than
simulated situations” (Turner & Paris, 1995, p. ¥16wuthentic texts provide
situational interest because they are immediategjting and relevant (Guthrie &
Alao, 1997). Encouraging students to regularly raathentic texts helps increase

their level of reading engagement.
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Summary of school influences

Primary aged students constantly engage in a vadger of activities requiring the
effective execution of reading skills. Teacherstgeption of students influences the
choices they make about daily lesson content, ilegretrategies and management

techniques.

Students who regularly read for enjoyment, and jost to comply with activities
provided for school assignments/exercises, developositive view of readings’
purpose in today’s society. When recreationallydieg students are positioned as
subjects in the learning process as they have oleeipto choose, manipulate and
interact with texts. In some academic skill-baseading situations students can be
positioned as objects as the teacher decides wdagting will occur, how it begins,
what it's about and when it ends (Turner & ParB93). These students have limited
power in their learning environment and do not seading as meaningful or
authentic. For students to develop reading skilld imterest, teachers need to know
how school-based influences affect students’ repdititudes and engagement with

various types of texts.

Teachers must consciously attract students to beaduse when they lack reading
skills and/or motivation they exclude themselvesnirlearning about their world,

themselves and others (Gambrell, 2004; Worthy, R0B2equently engaging in

reading is the strongest predictor students witldnee competent readers (Guthrie,
1999). By focusing on intrinsic rewards and alse &mjoyment, entertainment, and
social aspects of reading students’ motivation lsarenhanced (Perry et al., 2003).
Being mindful of reading assessment practices,estudbility, and the relevance of
texts provided helps promote a learning environntieait enhances students’ reading

attitudes.

Teachers must make every effort to positively amidhesiastically draw students into
reading engagement (Guthrie, 2001; Worthy, 2002adtg is more than simply a
part of the curriculum to be taught or passivelydeled (e.g. in silent reading), it is
something that needs to be enthusiastically anticepmodeled as part of daily life

(Gambrell, 1996; Worthy, 2002). Presenting readim@ positive and enthusiastic
manner promotes increased student effort, prolomgeghitive engagement, positive

attitudes and increased self-efficacy.
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3.5 KEY INSTRUMENTS AND FINDINGS

Students’ attitudes towards recreational and acadeeading are influenced by a
number of factors. A number of instruments havenbereated over the last two
decades that identify students’ affective aspebtsuireading. Key motivation and

attitude instruments will be presented along whirt findings on reading.

3.5.1 Motivation Instruments

Two key motivation instruments and one attitudimstkrument have been used often
with various groups of primary aged students. Thetiktion to Read Profile
(Gambrell et al., 1996), Motivation to Read Questiaire (Wigfield & Guthrie, 1997)
and the Elementary Reading Attitude Survey (McKe8&nKear, 1990) instruments

will be detailed.

3.5.1.1 Motivation to Read Profile (MRP)

The Motivation to Read Profile (MRP), developed Ggmbrell et al. (1996), is one
instrument that assesses the different areas dingeanotivation. Reading motivation
instruments were reviewed and it was identifiedt thane of these instruments
contained both qualitative and quantitative commbmefor assessing reading
motivation. Gambrell et al.’s (1996) aim “was tovdp a public domain instrument
that would provide teachers with an efficient aptiable way to quantitatively and
gualitatively assess reading motivation by evahgastudents’ self-concept as readers

and the value they place on reading” (p. 519).

The Motivation to Read Profile (MRP) instrument tans two components — a
reading survey and a conversational interview (GQathlet al., 1996). The reading
survey is administered with a group of participamt®reas the interview is conducted
with individual participants. The survey has 20mteand explores students’ self-
concept as a reader and the value they place dingea ' he conversational interview
has 14 questions that gather information relatingdrrative and informational texts,
student preferred reading texts and authors, ane rgeneral questions relating to
reading motivation. Quantitative survey responsessaored on a four point Likert

scale.

The Motivation to Read Profile instrument was fieddted to enhance its validity and
reliability (Gambrell et al., 1996). More than 1@kt items were critiqued for their
construct validity relating to self-concept or remdvalue and one hundred percent

agreement was reached. Items were then sortedatggories measuring self-concept

62



and value of reading and only those items thativedeone hundred percent teacher
agreement were included in the instrument. Two adtrations of this version of the
instrument (reading survey component) occurredndua school year with 330 third
and fifth year students in 27 classrooms from fechools. Analyses of the reading
survey data were conducted and only items showandoading on the two reading
survey traits were included in the final versiortted instrument. The instrument had a

moderately high reliability for both the reading\sey subscales.

The conversational interview component of the Mation to Read Profile instrument
also was developed and field tested (Gambrell et18196). There were 60 open-
ended questions initially covering the topics naredinformational reading, reading
experiences and home/school reading practiceshas twere used with a stratified
random sample of 48 students (from third and fyiear levels). Analyses identified
14 of the most informative questions and these welected for the final question list

of the Motivation to Read Profile conversationaemiew (Gambrell et al., 1996).

3.5.1.2 Motivation to Read Questionnaire (MRQ)

The Motivation to Read Questionnaire (MRQ), conded by Wigfield and Guthrie

(1997), assesses constructs related to students/ation to read. Eleven dimensions
of reading motivation were identified and groupetbithree categories — individuals’
beliefs about achievement efficacy, purposes fogagmg in tasks, and social
motivation aspects (Wigdfield & Guthrie, 1997). Aepious study by Guthrie et al.
(1996) and a review of motivational theory helpethfulate these dimensions. Fifty-
four quantitative questions were used in a piladgtwith ten fourth year students,

and as a result of this some questions were re{Wagfield & Guthrie, 1997).

Two administrations of the revised MRQ instrumeatwred throughout the school
year with small groups of students (10 to 15) and bundred fourth and fifth year
students were involved. The instrument was sconmedadour point Likert scale

ranging fromvery different to méo a lot like me(Wigfield & Guthrie, 1997). Internal

consistency reliabilities of dimensions were présérand it was found that the self-
efficacy, challenge, curiosity, involvement, sociampetition, work avoidance, and
recognition dimensions had stronger internal coescy reliability scores than the
other dimensions (Wigfield & Guthrie, 1997). Twersigven items were deleted from
the instrument and analyses on the modified insggntrindicated more reliable
theoretical scales (Wigdfield & Guthrie, 1997).
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Guthrie et al. (1999) studied the motivational acmbnitive predictors of text
comprehension and reading amount with 271 studaritsrd and fourth year levels
using the Motivation to Read Questionnaire (Wigfi& Guthrie, 1997). For this
study, 31 of the 54 items in the Wigdfield and Gight1997) instrument were used
covering the reading motivation dimensions — cimgiée curiosity, involvement,
recognition, competition, and reading efficacy éimgise motivation aspects showed a
moderate correlation. Guthrie et al. (1999) comthidenensions challenge, curiosity
and involvement to develop an intrinsic motivatimastery goal category and
recognition and competition were combined to dgwvedm extrinsic motivation-
performance goal category. Correlations and faat@lyses were conducted on the

constructs and these indicated their reliabilitg atrength.

Baker and Wigfield (1999) studied the dimensions stiidents’ motivation for
reading, using the Motivation to Read Questionnairi¢h 371 students in fifth and
sixth year levels. These students were older thaset in the Wigfield and Guthrie
(1997) and Guthrie et al. (1999) studies. Baker #idfield (1999) investigated
student motivation over a three-year period, uniiieGuthrie et al. (1999) and Baker
and Wigfield (1997) studies. Descriptive analyses tbhe Motivation to Read
Questionnaire indicated the univariate distribusiamere satisfactory and item-total
correlations for all scales (bar compliance) yididaoderate and highly positive

correlations.

Lau and Chan (2003) examined Chinese studentsingadotivation with 83 good
readers and 76 poor readers. The Chinese Readitigation Questionnaire’s scales
were taken from the MRQ instrument constructed bigfiéld and Guthrie (1997).
Internal consistency reliabilities presented witdtisactory scores and descriptive

analyses and multiple analyses of variance werdwaiad.

3.5.2 Attitude Instrument

3.5.2.1 Elementary Reading Attitude Survey (ERAS)

The Elementary Reading Attitude Survey, by McKerarad Kear (1990), was
constructed before the Motivation to Read ProfiBarbrell et al., 1996) and the
Motivation to Read Questionnaire (Wigfield & Gu#yril997). The Elementary

Reading Attitude Survey is a 20-item scale instmiméhat focuses on both

recreational and academic reading attitudes of gaynaged students (McKenna &
Kear, 1990). A four point Likert pictorial ratingale is used (showing the Garfield

character with four different facial expressiori®)e value of reading component in
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the Motivation to Read Profile (Gambrell et al.,9869 and the curiosity and
involvement dimensions of the Motivation to Reade&uionnaire (Wigfield &
Guthrie, 1997) are conceptually evident in McKeama Kear's (1990) Elementary
Reading Attitude Survey.

McKenna and Kear's (1990) Elementary Reading AdtiBurvey was administered
to 18,138 students across the primary year levkl$o(6) and this sample was
stratified so that it was valid and representatofethe larger American student
population. Students were drawn from 95 schoolridist across 38 United States
areas, the number of female students compared I® shadents participating in the
study differed by only five, and ethnicity refledtethe American population
(McKenna & Kear, 1990).

The validity and reliability of the Elementary Ré&agl Attitude instrument was
established using statistical analyses. To examinether the instrument measured
the two traits (recreational and academic readifaptor analyses were conducted.
The unweighted least squares method of extractiiowed by a varimax rotation
was conducted (McKenna & Kear, 1990). Analyses béisteed the instruments’
construct validity as two discrete subscales odirea attitude were highlighted.
Cronbach’s alpha was used for each year leveldoreational and academic reading
to establish the internal consistency of the scaRscreational subscale alpha
coefficients of McKenna and Kear's (1990) instrutneanged from .74 to .87, and
academic subscale alpha coefficients ranged frointo8.83. These coefficients

indicate acceptable levels of internal consistgnelability) of the instrument.

The Elementary Reading Attitude Survey (McKenna &aK 1990) has been used in
various attitude studies. Kush and Watkins (199@&m&ned the stability of reading
attitudes over time by administering the instrumemice with 189 Year 1 to 4
students with a three-year interval separating athtnations. Intersubscale
correlations for the test and retest administratiaere reported as .62 which aligned
with the normative samples’ intersubscale correfetiof .64 (Kush & Watkins, 1996;
McKenna et al., 1995). The 426 students in Worthgiles (1999) study were older
than Kush and Watkin’s (1996) sample as they wer&eaar 6. Reliability data for
Worthy et al.’s (1999) study were not presented.

Lazarus and Callahan (2000) explored the readitiy@ts of 522 learning disabled

students, in Year 1 to Year 5. Cronbach alpha aoefits calculated for Lazarus and
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Callahan’s (2000) data align with McKenna et a(1995) reliability coefficients.
Kazelskis, Thames and Reeves (2004) examined faotariance across gender and
race with students in Years 4 to 6 using the EldargnReading Attitude Survey
(McKenna & Kear, 1990). Kazelskis et al.’'s (2004nfirmatory factor analyses
supported a two factor solution. Findings from dtvementioned studies reinforced
the validity of McKenna and Kear’'s (1990) instrurhéimat gathered data on student

recreational and academic reading attitudes.

3.5.3 Findings from Existing Motivation and Attitude Studies

Existing studies have highlighted primary studeigsel of motivation to engage in
reading and their attitude towards reading reaveatly and academically. The
McKenna Model suggests that reading attitudes bemidecline from the onset of
instruction (McKenna et al., 1995). This model cates students’ reading attitudes
are linked closely to their beliefs about readingcomes. Students who experience
difficulty with reading would therefore be expecterlhave more negative reading
attitudes than students for whom reading comeslye@lsicKkenna et al., 1995).
Lazarus and Callahan (2000) found learning disaldadients showed reading
attitudes equal to or in excess of non-disablediesits. Furthermore, the reading
attitudes of these disabled students were foundehoain more stable across the
primary school years compared to non-disabled stsdeReading attitudes can
change in a short period depending on studentaahot perceived success or failure

in reading related activities (Kazelskis et al.020

3.5.3.1 Effects of year level

Attitudes can vary throughout the primary schooharge Sainsbury and Schagen
(2004) gathered recreational reading attitudese#r¥ and Year 6 students, and then
again five years later. Declines in reading atéudvere noted as students moved up
the year levels and this aligns with McKenna etsal1995) findings. Attitudes
towards recreational and academic reading weredfdanbe more negative when
comparing data of students in lower to higher yeeels (McKenna et al., 1995). The
reading attitudes from Kush and Watkins’ (1996) gkemwere comparable to the
McKenna et al. (1995) sample. Following a seconahiatstration of the instrument
three years later a decline in both recreationdl @ademic reading attitudes were
observed (Kush & Watkins, 1996).

Nonsignificant year level attitudinal differencesne found in students from Years 1
to 4 (Kush & Watkins, 1996). Parker and Paradi8€)&lso identified no significant
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attitudinal differences amongst Year 1 to Year \Bdehts and no changes between
fifth and sixth year level students’ attitudes. Shater finding reflected Wallbrown,
Levine and Engin’s (1981) findings. However it aaisted those from Neale and
Proshek (1967). Wigfield and Guthrie (1997) indéchstudents in fourth and fifth
year levels showed significant differences in thieading motivation across time, as
students in Year 4 scored higher on self-efficaegpgnition, and social scales than
Year 5 students. Parker and Paradis (1986) idedtifiear 5 students as having more
positive recreational reading attitudes than Yeatuflents (Parker & Paradis, 1986).
The reading attitude and level of engagement oeraad female students in Years 6
and 7 significantly declines (Worthy et al., 1998judents in the middle and upper
primary year levels (Years 4 to 7) are exploringitthinterests and are forming their
identity as a person and a learner (Baker & Widfidl999; Ivey & Broaddus, 2001).
This developing sense of identity influences stuslerattitude towards and

engagement in reading in both home and school xtste

3.5.3.2 Effects of gender

Reading attitudes of males and females vary througlthe primary school year
levels. A gendered attitudinal decline exists imdshts’ recreational and academic
reading (Davies & Brember, 1993; Kush & Watkins9&p From the first year level
of school female students express more positiveeational reading attitudes than
male students in both home and school settingsgB&kWigfield, 1999; Brozo &
Schmelzer, 1997; Fielding, 1998; Kush & Watkins9@9Parker & Paradis, 1986).
Female students have stronger beliefs that theybeatompetent readers. They tend
to demonstrate higher levels on the self-efficaayd amportance motivation
dimensions, and they have a clear understandindpeofsocial reasons for reading
(Wigfield & Guthrie, 1997).

Reading attitudes of male students appear to deabrthey progress through primary
school (Baker & Wigfield, 1999; Kush & Watkins, 1®9McKenna et al., 1995;
Power, 2001). In Years 1 to 3 male students oftgirbto abandon academic reading
as it conflicts with their developing stereotypewafiat masculinity means in their
cultural and social world (Brozo & Schmelzer, 19%ielding, 1998; McCarthy &
Moje, 2002). A slight brief increase in male studémeading attitude was noted in
Years 4 and 5 (Baker & Wigfield, 1999). Male stutdemay still tend to engage in

recreational reading throughout the years to ggibesonally relevant information,
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and they score high on competitive sections of irgpdaissessments (Baker &
Wigfield, 1999; Power, 2001).

3.5.3.3 Text type preferences

Variations in text type preferences exist acrosar ylevels and gender. When a
comparative study was made between first year &t gear literacy tasks, it was
found that most texts used were narrative (Hiel&rtFisher, 1990). Reading
instruction in schools has been almost exclusigelyarrative/fiction-based activity,
with up to 90% of class instruction centred on atwe texts, and this practice leads
students to believe reading is only a fiction-baset (Trabasso, 1994; Venezky,
2000). By the time students reach Year 6 over 76%xt incidentally encountered in
daily school life is not fiction-based, but insteaah-narrative and non-fictional texts

and this should be supported in classroom liteeativities (Venezky, 2000).

Davies and Brember (1993) indicate 94% of studeatisd fiction as their preferred
recreational reading material. Non-literary texts seldom selected for class reading
activities (Duke, 2000; Hoffman et al., 1993; PlegsRankin & Yokoi, 1996). An
over reliance on narrative texts, especially indhdy years, can be a “barrier to full
access to literacy” (Pappas, 1991, p. 461). Otekes typically read aloud to primary
students (by teachers), only 14% are an informatitaxt type (Yopp & Yopp, 2000).
Teachers, especially those in the early yearst atgay from informational texts as it
is commonly believed that narratives are easierytamg students (Yopp & Yopp,
2000). Pappas (1991) argued young students ar¢éablyucapable of understanding
information text, however if they are constantiyigel the opportunity to engage with
these text types their ability to interact with rinewill not develop effectively.
Students’ preference for reading informational refiee texts declines as students get
older and move through the year levels (Davies &mver, 1993). Ensuring students
have significant exposure to and experience withjumsi fiction, but also non-fiction
texts throughout the primary years is essential dfiective participation in an

increasingly technological non-narrative textualisty (Yopp & Yopp, 2000).

Students’ text type reading preferences vary. Cenfand cartoons) increased in
preference for students as they moved from Yeairdugh to Year 6 (Parker and
Paradis, 1986; Worthy et al., 1999). Davies andvitrer (1993) indicated that Year 6
students in their study preferred magazines maaa ttomics, and also stories were
found to be the more preferred text type for alirykevels/age groups. Campbell,

Kampinus and Beatty (1995) interviewed fourth yleael students about their
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reading text type preferences and found they medestories more than information
books and magazines. This finding was replicatetViorthy et al.’s (1999) study.

Students’ preference for reading certain textery context specific.

Incorporating a range of text types into classromading activities enhances
students’ motivation as content can align with thieierests. Various types of texts
increase students’ knowledge seeking skills andefbee promote their curiosity to
learn. Curiosity is a powerful motivator for reagliangagement as interest promotes
cognitive effort (Baker & Wigfield, 1999). The motaterested male and female
students are about reading the more likely theytarpositively engage in reading

across the primary year levels.

3.6 CHAPTER REVIEW

The history of reading theories was presented artliential theorists stated.
Motivation, curiosity and self-efficacy were dissagl and these innate influences
were shown to impact on students’ attitude towaedsling and their level of reading
engagement. Social and cultural practices of thelyaand school also were shown to
influence students’ recreational and academic rgpdittitudes and engagement.
Instruments from previous motivation and attitudliressearch are regarded as reliable
and valid and these instruments, along with keglifigs, were presented to frame this

study in a research context.

This study measures recreational and academicngadiitudes of primary students,
and the types of texts they prefer to read andamags for year level, age and gender
will be detailed. Perceptions teachers have ofr theidents’ behaviour in class and
their attitudes to read will be presented. Furtteen teachers’ perceptions of
students’ enjoyment of and achievement in readiilgb& correlated. Four research

guestions guide this study. These are:

1. How do students’ attitudes to reading developrimary school?

2. How do students’ preferences for reading difietext types develop
in primary school?

3. What perceptions do teachers have of their ststlelassroom behaviour and
attitudes to reading?

4. What is the relationship between teachers’ pimes of students’ attitudes to

reading for enjoyment and their overall achi@ent in reading?
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This study is significant as it enables teachersg&n a more comprehensive
understanding of students’ attitudes to reading uedtype of texts they prefer to
read. This study extends upon previous studies gatlhers teachers’ perceptions of
their students’ attitudes to reading and generaksstbom behaviour and also
documents teachers’ perceptions of the relationdlepveen students’ level of
recreational and academic reading. Teachers cathiss&nowledge to realize how
their perceptions influence what reading activitidbey plan and the type of
pedagogical approaches chosen for reading acSiviliéhen teachers’ perceptions
align closely with students’ measured attitudeadneg activities are motivating and

relevant for students’ and their level of reading&yement is sustained.

Promoting students’ level of reading engagememhrtant as it is linked closely to
reading achievement (Wigfield & Guthrie, 1997). Naal reports indicate the
significance of improving Australian students’ lewd# achievement (Davies, 2005;
Department of Education Science & Training, 2005tidents “ability to read, write,
speak, listen and think in English” can stand a®lastacle as they grow to become
contributing educational and societal members (D@Moet al., 1999, p. 40).
Economic stability and growth in this millenniuries on citizens possessing a high
standard of literacy skills and abilities (Odge2806).

In Chapter 3 literature relating to this study leen reviewed. Information in this
chapter contributes one part to the overall undadihg of reading, and this is shown

in Figure 3.6. The next chapter will detail theigasof the research.

CHAPTER 1
The Research
Defined

CHAPTER 3
Literature Review

CHAPTER 2

CHAPTER 6
Review and
Synthesis

CHAPTER 4
Design of the
Research

CHAPTER 5
Data
Display

Figure 3.6Thesis overview
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CHAPTER 4
DESIGN OF THE RESEARCH

4.1 CHAPTER OVERVIEW

This chapter details methodological consideratams justifies this study’s design. A
guantitative paradigm and objective epistemologydguthe study as the three
instruments administered gather numerical dataxtereal behaviour for statistical
analyses. A positivistic framework underpins thedgtas reading engagement is an
area of human behaviour that can be studied. Asesestion of students, teachers and
parents/guardians from one Catholic primary scipaoticipated in the study and data
on attitudes to reading, text type preference aadher perceptions were gathered at
one point in time. A survey data collection teclu@igqvas chosen so the researcher can
be positioned objectively while providing a snagsinatime about students’ attitudes
to reading. Quantitative data on reading were gathasing the Elementary Reading
Attitude Survey (McKenna & Kear, 1990), Parent/glian Demographic Survey
(Young, 2003) and Teacher Checklist (Young, 2088glyzing survey data and then
presenting it in graphic and tabular form highlgipatterns and regularities of the
social world. Research limitations and ethical cdeations are explained as they
influence the conduct of educational research. ¥ervew of Chapter 4 is presented
in Figure 4.1.

CHAPTER FOUR:
DESIGN OF THE RESEARCH

|
The
Design of Current
Research Study
Design

Instruments
and
Research
Procedures

Research
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Chapter Chapter
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Framework Demographic
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Time Parents/ Shire/

Dimensions @EM] @th] Teacher
Data Collection A Checklist
Teachers Parish

Techniques

Reliability and
Validit

Figure 4.10verview of Chapter 4
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4.2 RESEARCH QUESTIONS RESTATED

Research questions may be interpretive, descriptivexplanatory in nature (Sumner
& Tribe, 2004). This study of primary students’ regtional and academic attitudes to
reading, their preferred reading texts, and teapbereptions of students’ attitudes to

reading is guided by the following research questio

1. How do students’ attitudes to reading developrimary school?

2. How do students’ preferences for reading difietext types develop
in primary school?

3. What perceptions do teachers have of their atstdelassroom behaviour and
attitudes to reading?

4. What is the relationship between teachers’ pimes of students’ attitudes to

reading for enjoyment and their overall achi@ent in reading?

4.3 DESIGN OF RESEARCH

Research questions provide a framework for theystamod the research design
provides a means by which the research questionbeaddressed. In designing this
study, the paradigm, epistemology, framework, tidienension, data collection

techniques and instrumentation must be carefullgcted. The research design is

outlined in Figure 4.2.

[ DESIGN OF RESEARCH ]

Data
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- i : Survef :
Objectivism Cross-section
Parent/

Guardian
Demographic

: Survef :

Teacher
Checklist

[

Research
Paradigm

Time
Dimension

Epistemology Framework Instruments

Figure 4.2Design of research
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The research paradigm chosen influences the rémgarcdesign. Moreover, the
research questions and the topic/area of studyidénfle the chosen paradigm. A
guantitative paradigm gathers data that can be extew into numerical form for
mathematical statistical analyses (Williams, 200Bhe quantitative researcher is
positioned objectively, and data are not manipdlateinfluenced by the presence of
the researcher (Sumner & Tribe, 2004). The reéidng studied is “independent of
the researcher and instruments” and so cohortti@ariaan be examined (Cresswell,
1994; Sumner & Tribe, 2004, p. 5). Relationshipgsween variables can be
highlighted, however causal influences cannot btbéshed from quantitative

research.

The epistemological position influences the designhe research. Epistemology is
“the branch of philosophy that is concerned witle thature, origin, scope and
knowledge and how we know what we know” (Sumner é&b@&, 2004, p. 3).
Objective research epistemology was modeled oméaieral sciences and centres on
the existence of one truth, rather than exploriragyntruths (Neuman, 2000; Sumner
& Tribe, 2004). During the 1920s, objective epistémgy became more prominent
than the epistemological approach of many actisetdayualitative studies (Neuman,
2000). Objective researchers create “careful measaf the external behaviour of
individuals to produce quantitative data that cduddsubjected to statistical analysis”
(Neuman, 2000, p. 70).

The framework of the study guides the researchgdes?ositivism is the dominant
philosophical social research approach and isented by Schlick, Carnap, Neurath
and Reinchenbach (as cited in Sumner & Tribe, 2084tial scientists understand,
explain and predict the social world by scientificaexploring patterns and
regularities evident in the social world (Denscomid®98; Williams, 2003).
Positivists believe the “world is knowable, predige and singular in truth and
reality” (O’Leary, 2004, p. 5). Deductive logic Wwitempirical observation were
combined to establish patterns of human behaviodrsacial reality (Bryman, 2001).
A theoretical relationship is identified and thenpérically and systematically studied
to connect the abstract ideas of the theoretitalioaship to precise measurements of
the social world (Neuman, 2000; O’Leary, 2004). drigs are regarded as true

reflections of social reality when others can regtie them.
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The timeframe in which data are collected is a kagtor in the research design.
Cross-sectional research involves data being delfiefrom a cohort at one point in
time. Individual’s attitudes, opinions and beligfisout current events and issues are
gathered using this research design (Creswell, )2083arge body of data can be
obtained in a short period of time. Although, assrsectional design is cost effective
to implement, it does not reflect change in attsidopinions and beliefs over time
(Cresswell, 1994).

Quantitative data can be efficiently gathered using/eys as these describe what is
actually going on, in a particular field of praetjcegarding a particular issue of some
importance” (Greig & Taylor, 1999, p. 100). Surveye widely used and they are an
economical and time efficient means of gathering dieom participants at one point
in time (Best & Kahn, 2005). The researcher gainpaaoramic snapshot of a
particular population of individuals’ attitudes, Hasviours or practices (Denscombe,
1998). Surveys can be administered effectively &ogd groups of gathered
participants or can be mailed to/from individualrtieipants (Cresswell, 1994;
Sumner & Tribe, 2004). Numerical data are gainethfconverting survey responses
that are then analysed and presented in graphidandar form (Neuman, 2000).
Surveys enable a sample of individuals to be studied from this data inferences
may be generalised to the wider population fromclwhihe sample was drawn
(Cresswell, 1994).

The sampling method impacts on the generalisatohitgata. A probability sampling
method gives each individual in a population eaum@nce of being included, whereas
non-probability sampling does not (Burdess, 19949n-probability convenience
sampling gathers participants based on conveniandevailability and is dependent
on participant interest (Best & Kahn, 2005; Credswi994; Gorard, 2003). This
method does not gather a stratified sample, antindings may not be completely
representative of the larger population from whibky were drawn (Denscombe,
1998; Williams, 2003). Non-probability conveniersampling does however produce
results that give researchers insights into theights, feelings and/or behaviours of
participants. Probability stratified random samgligathers a sample from a
population that has been stratified (Neuman, 20088. researcher controls the size of

each stratum so the cohort of participants refldgproportion to which they are
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represented in the wider population (Neuman, 20@)). stratifying a cohort,
researchers can more accurately generalize findongse wider population (Burdess,
1994).

Reliability and validity both influence educationedsearch. The extent to which
research instruments produce the same data (regd)caach time they are used to
assess a behaviour or construct is referred telabitity (Bryman, 2001; Greig &
Taylor, 1999; O’Leary, 2004; Williams, 2003). Rdlikty data must be gathered
using various participant populations and not jfisim the norming sample
(Thompson & Vacha-Haase, 2000). To enhance thebibty of replication studies
the participant selection process, instrumentati@sign and administration, and
analysis of data must be clearly articulated feeegchers (Bryman, 2001). When the
instrument is reliable, variations in research diauld then be attributed to variables
rather than the instrumentation (Denscombe, 1998iaviis, 2003).

Validity is more difficult to assess than reliabyil{Greig & Taylor, 1999). It refers to
the strength of data and conclusions gathered fmostudy and can be internal or
external (Bryman, 2001). In quantitative researnternal validity is typically weak
as causal statements cannot be made, but rathearchers can only establish
associations highlighted in the data (Bryman, 20Btbw participants become part of
the research cohort is a crucial determinant ofstnength of the research’s external
validity. External validity is enhanced when thengde cohort is randomly selected
and stratified as this makes the data more repiasan of the larger population from
which participants were drawn (Bryman, 2001; O’lya2004). Construct validity
refers to whether the instrument that is desigrnedneasure a concept actually
measures it (Bryman, 2001; Williams, 2003). One w&ymproving the construct
validity of research is to focus on the contentidrgl. Content validity focuses on
whether questions are appropriately worded and uneashe desired concept
(Williams, 2003).

4.4 THE CURRENT RESEARCH DESIGN

The current study utilizes a quantitative reseapelnadigm and reports primary
students’ attitudes to reading, text type prefeesn@and teachers’ perceptions of
students’ attitudes to reading. Positivistic pnbes are reflected in this study as

patterns of human reading attitudes, preferencéparceptions are systematically
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and empirically established. The current study designed as a cross-sectional study
where data are collected from a cohort at a sipglet in time. Conclusions gleaned
from analyses cannot identify variations acrossetirbut rather only highlight
attitudes, preferences and perceptions of studgentgdeachers at the time of the data
collection (Term 4, 2004). Students (with theirgrafguardian consent) and teachers
volunteered to participate and consequently th@totas not a stratified sample, but

rather a non-probability convenience sample.

Using a survey technique enabled data to be gathioen a group of students

(n=351) and teachers (n=21) in a time efficient andt effective manner. Teachers
administered the student survey with their clasd #ris eliminated participant-

researcher contact and ensured participant respom&e not manipulated or

influenced by the presence of an external researché student surveys were

identical in formatting across year levels (1 tosé)comparisons could be made of
students’ attitudes to reading and their prefererioe different types of texts. In

addition, each teacher received identically foredhttteacher checklists to be
completed independently. Numerical data were edtet® and analysed using SPSS
Computer Software Version 12.0 (SPSS Inc, 2003).

The Elementary Reading Attitude Survey, construtigdicKenna and Kear (1990),
was used with students. Minor language and visdplséments were made to the
instrument to suit an Australian context. McKenmad &Kear (1990) outlined the
validity and reliability of their instrument usirggatistical measures and therefore, the
Elementary Reading Attitude Survey (McKenna & Ke&f90) is considered a
reliable and valid instrument to highlight recreaal and academic reading attitudes
of primary aged students. One question was add#dganstrument (Question 21) to
gather students’ text type reading preferences.eAclier Checklist (Young, 2003)
was completed by teacher participants to providerimation about their perceptions
of students’ behaviour and attitudes to read. Rayeardians completed the
Parent/guardian Demographic Survey (Young, 2003) ptovide demographic
information about the number of children in the figmparent/guardian educational

level and occupation, and their language spoké&oie.
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4.4.1 Participants

Three hundred and fifty one students and 21 teacparticipated in this study.
Students in Years 1 to 7 were drawn from 21 classsothroughout one primary
school. Parents/guardians were involved as theyiged consent for the students and

family demographic data.

4.4.1.1 Students

The cohort consisted of Queensland students froarsYg to 7 within one Brisbane
Archdiocesan Catholic Primary school. Approval tmduct research in a Catholic
primary school was sought and received from thecktkee Director of Brisbane

Catholic Education and the school Principal.

All parents/guardians, whose child/children attehdkee school, received a letter
inviting them to consent to their child/childrenrip@pating in the study. Written
permission was received and the total number délig involved in the study was
351 (153 male and 198 female). This sample reptes6f.6% of the school

population.

All students (100%), who were granted permissionpéaticipate, completed and
returned their survey. Students ascertained atlsedeand above for intellectual
impairment were not included in the study. Studevite physical impairments were

assisted by a scribe (school officer).

The percentage distribution of male and female esitglacross year levels and the

total number of participants in each year levdisied in Table 4.1.

Table 4.1

Student Gender Percentage Distribution Across Yeaels

Year Year Year Year Year Year Year

1 2 3 4 5 6 7
% male students 47.9 37.9 45.9 37.2 51.8 52.5 31.1
% female students 52.1 62.1 54.1 62.8 48.2 475 9 68.

Total 48 58 61 43 56 40 45




Number and position of the participating child retfamily

The Parent/guardian Demographic Survey (see AppgeBYliprovided data on the
position of each participating child in their fagnand the results are shown in Table
4.2.

Table 4.2
Child Position in Family

Position in family Number of children % of children
1% 127 36.5

2 116 33.6

3¢ 69 19.7

4" 26 6.8

5 7 2.0

6" 4 1.1

7™ 1 0.3

The majority of the surveys were returned for afeidwho were the first (36.5%),
second (33.6%) or third (19.7%) child in the family

The number of children in families is presented@able 4.3.

Table 4.3

Number of Children in Family

Number of children in Number of children % of children
family

One (only child) 20 5.7
Two 127 36.2
Three 110 31.6
Four 58 16.5
Five 20 5.7
Six 10 2.8
Seven 3 0.9
Eight 0 0
Nine 1 0.3
Ten 1 0.3




The majority of parents/guardians who returnedsiineey had either two (36.2%) or
three (31.6%) children in their family. The meamtoer of children in families was
2.96.

4.4.1.2 Parents/guardians

Parents/guardians provided demographic informatedating to family background
on the Parent/guardian Demographic Survey and ¢har rate was 100%. The
parent/guardian survey was completed by mothers#ienguardians (90.0%),
fathers/male guardians (8.8%), grandparents (0.886) guardians (0.3%). Family
demographic data helped to contextualise the relséadings.

4.4.1.3 Teachers

Participating students were drawn from each classr total) throughout the school
where 24% of teaching staff are male. In additiortheir classroom teaching role,
two teachers are responsible for lessons of LOT& Rrama. Years of teaching
experience ranged from one year (beginning teadchesugh to more than 30 years
with the average teaching experience being 10.&y&aachers’ ages ranged from 22
years to 58 years with a mean age of 38 years.té&nepercent of teaching staff lived
within the school’s shire, 61% of teachers livedhivi 50km of school, with the
remaining 19% living within 100km from the scho#élive classroom teachers had

acquired or were currently studying for postgraduaaching qualifications.

4.4.2 Instruments and Research Procedures

Students and teachers each completed a survevrrestt that gathered data from
students concerning attitudes to reading and tesfepences and data from teachers
about their perceptions of students’ behaviour aatlitudes to reading.
Parents/guardians provided student and family deapbgc data. All data collection
took place in Term 4, 2004.

4.4.2.1 Elementary Reading Attitude Survey

Primary school students’ attitudes to reading a&xd type preferences were explored
using a modified version of the Elementary ReadMiitude Survey (McKenna &
Kear, 1990) (see Appendix A). This survey was adviistrument and was normed

with over 18,000 students in Years 1 to 6 acrostythight American States. The
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language of the instrument was modified to suitAhstralian context. The American
reference to “workbook pages” was replaced with tien worksheets “reading
class” was replaced witteading lessonsand “summer vacation” was replaced with
school holidays McKenna and Kear's (1990) survey instrument waastructed
using a pictorial rating scale equating to 4 lewdisesponse, strongly agree; agree;
somewhat disagree and disagree using the Gartielchcter depicting different facial
expressions ranging from very happy to very sadthWithis study the Garfield

character was replaced with ‘smiley faces’.

Two ten question sub-scales, one set for recredti@ading (Questions 1-10) and one
for academic reading (Questions 11-20) were indude the survey. For each
guestion there was a brief, simply worded questieginning with the words — “How
do you feel...”. Students were instructed to choose smiley face from the four
options depicting their level of agreement with thesstion. Pictorial faces ranging
from very happy, happy, sad through to upset (gywwere included. A four point
Likert scale was used so participants would makéace concerning their feelings
towards aspects of recreational and academic rgaddithout choosing a neutral or
central option. Another question was added to themEntary Reading Attitude
Survey (McKenna & Kear, 1990). Question 21 of thedent survey asked students to
identify their reading text type preferences froeven multiple choice options.

Students were permitted to select more than oteslligxt type.

Research Procedure: Elementary Reading Attitudeeyu

Following receipt of parental/guardian permissidhe adapted version of the
Elementary Reading Attitude Survey (McKenna & Keh®90) was administered
under class test conditions. Student responsessivese identically formatted across
year levels. Survey administration instructions evprovided for each class teacher
who administered the instrument to ensure consigten language and conditions
across the cohort (see Appendix A). Before compiethe survey, students were
instructed to write their name, age and date dhlat the top of their response sheet
and they were encouraged to respond honestly as wwre no correct or incorrect
answers. This was clearly stated in the generalicisons that were read aloud to the

students by the class teacher.
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The class teacher read each question (1-20) alomad students responded by
colouring in the personally relevant smiley faceaofour point Likert scale. Students
responded to Question 21 by ticking the relevantdsfrom the options listed. No
time limits were set for completion of the surv@ycode was assigned to each student
who participated in the research project so databmareported in an unidentifiable
format. Responses to each question on the studergyswere analysed using SPSS
Computer Software Version 12.0 (SPSS Inc, 2003).

4.4.2.2 Parent/guardian Demographic Survey

Parent/guardian demographic data were exploredgusim adapted version of the
Parent/guardian Demographic Survey constructed byny (2003) (see Appendix
B). This survey instrument was constructed predamtly using a multiple-choice
format however a number of questions required psfguardians to write
information in the spaces provided. There wereteig questions gathering child and

family demographic data.

Research Procedure: Parent/guardian Demographiv&u

Following receipt of permission slips, the researcprovided class teachers with
named parent/guardian surveys and these werebdigtd to students to take home to
their parents/guardians. Completed surveys werarmed to the researcher in
envelopes via the class “message buckets”. Pageatsfians who did not return their
survey within a fortnight were provided with a sedacopy and as a result, 100% of
parent/guardian surveys were returned. Parent/guardemographic Surveys

(Young, 2003) were assigned a research code mgt¢hi corresponding student
surveys and teacher checklists so findings arertegousing unidentifiable data.

Responses on the parent/guardian survey were adalysing SPSS Computer
Software Version 12.0 (SPSS Inc, 2003).

4.4.2.3 Teacher Checklist

Information relating to teacher perceptions of etutd and their reading attitudes were
gathered using an adapted version of the Teachecklst constructed by Young
(2003) (see Appendix C). The Teacher Checklist istext of 17 questions. Teachers
were required to rate each student on a four pokart scale from “excellent, good,

satisfactory and developing” for behavioural aradiag characteristics.
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Research Procedure: Teacher Checklist

Each class teacher was provided with a photocoplezbt for each participating
student. These were presented as a booklet for dask teacher. Teachers ranked
students’ behaviour and attitude to reading indlassroom. Strict time limits were
not stated however, all 21 checklist booklets (1p@%re completed and returned
within a four week period. A participant code wasigned to each Teacher Checklist
(Young, 2003) so they could be matched to corredipgnstudents and information
from parent/guardian surveys. Responses to thehEeaChecklist were analysed
using SPSS Computer Software Version 12.0 (SPS03).

4.4.3 Data Analysis
Data collected from the student and teacher ingnismwere analysed using SPSS
Computer Software Version 12.0 (SPSS Inc, 2003scbetive and other statistical

analyses were conducted for students’ recreatiandlacademic attitudes, text type
reading preferences, and for teachers’ perceptainstudents as readers and as
individuals. Descriptive data were initially anadgsto establish the frequency, mean
and standard deviation for each question on thadestusurvey and teacher checklist.
ANOVAs and post hoc (Scheffe) tests were condudiedidentify significant
differences due to age or year level in schooltsTelso were conducted to examine
significance for gender variance. Principal Compandénalyses (PCA) were
conducted to determine the factor structure of data sets. Descriptive and other
statistical information from the Elementary Readijitude Survey (McKenna &
Kear, 1990) and Teacher Checklist (Young, 2003d&pglayed in Chapter 5.

4.4.4 Generalisability of data

Data gathered in this study reflected readinguatéis and text type preferences for the
cohort of students studied in one particular schaiobne point in time. Teachers’
perceptions of students’ behaviour and attitudese@ding were gathered from
teaching staff, at one point towards the end of aademic school year.
Generalisability of data from the cohort to the @idschool population is only
possible if aspects of the research design andumsnts are carefully controlled.
This study provides school personnel with informatabout students’ attitudes to
reading and these results have the potential fpraming student learning outcomes.

The findings, although not fully generalisable,idnvever add to the existing
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knowledge about primary students’ reading attitudesl text preferences and

teachers’ perceptions of behaviour and studertigiid¢s to reading.

4.4.5 Limitations of the Study
4.4.5.1 Research design

A limitation of this study was the research desiQata were gathered from a cross-
section of students, parent/guardians and teacterse school at a single point in
time. This design does not attempt to uncover l@mg attitudinal or preference
developmental change among primary school studentshighlight change in
teachers’ perceptions over time. Rather this satthmpts to provide a contextualised
snapshot insight into reading attitudes of student$ perceptions of teachers in one

primary school.

4.4.5.2 Instruments

The study focuses predominantly on two quantitativstruments (student and
teacher) and thus, it may be argued this limitsrédsearch. The Elementary Reading
Attitude Survey (McKenna & Kear, 1990) was a selport instrument which
gathered data on students’ recreational and acadeanding attitudes. It incorporated
a four point Likert scale that could be quantitaljvanalysed. The Teacher Checklist
(Young, 2003) was also a self-report instrument thathered data on teachers’
perceptions of students and their reading attitufless instrument incorporated a four
point Likert scale that could be quantitatively gsad. The Parent/guardian
Demographic Survey (Young, 2003) was used to gatlaa on parent/guardian
personal and family demographics. Responses wdeetsé from those listed in

addition to providing a number of self-written respes.

With any self-reporting attitudinal or perceptimisirument, it can be difficult to know
whether students or teachers actually feel, believedo the things they report.
Therefore, researchers using self-report instrusneah only report on what students
and teachers say, rather than on what they mayalgctoote from daily reading
behaviour or teaching observations. With demogajistruments researchers rely
on the honesty of parents/guardians to completenteument accurately as they can
only report on information provided. There were mst-interviews with
parents/guardians, teachers or students to examidetail aspects identified in the

guantitative instrument. This could be a direcfionfuture research.
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4.4.5.3 Participants

This study was limited by the number of parentsidiams who consented to their
child participating in the study (66.6% of the schpopulation). Another limitation
was that parents/guardians were required to completl return the Parent/guardian
Demographic Survey (Young, 2003) within the reskatimeframe. Furthermore,
parents/guardians may have written responses theyght were socially and/or

educationally appropriate, rather than accurate this may have limited the study.

Teachers’ willingness to administer, during classet the Elementary Reading
Attitude Survey (McKenna & Kear, 1990) could alsavé limited the number of
participants. Furthermore, teachers may have dstlito complete the Teacher
Checklist (Young, 2003) or felt inclined to providesponses they thought they

should report, rather than giving accurate indaregiof their perceptions of students.

Data may have been limited should any student, /ipasents/guardians consented,
not have completed the survey. Students named régaonse sheet and because the
surveys were administered and collected by classrt@achers, students may have
been influenced in the way they responded to somestipns and may have felt

compelled to choose the “correct” response, rathen choose an honest personal

response.

4.4.5.4 Individual interpretation

Reading can be a contextual activity. Students lmaywery competent motivated
readers when engaging with high interest, selfesete reading materials but
demonstrate less positive reading motivation andpeiencies when engaging with
reading materials that were not self-selected quesonal interest. Therefore, when
students completed the Elementary Reading AttitBdevey (McKenna & Kear,
1990) their responses could have been influencethdiy interpretation of whether
the question referred to reading materials of pebkmterest or those provided by

their teacher.

Students’ responses to the text type preferencestign also may have been
influenced by interpretation. Students may have daferent interpretation of what
constitutes each text type, for example, Magic School Buseries (Lane, 2006)

could be considered a picture book or an infornrmatiook. Furthermore, students’
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responses for the text type preferences questior liraited by student memory of
texts on the day the survey was administered. Aaratbnsideration is students could
only select types of texts they have had previmeess/exposure to either at home or

school.

4.4.5.5 Delimitations

Delimitations have been incorporated into the nededesign. Firstly, the quantitative
design of the instruments enabled data to be cdeduo a short time frame with
minimal disruption to class routines or timetab#adivities as students, teachers and
parents/guardians were required to complete on&egueach. The choice of
instruments delimited the study. Another delimaatiimposed on this study, for
manageability purposes, was the location and ifuladion. The participant cohort

was comprised of students from a school accessilite researcher.

4.4.6 Ethical Considerations

Personal information was collected from studergschiers and parents/guardians.
Consequently, the researcher is morally obligateddhere strictly to the code of
ethics for the implementation of a study (Schwad@93; Stake, 2000). Researchers
are guided by four principles of ethical condual #imese are:

1. Informed Consent;

2. Openness;

3. Privacy and confidentiality and;

4. Accuracy (Christians, 2000).
Students, teachers and parents/guardians werdritdiyned about what was required
of them in this study. Data were gathered, col@@rd stored securely to maintain
participant privacy and confidentiality and datarevaccurately entered for analysis
using SPSS Computer Software Version 12.0 (SPS03).

4.4.6.1 Participation consent

The Human Research Ethics Committee (Australiarhd@iat University) and the
Director of Brisbane Catholic Education providednfial ethical clearance for this
study. The Principal of the school consented tostnely being conducted in Term 4,
2004. Parents/guardians consented to their chiddthemselves participating in the
study in writing on the consent form/letter prowddeSimilarly, teachers indicated

consent to participate on a consent form. Copid&luits Approval letters (from
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Australian Catholic University, Brisbane Catholidu€ation), the school Principal’s
written consent, Letters to Participants and Conseéorms are presented as
Appendices (D-J). Correct protocols for the disttibn of information letters, consent
forms and surveys were followed. It was acknowledtpat ethically, participation in

this study was voluntary and so students, teachexs parents/guardians could

withdraw from the study at any time without justé#tion.

4.4.6.2 Access to information

The Commission for Children and Young People anddGhuardian Act (Office of
the Queensland Parlimentary Counsel, 2005) stditgmudicipants have the right to
access personal information held regarding themerg/guardians were made aware
in the information letter that any information abdbeir child’s recreational and
academic reading attitudes and text type prefesecoald be communicated with
them, should they express such an interest. Sigilegachers reserve the right to
request access to information they provided reggrdtudents’ reading attitudes and

behaviour characteristics.

4.4.6.3 Confidentiality

Another ethical consideration related to particisaconfidentiality. Students were
required to name their survey to enable responsedet matched with both
parent/guardian demographic and teacher checldittild for data analyses. Each
survey was allocated a separate research codstioecanonymity of responses at the
data analysis stage. Findings will be reported gisinded, non-identifiable data.
Methodological information and findings will be sormarised and appear in written
publications or may be orally presented in a fonat does not identify participants in
any way. Data from this study will be stored selyyraccording to Ethics Guidelines,
to ensure confidentiality of participants is upheldata will be fully destroyed, in

accordance with time requirements, outlined invah Ethics Guidelines.

4.4.6.4 Working with children legislation implicatis

The Commission for Children and Young People anddGhuardian Act (Office of
the Queensland Parlimentary Counsel, 2005) statdtsavho have contact with
young children must undergo a ‘working with childreheck. Regular classroom
teachers administered the student survey and thesple have undergone such

checks in order to be registered by the Queenslaridge of Teachers. The
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researcher is also a Queensland registered teafterhas received full teacher

registration.

4.4.7 Theoretical Framework

The McKenna model of reading (McKenna et al., 1998)vided a theoretical
framework for this study that aligns with the socidtural reading perspective.
McKenna et al. (1995) drew together elements ofviptes models presented by
Fishbein and Ajzen (1972), Liska (1984), Ruddelld aBpeaker (1985), and
Matthewson (1991). Elements of the Fishbein andeAj£1972) and Liska (1984)
models featured prominently in the McKenna ModecKdnna et al., 1995). These

models are now described.

4.4.7.1 Fishbein and Ajzen (1972) Model

Fishbein and Ajzen (1972) stated beliefs studeat® labout reading influenced their
attitudes, which in turn affected their intenticarsd reading behaviour. Beliefs could
be related to the object or activity itself or bermative (influenced by others)
(Fishbein & Ajzen, 1972). Normative beliefs wereséd on students “perceived
expectations of relevant others” and their “moiimat to comply with these

expectations” (Fishbein & Ajzen, 1972, p. 516). Bl could be descriptive,

inferential or informational in nature. Descriptiveliefs relate to an individual's
experience, inferential beliefs were reached byickdgdeductions from existing

beliefs and informational beliefs were influencedoni external significant

individuals. New beliefs needed to be introduceahallenge pre-existing beliefs if
reading attitudes were to be positively shapedas & Ajzen, 1972).

4.4.7.2 Liska (1984) Model

Liska’s (1984) model challenged Fishbein and Ajzgi1'972) lockstep causal model.
Liska (1984) argued that one flaw in Fishbein andeA’'s (1972) model was that a
student’s intention to read was not sufficienttself to bring about certain reading
behaviours. Some reading activities required a l&as# of social interaction or a set
of key skills and it was argued if these skills @ot evident, then student intention
to read could not be realized (Liska, 1984). Stiglebeliefs were believed to
influence reading behaviour directly. Unlike Fislband Ajzen (1972), Liska (1984)

highlighted a direct relationship between readiabgdviour and attitude.
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4.4.7.3 McKenna (1995) Model
The McKenna Model built on models presented by lkegh and Ajzen (1972) and
Liska (1984) and proposed reading attitude wasffactave characteristic influenced
by a student’s beliefs. The McKenna Model highleghtthree main influences in
attitudinal change and maintained attitudes develmy time due to the relationship
between:

1. normative beliefs (those influenced by others);

2. beliefs about the outcomes of reading and;

3. specific reading experiences (McKenna et al., 199939).
This current study was grounded in McKenna's mq#dKenna et al., 1995) as it
explored whether attitudinal reading differencesstexi throughout primary years and
whether teachers’ perceptions of students’ attgutte reading matched those of
students.

The McKenna Model (McKenna et al., 1995) highlighthat as students get older
they may still see reading as a pleasurable agtiVdiowever it may not rate as
pleasurable as various other recreational activit&milarly, as students get older
their normative beliefs will be influenced more andre by significant others in their
environment which consequently affects readinguatéis. As identity and a sense of
group belonging become more significant in the olgEr levels, attitudes to reading
may decline as students begin to pursue more $paakteptable (peer related)
activities (McCarthy & Moje, 2002).

The McKenna Model (McKenna et al., 1995) reflecty keliefs of the current socio-
cultural reading perspective. A child’s habitus femiment of social and cultural
background) influences them to think about, feel &ehave in certain ways about
reading. Students’ social and cultural backgrouffécts their access to literacy
activities (print and technological). Students’ded attitudes may change over time
depending on their access to literacy activitidwotigh actively engaging in various
social and cultural literacy activities, studemternalize the purpose of and outcomes
for reading, and the value placed on it by infliEnihembers of their immediate and
technological world. Perceptions teachers hold ndigg students’ attitudes to
reading, and their perceptions of behaviour charestics can influence the reading

activities planned and provided for students. Teeglperceptions can also influence
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the way students view reading as a recreationala@ademic experience. Students’
attitudes to reading and actual engagement witts tetay be influenced not only by

teachers but other adults as well.

The McKenna Model of reading (McKenna et al., 1988w on elements from
several other models and it was chosen as a frarkef@o this current study. A
diagrammatic representation, linking aspects of MeKenna model with key

concepts presented in this study, is presenteaviel&igure 4.3.

Social and Cultural
Environment
* Habitus

Beliefs
Normative / \
Beliefs

Personal Task

Influenced by how
significant others Beliefs Beliefs
view/perceive reading

About the outcomes of About the specific neels
* Parents reading activities of certain situations that
* Siblings * Purposes for engaging involve reading
* Eriends with certain text types
* Teachers 1
* Media
= Attitudes
Towards engaging in
academic and recreational
reading activities
Types of Texts l

Chosen for recreational
and/or academic reading

* Print

Intentions

To physically engage in the
act of reading by being either
* Electronic extrinsically or intrinsically
motivated

\ Behaviour

Level of engagement in
reading activities

Figure 4.3Model of reading

Studies have been conducted over the past decaddeesstigate reading attitudes of
primary students and these studies align with tleKé&hna model (Kazelskis et al.,
2004; Kush & Watkins, 1996; Lazarus & Callahan, @0McKenna et al., 1995;
Worthy et al., 1999). Reading attitudinal varianteprimary aged students have been
highlighted in Chapter 3.
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4.5 CHAPTER REVIEW

In this chapter methodological considerations nedptto this study have been
outlined. The design of the research has been shiscuin terms of the paradigm,
epistemology, framework, time dimensions, and datllection techniques.
Descriptive data on participants were presentedis Tetudy involves the
administration of three instruments - one for studdattitudes to reading), teachers
(perceptions) and parents/guardians (demograparsthe research procedures have
been articulated. Descriptive analyses were coeducin data from students to
establish frequencies and distributions. ANOVAs g@odt hoc (Scheffe) tests were
conducted to establish significance followed by&pal Component Analyses (PCA)
to identify the factor structure of the data sets.

The cohort of participants in this study is notratffied sample and therefore findings
are not completely generalisable. However, thepmwide administration personnel
and teachers at other schools with a valuable hbs$igo students’ possible attitudes
and text preferences and information relating tachers’ perceptions of students’
attitudes to reading. Limitations of the study athlical considerations were outlined
and theoretical models that influenced the consbmcof the Elementary Reading
Attitude Survey (McKenna & Kear, 1990) were presentThe McKenna Model
(McKenna et al., 1995) has been shown to align wlith current socio-cultural
perspective of reading.
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The design of the research has been presentedapt€@hd and contributes one part to
the overall understanding of reading, and thiseftected in Figure 4.3. In the next

chapter, data gathered from this study are disglaye

CHAPTER 3
Literature Review

CHAPTER 1
The Research
Defined

CHAPTER 2

CHAPTER 6
Review and
Synthesis

CHAPTER 4
Design of the
Research

CHAPTER 5
Data
Display

Figure 4.3Thesis overview
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CHAPTER 5
DATA DISPLAY

5.1 CHAPTER OVERVIEW

In this chapter of the thesis, data gathered frardents and teachers are displayed.
Students’ attitudinal and text type preference data teachers’ perception data
collected in this study were analysed using SPS@®pler Software Version 12.0
(SPSS Inc, 2003). Data are presented in four sectodressing each of the research

questions.

Question 21 was added to the Elementary Readiniguddgt Survey for this study.
Therefore to establish reliability of the instrurheQuestion 21 was omitted when
calculating Cronbach alpha coefficients for comgami with McKenna et al.’s (1995)
original study (Questions 1 to 20). Validity of tliElementary Reading Attitude
Survey (McKenna & Kear, 1990) and Teacher CheckNstung, 2003) are stated.
Principal Component Analyses were conducted on @@ students and factor
solutions are presented. Year level, age and gdnefuencies of students’ attitudes
are presented and descriptive data on recreatiandl academic questions are
outlined. ANOVAs and post hoc (Scheffe) analysed fer significant differences
across year level and age for each subscale osttigent survey. An independent
samples t-test tests for significant differences gender and this also is reported.
Cross-tabulations provide frequencies of studeaetgonses for preferred reading text
types. Pearson’s Chi-square tests indicate sigmifie for year level and age.

Independent samples t-tests test for significdifiem@inces in text types for gender.

Descriptive data for the Teacher Checklist (YouRQD3) are presented. Principal
Component Analysis was conducted on data from t¥achnd factor solutions are
presented. ANOVAs and post hoc (Scheffe) analysstisfor significance across year
level and age for each subscale on the Teacher k$te¢Young, 2003). An

independent samples t-test tests for significafferdinces for gender and this is
presented. Contrasts will be made between teacperséptions in lower year levels
and middle/upper year levels and also across stsideges. Furthermore, teachers’

perceptions of students’ enjoyment in reading areetated with their perceptions of
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students’ overall reading achievement in schoot] significance is tested using a
Chi-square test. The outline for this chapter espnted in Figure 5.1.

CHAPTER FIVE: ’
DATA DISPLAY

Chapter . ioti Chapter
- Data Analysis Q1 e Descriptive Data g
Overview Y Student |—| « Recreational Attitudes Review
Survey o Academic Attitudes
Introduction Elementary
Reading
Attitude Q2
e Student * Text Type Preferences
Survey
Checklist Q3 o Descriptive Data
Teacher * Perceptions of Behaviour
Checklist o Perceptions of Active Reading
T Q: e Reading for Enjoyment by
Choe et Overall Achievement in Reading

Figure 5.10verview of Chapter 5

5.2 INTRODUCTION
5.2.1 Reliability and Validity of the Elementary Reading Attitude Survey

Reliability of the Elementary Reading Attitude Seynvnstrument was established by
McKenna et al. (1995) using Cronbach’s Alpha. Coefhts of .74 to .87 for the
recreational subscale, and .81 to .83 for the amadesubscale were reported by
McKenna et al. (1995). Reliability of the ElementaReading Attitude Survey
instrument was calculated for this study using ®emf’s alpha and the coefficient
for the recreational subscale was .77 and for ttedemic subscale it was .81.
Reliability of the instrument used in this studycisnsidered sound and aligns with
that of the original McKenna et al. (1995) study.

Internal validity of a study relates to the infecea that are made regarding causation.
Ensuring strong internal validity is only relevamtstudies that endeavour to establish
causes for observed phenomena. Correlation ofrfgsddoes not indicate causality,
but rather establishes a relationship between &sgéedied. From data gathered in

this study, causal statements cannot be made iagamthy students have certain
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attitudes to reading. Only association can be éskedal between factors and students’
attitudes towards and perceptions of reading. Tosrethe internal validity of the

instrument is regarded weak yet this does not itngacthe study.

Construct validity of the instrument was examin€le instrument was designed to
examine recreational and academic reading attitoflesudents and factor analyses
conducted indicated the existence of these twocslibs Content validity of the
twenty questions was also examined. Content vgliéiates to whether questions are
appropriately worded to measure the desired conceffhen examining
communalities of each of the twenty questions an Erementary Reading Attitude
Survey (McKenna & Kear, 1990) it was noted Quesfi8non the academic subscale
(“how do you feel about reading aloud in class”dren extraction value of .16.
Responses to Question 18 seem to be more focuseteoperformance (reading
aloud) element of the question rather than on ttedemic reading aspect. This
question could be reworded to more appropriatelpsuee the desired concept and

enhance its content validity.

5.2.2 Validity of the Teacher Checklist
Internal validity of the Teacher Checklist (Your§03) is similarly weak, as causal

statements cannot be made. Factor analysis indidhte instrument contains two
subscales — teachers’ perceptions of students’ rgemméassroom behaviour and
teachers’ perceptions of students as readers. rEfliscts subscales identified by
Young (2003). Content validity is sound as commitiesl of each question on the

instrument were within an appropriate range.

5.3 DATA ANALYSIS

Principal Component Analysis enabled an investigatf the factor structures of the
data sets for both the Elementary Reading AttitBdevey (McKenna & Kear, 1990)

and the Teacher Checklist (Young, 2003). The re¢icneand text type subscales of
the Elementary Reading Attitude Survey (McKenna &K 1990) and the Teacher
Checklist (Young, 2003) each reported the existesfcevo factors. The academic
subscale however reported only one factor. The amofvariance captured for the
factor solutions of the Elementary Reading Attit@®ilevey (McKenna & Kear, 1990)

was calculated. It was found that the recreati@n9@%), academic (37.37%) and text

type (54.91%) subscales reported a factor variahogoderate strength. The variance
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reported for the Teacher Checklist (Young, 2003% Wwegher (81.41%) than for the
Elementary Reading Attitude Survey (McKenna & KeE90) subscales. Therefore,
because the factors in the Teacher Checklist (Yo®@f3) captured a higher

percentage of variance, these factors are considerge stronger factors.

The eigenvalues for the Elementary Reading Attit@devey (McKenna & Kear,
1990) and Teacher Checklist (Young, 2003) are tedomnd these indicate the
amount of variation in the total sample that is casded for by each factor.
Eigenvalues less than 1 were eliminated. Howewar,efich instrument subscale,
those factors with eigenvalues over 1 were consiiér contribute to an explanation
of variances. The higher the eigenvalue, the greéagecontribution that factor makes
to accounting for the variation in the sample. Asa@ of the instrument subscales in
this study will be presented below to detail stues, variance, eigenvalues and
loadings of each factor.

5.3.1 Elementary Reading Attitude Survey

5.3.1.1 Recreational and Academic Subscales
The student instrument is organised into recreatiogading attitudes (Questions 1 to
10) and academic reading attitudes (Questions 120)oand both subscales are

presented in a Likert scale format.

Principal Component Analysis was first conductedtloa items for the recreational
subscale within the Elementary Reading AttitudevBur(McKenna & Kear, 1990).
Principal Component Analysis, with varimax rotatiaf the 10 item recreational
subscale (Questions 1 to 10) provided a two fastwution which accounted for
44.99% of the total variance. Factor one presewidid an initial Eigenvalue of 3.26
and factor two presented with an Eigenvalue of 1128 rotated component matrix
indicated the first factor related to Questions25,8, 7 and 1 with each question
having loadings between .54 and .71. This factpierd students’ attitudes towards
reading books in free tim&he second factor related to Questions 9, 13, &)d 4
with each question having loadings between .49 at®l This factor explored

students’ attitudes towar@gsquiring bookgo readin free time

Factor analysis also was conducted on academicalgbdata from the Elementary

Reading Attitude Survey (McKenna & Kear, 1990) neipal Component Analysis of
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the 10 item academic subscale (Questions 11 tqp&8)ded a one factor solution
which accounted for 37.37% of the total variandee $olution could not be rotated as
only one component was extracted. Factor one presevith an initial Eigenvalue of
3.74. The component matrix indicated that thisdactlated to all academic subscale
guestions. This factor explored students’ attitutbegardsreading as a school task
Questions 16, 12, 11, 17, 13, 15, 20, 14 and 1@ wwrluded and all had loadings
between .58 and .74.

5.3.1.2 Text Type Reading Preferences

The students’ Elementary Reading Attitude Surveyckk®hna & Kear, 1990)
instrument contained one question (21) that gathdata on text type preferences and
responses were presented in a yes/no format. Factdyses were conducted on the
seven text types presented. Principal Componenlysisa with varimax rotation, on
the text type data provided a two factor solutidmol accounted for 54.91% of the
total variance. Factor one presented with an indigenvalue of 2.75 and factor two
presented with an Eigenvalue of 1.10. The rotamuponent matrix indicated the
first factor related to factual information magamn factual information books,
newspapers, picture books, comics, and childrereganines. Each text type had
loadings between .57 and .77. The second factategto chapter books and this text
type had a loading of .93.

5.3.2 Teacher Checklist

The teacher instrument contained 17 questions piedean a Likert scale format.

Factor analysis was conducted on teachers’ peoreptiata from the Teacher
Checklist (Young, 2003). Principal Component Anaysvith varimax rotation, of

the 17 perception items provided a two factor sotutvhich accounted for 81.41% of
the total variance. Factor one presented with dialireigenvalue of 1.54 and factor
two presented with an Eigenvalue of 12.30. The fastor related to Questions 6, 7,
3, 4, 2, 1 and 5. Each question had loadings betw&eand .88. This factor explored
teachers’ perceptions of studentgeneral classroom behaviaurThe rotated

component matrix indicated the second factor rdl&@eQuestions 13, 17, 14, 12, 16,
11, 10, 15, 8 and 9. Each question had loadingsdest .79 and .89. This factor

explored teachers’ perceptionssbfidents as readers

96



5.4 ELEMENTARY READING ATTITUDE SURVEY: DESCRIPTIVE DATA

Data from the Elementary Reading Attitude SurveyxKdnna & Kear, 1990) were

first analysed to ascertain the frequency andidigion at each year level, age, and

for male and female students.

5.4.1 Year Level

Year level distribution across the sample was ikedbt evenly spread and can be seen

in Table 5.1.

Table 5.1

Student Distribution Across Year Levels

Frequency Percent
Year 1 48 13.7
Year 2 58 16.5
Year 3 61 17.4
Year 4 43 12.3
Year 5 56 16.0
Year 6 40 114
Year 7 45 12.8
Total 351 100.0
5.4.2 Age

Initially students’ ages were gathered in years ayushths on the survey instrument

for each individual, but due to the spread of agemss the sample these were

converted to an age range. Seven age ranges weserctvith each of the first six age

ranges equating to 11 months i.e. age range 1 eaésyto 6 years 11 months; age

range 2 = 7 years to 7 years 11 months etc. Thentie\age range covered students

aged 12 years to 13 years 11 months. The youndddtwithin the sample was 6

years of age and the eldest was 13 years and lthsadrhe frequency distribution of

ages across the sample is shown in Figure 5.2.
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Figure 5.2Frequency of students’ ages

Distribution of participants in the sample does madlect a normal distribution bell

curve, as a high frequency of students at eaclwvagalesired for this study.

5.4.3 Gender
Gender distribution across the cohort saw 198 ferstaldents (56.4%) and 153 male
students (43.6%) participate in the study.

5.4.4 Recreational and Academic Subscales

Descriptive data were examined further to estabfigan scores for questions on the
recreational and academic subscale to ascertaidsneslating to year level, age, and
gender. The frequency of student responses toetheecreational and ten academic
subscale questions were calculated. Each ‘smileg’ fan the survey instrument was
rated from 4 to 1 (with 4 being very happy througHt being very sad). Recreational
subscale scores ranged from 14 to 40 and acadeivscale scores ranged from 10 to
40.

The mean score for student recreational subscafnses (Questions 1 to 10) was
29.70 with a standard deviation of 5.02. Distribatiof student responses on the
recreational subscale reflected a normal distrbubell curve, and this is shown in

Figure 5.3.
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The mean score for student academic subscale =pdQuestions 11 to 20) was
28.83 with a standard deviation of 5.55. Distribatiof student responses on the
academic subscale reflected a normal distributieth ¢urve, and this is shown in

Figure 5.4.
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Research Question 1:

How do students’ attitudes to reading develop imary school?

5.5 ELEMENTARY READING ATTITUDE SURVEY: RECREATIONAL
READING ATTITUDES

Data for recreational reading attitude subscalestipres (1 to 10) were analysed for
significant differences across year level, age gaedder. ANOVAs and post hoc
(Scheffe) tests were conducted to test for sigaifte of differences. An independent

samples t-test was conducted for gender.

5.5.1 Year Level

Mean scores for each year level indicate trendsdreational subscale data and these

are presented in Figure 5.5.
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Figure 5.5Mean scores: Recreational subscale by year level

Year 5 students (mean 30.96) present with the rositive recreational reading
attitudes, followed by Year 1 students (mean 30.%@gar 6 students (mean 28.68)
present with the least positive recreational regdittitudes. Year 1 students (mean
30.50) have a more positive attitude towards reimeal reading than Year 2 students
(mean 29.17) and Year 5 students (mean 30.96) wene positive than Year 6

students (mean 28.68). Recreational reading agstukere more positive for each
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year from Year 2 (mean 29.17) through to Year 5am&0.96). ANOVAs and post
hoc (Scheffe) tests did not highlight significaiffetences for recreational questions

in relation to year level and this is shown in Eabl2.

Table 5.2

One-Way Analysis of Variance: Recreational Subsbgl¥ear Level

df f Sig.
Ql1ltol0 Between
1.32 .25

Groups
Within

344
Groups
Total 350

5.5.2 Age

Mean scores for age indicate trends in recreaticudlscale data and these are

presented in Figure 5.6.
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Figure 5.6Mean scores: Recreational subscale by age

Students 10 years to 10 years 11 mouidps range Smean 31.26) present with the
most positive recreational reading attitudes, feéd by those 6 years to 6 years 11

monthsage range Xmean 30.39) and this reflects findings for yeael. Students 12
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years to 13 years 11 montage range A{mean 28.87) present with the least positive
academic reading attitudes and this contrastsfthatear level. ANOVAs and post
hoc (Scheffe) tests did not identify a significaffect for age for recreational reading

guestions and this is shown in Table 5.3.

Table 5.3
One-Way Analysis of Variance: Recreational Subsbglage

df f Sig.
Q1tol0 Between
1.68 A2

Groups
Within

344
Groups
Total 350

5.5.3 Gender

Mean scores for gender indicate trends in the atioreal subscale data and these are

presented in Figure 5.7.
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Figure 5.7Mean scores: Recreational subscale by gender

Female students (mean 30.30) present with moretiymsiecreational reading
attitudes than male students (mean 28.93). An imiggnt samples t-test tested for a
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significant difference between recreational att#sido reading and gender. This data

is presented in Table 5.4.

Table 5.4
Independent Samples t-Test: Recreational Subsgaehder

t-test for Equality of Means
t df Sig.
Q1tol0 Equal variances -2.56 349 .01

assumed

The t-test for equality of means indicates restdisthe recreational subscale for
gender are significant (.01). Female students ptesih significantly more positive
recreational reading attitudes than male students.

5.5.4 Summary of Recreational Reading Attitude Finghgs

Significant differences in recreational readingtadies were not noted for year level
and age. A significant difference exists in thereational reading attitudes of male
and female students. Male students prefer to sgeidrecreational time engaged in
other activities and do not exhibit as positivea#titude towards reading during spare

time as female students.

5.6 ELEMENTARY READING ATTITUDE SURVEY: ACADEMIC

READING ATTITUDES

Data for academic reading attitude subscale questjbl to 20) were analysed for
significant differences across year level, age gadder. ANOVAs and post hoc
(Scheffe) tests were conducted to test for sigaifte of differences. An independent

samples t-test was conducted for gender.

5.6.1 Year Level

Mean scores for year level indicate trends in acaclesubscale data and these are

presented in Figure 5.8.
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Figure 5.8Mean scores: Academic subscale by year level

Year 1 students (mean 31.27) present with the rpositive academic reading
attitudes, followed by Year 2 students (mean 30.¥Ear 6 students (mean 26.03)
present with the least positive academic readitipdés. Students in Year 2 0 7 had a
more negative attitude to academic reading thadesits in Year 1 (mean 31.27).
Year 5 (mean 29.54) and Year 7 (mean 27.09) areotihe two year levels where
academic subscale mean scores showed an increas¢hie previous year level. An
ANOVA highlighted a significant difference for acadic questions in relation to

year level and this is shown in Table 5.5.

Table 5.5
One-Way Analysis of Variance: Academic Subscaléday Level

df f Sig.
Q11to20 Between
5.57 <.01

Groups
Within

344
Groups
Total 350
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Post hoc (Scheffe) tests revealed significant difiees for the academic subscale for
year level. Significant differences were found begw Year 2 and Year 6 students,
and Year 1 and Year 7 students. Students in Ydarean 30.41) had more positive
academic reading attitudes than those in Year @(n#&6.03), and Year 1 students

(mean 31.27) were more positive towards reading thase in Year 7 (mean 27.09).

5.6.2 Age
Mean scores for age indicate trends in academiscsid data and these are presented

in Figure 5.9.
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Figure 5.9Mean scores: Academic subscale by age

Students 6 years to 6 years 11 momihs range mean 31.26) present with the most
positive academic reading attitudes, followed hydehts aged 7 years to 7 years 11
monthsage range Zmean 30.52). Those students in age range 6 (2®&8) present
with the least positive academic reading attitudege range 5 (mean 29.64) and age
range 7 (mean 26.67) are two points where acaderading attitudes of students are
more positive than in the previous age range. D@ser analysis findings for age
align with year level findings. An ANOVA identified significant effect for age for

the academic reading questions and this is showalie 5.6.
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Table 5.6
One-Way Analysis of Variance: Academic Subscalkeday

df f Sig.
Q11to20 Between
6.06 <.01

Groups
Within

344
Groups
Total 350

Post hoc (Scheffe) tests revealed significant difiees for the academic subscale for
age. Significant differences were found betweedestts aged 6 years to 6 years 11
months (mean 31.26) and 7 years to 7 years 11 mdniean 30.52) compared to

students aged 11 years to 11 years 11 months (&&388) and 12 years to 13 years
11 months (mean 26.67). Younger students were faiondhave more positive

academic reading attitudes than older students.

5.6.3 Gender
Mean scores for gender indicate trends in acadsufiscale data. These are presented

in Figure 5.10.
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Figure 5.10Mean scores: Academic subscale by gender
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Female students (mean 29.28) present with mordiy@msicademic reading attitudes
than male students (mean 28.25). This data is piesen Table 5.7. An independent
samples t-test was conducted for academic attittmlesading for gender to test for

significance. This is shown in Table 5.7.

Table 5.7
Independent Samples t-Test: Academic Subscale myeGe

t-test for Equality of Means
t df Sig.
Q11to20 Equal variances -2.56 349 .01

assumed

The t-test for equality of means indicates redialitshe academic subscale for gender
are significant (.01). Female students present vsinificantly more positive

academic reading attitudes than male students.

5.6.4 Summary of Academic Reading Attitude Findings

Significant differences in academic reading ateidof students have been
highlighted for year level and age. Older studemtsademic reading attitudes are
more negative than younger students’ academic mgadltitudes. There also does
appear to be a significant difference in academéaling attitudes of male and female
students. Female students present with signifigantbre positive attitudes to

academically reading in school than male students.

Research Question 2:

How do students’ preferences for reading diffetert types

develop in primary school?

5.7 ELEMENTARY READING ATTITUDE SURVEY: TEXT TYPE
PREFERENCES

Students’ text type reading preferences (Q21) @ndtlapted Elementary Reading
Attitude Survey (McKenna & Kear, 1990) were anatise ascertain the frequency
for each text type at each year level, age, andniafe and female students.

Descriptive data generally highlight a variatiortemt type reading preferences across



primary year levels, ages and for male and femalgesits. Pearson’s Chi-square test

tests for significant differences for year levegjeaand gender variables.

5.7.1 Year Level
Cross-tabulation analyses for year level indicegads in text type reading preference

data for picture books, chapter books, factual rinftion books, children’s
magazines, factual information magazines, comiak reewspapers. Chi-square tests
indicate significance of year level differences.tdé&or text types are presented in
Figures 5.11, 5.12, and 5.13.
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Figure 5.11Picture, Chapter and Information Book preferengegdar level

Interest in reading picture, chapter and factudbrmation books varies across
primary year levels. Students in Years 1, 2, apde3ent with very positive attitudes
towards reading picture books. However studentégars 4 to 7 do not present with
positive attitudes towards reading picture booksaiier books are popular with most
year levels, bar Year 1 and they are the prefdvmak type of Year 4 to 7 students.
Year 5 students present with the most positiveualiis towards reading chapter
books. Younger students have a more positive istenereading factual information

books than older students. However a slight risiterest compared to the previous

year level occurs in Year 5 and Year 7 students.
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Figure 5.12Children’s and Factual Information Magazine prefiees by year level

Older students have a less positive interest idingafactual information magazines
compared to younger primary level students, althcaugise in interest occurs in Year
5 students. Interest in reading children’s magazisesimilarly less positive in older

students than younger students. However risedenast are evident in Years 3, 5 and
7 students. Children’s magazines are the more ipeefenagazine type across year

levels.
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Figure 5.13Comic and Newspaper preferences by year level

Older students have a less positive interest tosveedding newspapers and comics.
However, there is a rise in interest in reading icsmoted in Year 5 students. Interest
in reading comics is most evident with Years 1323and 5 students. Comics are a

more preferred reading type for primary studends thewspapers.

Pearson Chi-square tests were conducted to tessigmficance of differences
between students’ preferred types of texts and yeeel. All text types were

significant for year level at the <.01 level anstis presented in Table 5.8.

Table 5.8

Chi-Square Tests for Text Type Preferences by lYesel

Pearson Chi-Square Test Value df Asymp. Sig.(2eBide
Picture Books 95.31 6 <.01

Chapter Books 38.70 6 <.01

Factual Information Books 60.50 6 <.01

Children’s Magazines 17.05 6 <.01

Factual Information Magazines 42.03 6 <.01

Comics 40.69 6 <.01

Newspapers 34.49 6 <.01




5.7.2 Age
Cross-tabulation analyses for age indicate trends»it type reading preference data

for picture books, chapter books, factual informatbooks, children’s magazines,
factual information magazines, comics and newsap€hi-square tests indicate
significance of age differences. Data for each tgpé are presented in Figures 5.14,
5.15 and 5.16.
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Figure 5.14Picture, Chapter and Information Book preferengeade

The data indicate that as students get older thi#rest in reading picture, chapter
and factual information books changes. Youngeresitglprefer to read picture books
compared to older students. Chapter books are aopith students of all ages, bar
those 6 years to 6 years 11 monthge( range L Chapter books are the preferred
book type of students aged from 9 years to 9 ygamnonths through to 12 years to
13 years 11 monthage ranges 4 to)7 Students aged 10 years to 10 years 11 months
(age rangeb) present with the most positive attitudes towasdsling chapter books,
followed closely by students aged 12 years to 1&s/d1 monthsage range Y.
Older students’ interest in reading factual infotimra books is more negative than
younger students’ interest. However there is a insmterest from the previous age
ranges for students aged 10 years to 10 years hihsv@ge ranged) and 12 years to
13 years 11 monthgage range Y. These findings reflect those for year level.
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Figure 5.15Children’s and Factual Information Magazine prefiees by age

Older students have a more negative interest singdactual information magazines
than younger students. There is a rise in intef@streading factual information
magazines in students aged 10 years to 10 yearaohihs &ge range b Older
students similarly have a more negative intereseading children’s magazines than
younger students. However rises in interest argegxiin students aged 10 years to 10
years 11 monthsaje rangeb) and 12 years to 13 years 11 monthge(range7).
Students tend to prefer to read children’s magazimereso than factual information

magazines. These findings reflect those for yeaalle
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Figure 5.16Comic and Newspaper preferences by age

Older students’ interest in reading newspapers @dics is more negative than
younger students’ interest. A rise in interestased in students aged 10 years to 10
years 11 monthsafle range h Positive interest in reading comics is seentuadants
aged 6 years to 6 years 11 montage(range ), 7 years to 7 years 11 monttzgé
range 3, 8 years to 8 years 11 montlagé¢ range3) and 10 years to 10 years 11
months &ge range h Comics are a more preferred type of text fomary aged

students than newspapers. These findings reflesetfor year level.

Pearson Chi-square tests were conducted to tessigmficance of differences
between students’ preferred types of texts and Athdext types were found to be

significant for age at the <.01 level and thishiewn in Table 5.9.
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Table 5.9
Chi-Square Tests for Text Type Preferences by Age

Pearson Chi-Square Test Value df Asymp. Sig. (Bebid
Picture Books 94.23 6 <.01

Chapter Books 32.79 6 <.01

Factual Information Books 66.18 5 <.01

Children’s Magazines 19.64 6 <.01

Factual Information Magazines 42.04 6 <.01

Comics 37.98 6 <.01

Newspapers 40.35 6 <.01

5.7.3 Gender

Cross-tabulation analyses for gender indicate sa@ndext type reading preference
data for picture books, chapter books, factual rinftion books, children’s
magazines, factual information magazines, comiak reewspapers. Chi-square tests
indicate significance of gender differences. Datadach text type are presented in
Figures 5.17, 5.18, and 5.19.
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Figure 5.17Picture, Chapter and Information Book preferengegdnder

Overall, female and male students prefer to reaaptelmn books, however female
students show a stronger preference (n=148) thdm stiedents (n=100). Female
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students (n=106) also prefer to read picture baokse than male students (n=73).
Preference for reading factual information book&idy equitable for gender (males
73; females 78).
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Figure 5.18Children’s and Factual Information Magazine prefiees by gender

Female students have a stronger preference foringeachildren’s magazines
compared to male students. Female and male stutamésa similar preference for
reading factual information magazines. Female (6F1&hd male (n=80) students
tend to prefer to read children’s magazines ovetutd information magazines

(female n=66; male n=54).
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Figure 5.19Comic and Newspaper preferences by gender

Female students (n=56) show slightly more of agyeefce for reading newspapers
than male students (n=45). However the preferencerdading comics is similar
(female n= 107; male n=106). Comics are more predeby females and males than

newspapers.

Pearson Chi-square tests were conducted to tessigmficance of differences
between students’ preferred types of texts and gendhildren’s magazines and
comics were the only text types that showed a ogmt difference for gender and
this is shown in Table 5.10.

Table 5.10
Chi-Square Tests for Text Type Preferences by Gende

Pearson Chi-Square Test Value df Asymp. Sig. (Bejid
Picture Books 1.17 1 .28

Chapter Books 3.34 1 .07

Factual Information Books 2.44 1 15

Children’s Magazines 4.43 1 .04

Factual Information Magazines .15 1 .70

Comics 8.40 1 <.01

Newspapers .05 1 .82




5.7.4 Summary of Text Type Reading Preferences

Comparisons were made between the total numbeesgonses for all text types
listed in Question 21 of the Elementary Readingtéde Survey (McKenna & Kear,
1990). The most preferred text type of primary seiid was found to be chapter
books (n=248). Children’s magazines (n=225) andicern=213) were also very
popular. Factual information magazines (n=120) aedspapers (n=101) were the
least preferred text types of primary students.afogsponses for text types are

presented in Figure 5.20 and findings for yearlleage and gender are summarized.
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Figure 5.20Total responses for text types

Picture, chapter and factual information books

Students have a more positive attitude towardsimgagicture books in the early

primary ages and year levels. Chapter books arem preferred type of text for

older students who are in middle and upper primgsr levels. Female students
prefer to read picture and chapter books more thale students. Interest in reading
information books declines as students get oldérranve throughout primary year
levels. Both male and female students show a gineheel of interest in reading

information books.



Children’s and factual magazines

Older students’ interest in reading both factuadl ahildren’s magazines is more
negative than younger students’ interest. Childrenagazines are more popular, and
interest in reading them rises in Years 3, 5 andrémale students show a more
positive attitude towards reading information ardldren’s magazines than male

students.

Comics and Newspapers

Older students’ interest in reading newspapers @ndics is more negative than

younger students’ interest. Comics are more poptian newspapers. Female

students have a more positive attitude towardsmgatewspapers than male students.

Interest in reading comics is similar for femalel amale students.

Research Question 3:

What perceptions do teachers have of their students

classroom behaviour and attitudes to reading?

5.8 TEACHER CHECKLIST: DESCRIPTIVE DATA

5.8.1 Behaviour and Reading Subscales

Descriptive data were examined to establish meamescfor questions on the
behaviour and reading subscale to ascertain tnea$ng to students’ year level, age
and gender. The frequency of teachers’ responsdietseven behaviour and ten
reading subscale questions were calculated. Eagomee from teachers was rated
from 4 to 1 (with 4 being excellent through to 1lirfge developing). Behaviour
subscale scores ranged from —1.86 to 2.79 andngadbscale scores ranged from —
2.371t0 2.75.

The mean score for teachers’ behaviour subscgi@mess (Questions 1 to 8) was
-1.69 with a standard deviation of 1.00. Distributiof teachers’ responses on the
behaviour subscale reflected a normal distribubieh curve, and this can be seen in
Figure 5.21.

11€



80—

Frequency
8
1

20—

Mean = -1.6436505E-
16

Std. Dev. = 1.00000
N =349

0

1 1

200000 -1.00000 000000  1,00000 200000  3.00000
Behaviour

Figure 5.21Distribution of scores for the behaviour subscale

The mean score for teachers’ reading subscale mespdqQuestions 8 to 17) was —
1.64 with a standard deviation of 1.00. Distribatiof teachers’ responses on the
reading subscale reflected a normal distributiolh berve. This is highlighted in
Figure 5.22.
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Figure 5.22Distribution of scores for the reading subscale
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5.9 TEACHER CHECKLIST: PERCEPTIONS OF BEHAVIOUR

Data for teachers’ perceptions of students’ behavsobscale questions (1 to 7) were
analysed for significant differences across yeeelleage and gender. ANOVAs and
post hoc (Scheffe) tests were conducted to testsignificance of differences.

Contrast tests indicate significance of findingsaeen lower and middle/upper year

levels and ages of students. An independent sartyss was conducted for gender.

5.9.1 Year Level
Mean scores for each year level indicate trendea@rbehaviour subscale data. These

are presented in Figure 5.23.
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Figure 5.23Mean scores: Behaviour subscale by year level

Year 5 (mean .29) teachers have the most positereeption of their students’
behaviour, followed by Year 3 (mean .14) and Yedmgéan .13) teachers. Year 7
(mean -.28) and Year 4 (mean -.27) teachers hamegative perception of their
students’ classroom behaviour. An ANOVA highlightadsignificant difference for

the behavioural questions in relation to year leVhls is shown in Table 5.11.
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Table 5.11
One-Way Analysis of Variance: Behaviour Subscal¥dnr Level

df f Sig.
Q1-7 Between
2.36 .03

Groups
Within

342
Groups
Total 348

Post hoc (Scheffe) tests did not indicate signifteabetween teachers’ perceptions
across year level. A contrast test was conductethdizate any contrast between

teachers’ perceptions in Years 1 to 3 and Yeaos# This is presented in Table 5.12.

Table 5.12

Contrast Test: Behaviour Subscale by Year Level

t df Sig. (2-tailed)

Q1-7 Assume equal .41 342 .69

variances

The contrast test did not identify a significantffelience between teachers’
perceptions of behaviour in the lower year leveisipared to middle and upper year

levels.

5.9.2 Age
Mean scores for age indicate trends in the behawobscale data and these are

presented in Figure 5.24.
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Figure 5.24Mean scores: Behaviour subscale by age

Teachers of students aged 8 years to 8 years lithaege range Imean .22) have
the most positive perception of students’ behayitollowed by teachers of students
aged 10 years to 10 years 11 mor#hs range §mean .19) and 11 years to 11 years
11 monthsage range mean .18). Teachers of students aged 9 yearsy&a® 11
monthsage range 4mean -.34) have the least positive perceptiorheir tstudents’
behaviour. An ANOVA identified a significant effedor age for the behaviour

guestions as shown in Table 5.13.

Table 5.13

One-Way Analysis of Variance: Behaviour Subscale bjge

df f Sig.
Q1-7 Between
2.22 .04

Groups
Within

342
Groups
Total 348

Post hoc (Scheffe) tests did not indicate signiiteabetween teachers’ perceptions

across age. A contrast test was conducted to iredégay contrast between teachers’
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perceptions of students aged 6 years to 8 yearadiiths ége ranges 1 t@) and 9
years to 13 years 11 montlagé ranges 4 to)7 This is presented in Table 5.14.

Table 5.14

Contrast Test: Behaviour Subscale by Age

t df Sig. (2-tailed)

Q1-7 Assume equal .76 342 .45

variances

The contrast test did not identify a significantffelience between teachers’

perceptions of younger students’ behaviour comparedder students’ behaviour.

5.9.3 Gender
Mean scores for gender indicate trends in the bhebagubscale data and these are

presented in Figure 5.25.
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Figure 5.25Mean scores: Behaviour subscale by gender

Teachers perceive male students (mean .37) to betmawe appropriately in class

than female students (mean -.28).
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An independent samples t-test was conducted fobéaviour subscale for gender
and this data is presented in Table 5.15.

Table 5.15

Independent Samples t-Test: Behaviour Subscaleshgé?

t-test for Equality of Means
t df Sig.
Q1to7  Equal variances 6.35 347 <.01

assumed

The t-test for equality of means indicates thera isignificant difference between

teachers’ perceptions of behaviour for male andaferstudents.

5.9.4 Summary of Behaviour Subscale Findings

Significance in teachers’ perceptions of studeb&haviour for year level and age
have been indicated, however post hoc (Schefféd tes not report any significance.
Teachers of students in the younger year levelsepsr behaviour to improve.

However declines in perceptions occur by teachéstumlents in Years 4, 6 and 7.
Contrast tests have not highlighted significancéwvben teachers’ perceptions of
students’ behaviour and year level or age. Theaesignificant difference in teachers’
perceptions of males and females behaviour. Tesicherceive male students behave

more appropriately in class than female students.

5.10 TEACHER CHECKLIST: PERCEPTIONS OF READING

Data for teachers’ perceptions of students’ readuigscale questions (8 to 17) were
analysed for significant differences across yeeelleage and gender. ANOVAs and
post hoc (Scheffe) tests were conducted to testsignificance of differences.
Contrast tests indicate any significance of findifgetween lower and middle/upper
year levels and ages of students. An independenplea t-test was conducted for
gender.

5.10.1 Year Level

Mean scores for each year level indicate trendearreading subscale data and these

are presented in Figure 5.26.
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Figure 5.26Mean scores: Reading subscale by year level

Year 5 (mean .45) teachers’ have the most pogireeption of students’ as readers
and Year 7 (mean -.34) teachers’ have the leastiyoperceptions of their students
as readers. An ANOVA highlighted a significant di#énce for the reading questions

in relation to year level. This is shown in Tablé&

Table 5.16

One-Way Analysis of Variance: Reading Subscalecay lyevel

df f Sig.
Q8-17 Between
] 3.00 <.01
Reading Groups
Within
342
Groups
Total 348

Post hoc (Scheffe) tests revealed a significarfié@ihce for the reading subscale for
year level. Significant differences were found bstw teachers’ perceptions of
students in Year 7 and Year 5. Teachers of Yeané&af .45) students had a more
positive perception of them as readers comparedear 7 teachers’ (mean -.34)

perceptions.
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A contrast test was conducted to indicate any Bagmce between teachers’

perceptions in Years 1 to 3 and Years 4 to 7 aisddtpresented in Table 5.17.

Table 5.17

Contrast Test: Reading Subscale by Year Level

t df Sig. (2-tailed)

Q8-17 Assume equal -.86 342 .39

variances

The contrast test did not identify a significantffaience between teachers’
perceptions of students’ reading in the lower yieaels compared to middle and

upper year levels.

5.10.2 Age
Mean scores for age indicate trends in academiscsailb data and these are presented

in Figure 5.27.
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Figure 5.27Mean scores: Reading subscale by age

Teachers of students aged 10 years to 10 yearsobthsage range S§mean .42)
have the most positive perceptions of studenteaders. Teachers of students in the

other age ranges did not have a positive percepfitimeir students as readers,
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especially those teachers of students aged 8 yeasears 11 monthage range 3
(mean -.17) and 12 years to 13 years 11 magesrange {mean -.16). An ANOVA
identified a significant difference for the readiggestions in relation to age and this

is shown in Table 5.18.

Table 5.18
One-Way Analysis of Variance: Reading Subscaledgey A

df f Sig.
Q8tol7  Between
2.37 .03

Groups
Within

342
Groups
Total 348

Post hoc (Scheffe) tests did not indicate signifteafor reading by age. A contrast
test was conducted to indicate significance betwstadents aged 6 years to 8 years
11 months #ge ranges 1 t8) and 9 years to 13 years 11 montuge(ranges 4 to)7
This is presented in Table 5.19.

Table 5.19
Contrast Test: Reading Subscale by Age

t df Sig. (2-tailed)

Q8-17 Assume equal -1.34 342 .18

variances

The contrast test did not identify a significantffaience between teachers’

perceptions of younger students’ reading comparedder students’ reading.

5.10.3 Gender
Mean scores for gender indicate trends in the ngadubscale data and these are
presented in Figure 5.28.



0.5

0.4 -

0.3 A

0.2 4

0.1+

Mean of Reading

-0.14

-0.2 1

-0.3 1

-0.4
Male Female
Gender

Figure 5.28Mean scores: Reading subscale by gender

Teachers perceive male students (mean .07) to be pasitive about reading than

female students (mean -.06).

An independent samples t-test was conducted fordhding subscale for gender.

This data is presented in Table 5.20.

Table 5.20

Independent Samples t-Test: Reading Subscale byeGen

t-test for Equality of Means
t df Sig.
Q8tol7 Equal variances 1.22 347 .23

assumed

The t-test for equality of means indicates theneoisa significant difference between

teachers’ perceptions of male and female studaitifide to reading.

5.10.4 Summary of Reading Subscale Findings

Differences in teachers’ perceptions of studertt#uae to reading for year level and
age have been indicated. Post hoc (Scheffe) tests hot indicated significance for

age. However there is a significant differenceykar level. Teachers of students in

12¢



Years 1 to 2 and Years 3 to 5 perceive studenssling attitudes improve. However
teachers in Years 3, 6 and 7 have a more negagéixeeption of students’ reading
attitudes compared to teachers in the previous la@l. Year 5 teachers perceive
their students to be significantly more positiveoatbreading compared to Year 7
teachers’ perceptions of their students. Contests thave not highlighted significance
between teachers’ perceptions of students’ leveteafling and year level or age.
Teachers’ perceive male students to be more engagetkrs than female students,
although this is not statistically significant.

Research Question 4:
What is the relationship between teachers’ peromgtiof students’ attitudes to
reading for enjoyment and their overall achievemantading?

5.11 TEACHER CHECKLIST: CORRELATION OF ENJOYMENT AN D
ACHIEVEMENT

Teachers’ perceptions of students’ recreational acatlemic reading attitudes were
gathered on the Teacher Checklist (Young, 2003ja @@ teachers’ perceptions of
students’ attitude to reading for enjoyment in slgQuestion 8) and their overall

achievement in school reading (Question 17) weatyarad.

A Pearson’s correlation tested whether a bivaraigelation exists between two
items (Questions 8 and 17) on the Teacher’'s ChatdRfioung, 2003). This is shown
in Table 5.21.



Table 5.21

Correlation: Teachers’ Perceptions of Students’ éleg for Enjoyment and Overall

Achievement in Reading

Q8 Reading for Q17 Overall
Enjoyment Achievement in
Reading
Q8 Reading for Pearson 1 T7(*%)
Enjoyment Correlation
Sig. (2-tailed) <.01
N 349 349
Q17 Overall Pearson T7(%%) 1
Achievement in  Correlation
Reading
Sig. (2-tailed) <.01
N 349 349

A correlation of .77 exists for the two questiodernitified and this was significant (at
the .01 level).

Cross-tabulation analyses provide data indicatimegftequency of responses for both
questions for each of the four Likert responsevdhigping, satisfactory, good and
excellent) listed on the Teacher Checklist (You2@)3). Data are presented in Table
5.22.

Table 5.22
Teachers’ Perceptions of Students’ Reading for {ingnt by Overall Achievement in
Reading
Q 8 Reading for Enjoyment
Developing Satisfactory Good  Excellent Total

Developing 104 12 2 0 118
Q17 Overall Satisfactory 40 68 11 0 119
Achievement Good 2 22 47 5 76
in Reading Excellent 2 6 12 16 36

Total 148 108 72 21 349
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Thirty percent of teachers who perceive studentsndb enjoy reading at school
(developing) also perceive they have a very lovel®f overall reading achievement.
Only 0.6% of teachers who perceived students hapesitive attitude to reading
(good and excellent) for enjoyment also perceivesly thad a low level of reading
achievement (developing). Twenty-three perceneathers indicated they perceived
students who enjoyed reading at school (good armtllext) also achieved well
academically in reading (good and excellent). Anly2s of teachers thought students
who did not enjoy reading at school (developing) aahieve highly in reading (good
and excellent). Teachers at the school perceivdests to have a low level of

enjoyment and achievement for reading.

A Pearson Chi-square test was conducted to testsithr@ficance of differences
between teachers’ perceptions of students’ readdmgpyment and academic
achievement in reading. Significance was indicaaédhe <.01 level and this is

presented in Table 5.23.

Table 5.23
Chi-Square Tests for Teachers’ PerceptiofisStudents’ Enjoyment by Achievement
in Reading
Value df Asymp. Sig. (2-sided)
Pearson Chi-square 341.58 9 <.01
N of Valid Cases 349

5.11.1 Summary of Correlation Findings

Significance in teachers’ perceptions of studeatgoyment of reading and overall
achievement in reading has been highlighted. Teatlperceive that as students’
level of reading achievement increases so too th@asslevel of enjoyment in reading.
Therefore, teachers believe that the more studeetable to academically read, the

more they like it and want to read for recreatiqgnaiposes.
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5.12 CHAPTER REVIEW

Data from students and teachers have been dispiaybis Chapter. Firstly, students’

attitudes for recreational and academic readind tlaeir text type reading preferences
have been detailed. Secondly, teachers’ perceptibtizeir students’ behaviour and

attitudes to read were presented. The relationsbtgveen teachers’ perceptions of
students’ enjoyment of reading in class and the@rall achievement in reading also

have been discussed.

Descriptive analyses were initially conducted amdvige an insight into general
trends in data relating to year level, age and gentlstudents. Principal Component
Analyses were conducted on students’ attitude amdegence data, and also on
teachers’ perception data, and factor solutionsewgresented. ANOVAs were
conducted on data from students and teachers tmiegadifferences for year level
and age. Post hoc (Scheffe) tests tested for gignde of year level and age
differences and independent samples t-tests werducted to test for significance for
gender. Pearson Chi-square tests tested for signtffidifferences for students’
preferred text types and Pearson’s Correlation lighted the relationship between

teachers’ perceptions of students’ enjoyment adirepand reading achievement.

A display of data from students and teachers has Ipgesented in Chapter 5 and
contributes one part to the overall understandihgeading, and this is reflected in
Figure 5.29. In the next Chapter conclusions wél tnade and recommendations

suggested.

CHAPTER 1
The Research
Defined

CHAPTER 3
Literature Review

CHAPTER 6
Review and
Synthesis

CHAPTER 4
Design of the
Research

CHAPTER 5
Data
Display

Figure 5.29Thesis overview
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CHAPTER 6
REVIEW AND SYNTHESIS

6.1 CHAPTER OVERVIEW

This study has been a purposeful inquiry into stigleattitudes towards reading and
their text preferences. In addition, teachers’ gptions of students’ attitudes also
have been examined. Four research questions hadedgthis study and these have
illustrated how students feel about engaging irdireg both for recreational and
academic purposes, and how teachers perceivestiigients’ behaviour and attitudes

to reading.

Each chapter in this thesis has presented a valymdte of the picture into students’
attitudes towards and teachers’ perceptions of teeiding. This chapter presents the
final piece by drawing together findings, conclusicand recommendations. Finally,
these recommendations are aligned with key Natiandl System recommendations
and directions for further research are highlightdd overview of Chapter 6 is

presented in Figure 6.1.
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6.2 PURPOSE OF THE RESEARCH

The purpose of this study is to explore studergsteational and academic reading
attitudes and text type preferences as well ashézsat perceptions of students’

classroom behaviour and attitudes to read so a mooraprehensive informed

understanding of reading can be gained. This kndydehelps teachers design
innovations in curriculum content and practice alslo promotes relevant future
resourcing of texts for use in classrooms. Consettyyeclassroom reading activities

can become more recreationally and academicalyaet for today’s students.

The study involved students (in Years 1 to 7) aathers from a Brisbane Catholic

Education Archdiocesan primary school. It is refevia that it aligns with the current

National agenda on Australian students’ litera@ndards. The area of reading has

been researched widely over the past decade. Howie study adds its own value

as it examines students’ reading attitudes and peaterences and their teachers’

perceptions of students’ attitudes. Four researgdstipns have guided this study.

These are:

1. How do students’ attitudes to reading developrimary school?

2. How do students’ preferences for reading difietext types develop in primary
school?

3. What perceptions do teachers have of their ststlelassroom behaviour and
attitudes to reading?

4. What is the relationship between teachers’ imes of students’ attitudes to
reading for enjoyment and their overall achreeat in reading?

6.3 OVERVIEW OF THE STUDY

The thesis is divided into six chapters and eadchptEhr contributed one part to a
detailed understanding of the study. In Chaptehel research questions, problem,
purpose and significance are stated. The reseaicih@roduced and experiences that
led to this study being conducted are articulatéte research site is explained to

situate the study in an educational context.

The study is contextualised in Chapter 2 in lightrelevant National, State and
System literacy agendas. The Adelaide Declaratiantlte National Goals for
Schooling in the Twenty-First century (MCEETYA, 299 presents National

educational guidelines for schools. National litgratandards of Australian students
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also are summarized in this Chapter. The introdactf the new outcomes-based
Queensland English Syllabus (Queensland Studiesoft, 2005a) and the current
Year 2 Diagnostic Net (Department of Education & #rts, 1998) enable teachers to
understand and assess student literacy performadiggt of documented levels and
phases. The Queensland Reform Longitudinal Studygérd et al., 2001), Literate
Futures project (Department of Education, 2000)d adew Basics Project
(Department of Education & the Arts, 2004) addiesgissues of literacy access and
power in increasingly diverse student populatiomsl dhese State projects are
detailed. Trends in the data from Queensland Ye&rdhd 7 statewide literacy tests
(Queensland Studies Authority, 2003, 2004a) arenexed and Brisbane Catholic
Education’s framework (Catholic Education Archdisee of Brisbane, 2005)
documents are discussed. Demographic detailsrgladistudents’ family and school

suburb are provided to contextualise data present€tapter 5.

A review of relevant literature is presented in Qiea 3. The history of reading
theories throughout the last century is detailedelsas students’ innate influences of
motivation, curiosity and self-efficacy. Family inénces on reading and school-based
influences also are detailed. Motivational andtatinal instruments used by key
researchers are presented along with related fisdihese findings influence the

understanding teachers have of their studentsngadiitudes and motivation.

The research design that aligns with the reseauneBtapns is presented in Chapter 4.
The paradigm for this study is quantitative andojterates within an objectivist

epistemology. Research principles align with a fpastic framework. Research must
be reliable and valid and these concepts are dkfiflee cross-sectional nature of the
design enables data to be collected using a consoovey technique across the
primary school including Years 1 to 7. Participamsstting, instruments and research
procedures are explained along with methods ofyaislemployed to reduce and
examine the data findings. Generalisability of datamitations and ethical

considerations are documented and the theoretaalework is discussed.

Data gathered from two quantitative surveys, ooenfistudents and the other from
teachers, are displayed in Chapter 5. Data areeipied in four sections addressing

each research question. Differences for year lexgd,and gender are explored for
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each research guestion. Reliability and validityirsftruments used in this study are

outlined.

Data displayed in Chapter 5 are reviewed and sgizbé in Chapter 6. The four key
research questions are answered in this Chapteoragusions are drawn regarding
students’ attitudes and preferences for readingvels as teachers’ perceptions of
students’ attitudes to reading. Recommendations raesle in light of these

conclusions and are linked with current Nationadl &ystem documents. Directions

for future research are suggested.

6.4 RESEARCH QUESTIONS ANSWERED
This section of the chapter draws together findirggating to each research question

with data being drawn from participating studemtd geachers.

6.4.1 First Research Question

The first research question examined studentsue#s to recreational and academic
reading. Attitudes are presented and year leve,aagl gender variances are noted.

The first research question is:

* How do students’ attitudes to reading developiimary school?

Firstly, recreational reading attitudes of studewesre investigated in relation to
students’ attitudes to recreational reading andias found recreational reading is
more preferred by students in Years 3 to 7 thamdero&k reading. In this study,

students in Years 2 to Year 5 had positive readitijudes. This contrasts with

findings from Davies and Brember (1993) where itswiaund that recreational

reading engagement of students were more negatiessathe primary years. At the
school where the study was conducted, studentearsrl to 4 attend weekly library
lessons. During these visits students are intradlucea variety of texts. These
sessions have a recreational reading emphasisr réiidnie an academic focus. This
may contribute to the positive attitudes of studeatvards recreational reading. Male
and female students prefer recreational reading avademic reading. Furthermore,
female students have more positive recreationdalidéts towards reading than male
students who appear to prefer to spend their reéored time engaged in activities

other than reading. This finding supports that ak& and Wigfield (1999), Brozo
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and Schmelzer (1997), Fielding (1998), Kush and Ritat(1996) and Parker and
Paradis (1986).

Secondly, students’ attitudes to academic readenmpaled reading attitudes of
students in Year 1 and Year 2 are more positive doademic reading than
recreational reading. In this study older studeraiitudes presented with more
negative attitudes towards academic reading. Tipparts findings from Kush and
Watkins (1996), McKenna et al. (1995), Sainsburg 8nhagen (2004) and Worthy et
al. (1999). Female students were found to presetit more positive academic
reading attitudes compared to male students arsl refiects findings from the

aforementioned researchers.

6.4.2 Second Research Question

The second research question explored types of tettidents prefer to read.
Preferences are presented and year level, age eardkigvariances are noted. The

second research question is:

* How do students’ preferences for reading différtext types develop in

primary school?

Students in early primary years prefer picture lsoekhereas students in upper
primary years prefer chapter books. The most predetype of text is chapter books,
followed by children’s magazines and comics. Oldardents’ interest in reading
information books, magazines, comics and newspap&s more negative than
younger students’ interest. Female students showve mba preference for reading
picture and chapter books and magazines compamdleostudents. Both female and
male students show an equitable level of interestading factual information books

and comics.

Davies and Brember (1993) found that 94% of primaged students they studied
rated fiction as their preferred recreational regdmnaterial. However this study’s
findings contrast this as only 34.5% of studergst type preference responses were
for fiction texts. Findings from this study supp@®avies and Brember’s (1993, 1995)
findings in that interest in recreational readifigndormation texts was more negative
in the upper primary year levels. Furthermore, Pavand Brember's (1995)

assertions that comics become more popular tegstjgr students than information



books (as students got older) was replicated m ghidy. Interest in reading comics
has been previously reported to increase from Yéais 6, and comics have been
stated as being the preferred reading materiale#r¥e students (Parker & Paradis,
1986; Worthy et al., 1999). Findings from this stutid not align with these previous
findings. The increase in the availability of etecic print may be impacting upon
students’ reading preferences. Students today reasndire inclined to read factual
informational texts (through email and the inteyrleain engage in reading print-based

fictional texts.

6.4.3 Third Research Question
The third research question identified the peromgtiteachers have about their

students’ behaviour in class and attitudes towaedsling. Variances for year level,

age and gender are noted. The third research goesti

* What perceptions do teachers have of their stigtletassroom behaviour

and attitudes to reading?

Firstly, teachers’ perceptions of their studenthdwviour were investigated and it was
found that their perceptions of students’ behavimoproves throughout the early
years (Years 1-3). However these perceptions a® pesitive in Year 4, before
positively peaking in Year 5. Teachers’ perceptiofstudents’ behaviour is more
negative again in Year 6 and Year 7. Furthermeachers were found to have more

positive perceptions of male than female studdsgkaviour in class.

Teachers’ perceptions of students’ behaviour déffiethroughout primary years. In
this study, teachers perceive students’ behavisugeinerally less positive in the
middle and upper primary years. Students in thesa Yevels (Years 4 to 7) are
becoming more independent learners who are expldhgir interests and they are
forming their identity as a person and a learned @o behaviour can vary
considerably over time (Baker & Wigfield, 1999; we Broaddus, 2001). A

developing sense of identity influences studentsiegal classroom behaviour and
their attitudes towards and engagement in readWgCéarthy & Moje, 2002).

Teachers’ perceptions of student behaviour antudétiaffects the way they plan for

and manage reading activities in class.
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Secondly, teachers’ perceptions of students’ dtuo reading were investigated and
it was found that their perceptions of studentstuates to reading were more positive
in Year 2 to Year 1 and again from Year 4 to Yeaan® then Year 5 to Year 4.
Teachers’ of students in Years 3, 6 and 7 do notgpe their students to be as
positive about reading as teachers in the other m@ls. The difference between
Year 5 and Year 7 teachers’ perceptions of stutesasling attitudes is significant.
Teachers perceive male students to be more posibeeit reading than female
students.

Teachers align reading activities with their peto®es of students’ reading needs
(Sweet et al.,, 1998). A reciprocal relationshipwesn teachers’ perceptions of
students as readers and their actual level of mgagingagement in school has been
reported in previous studies (Nolen & Haladyna,@98kinner & Belmont, 1993). In
this study, teachers’ perceptions of students asleric readers do not align with
students’ actual attitudes towards engaging in eeéa reading. Students’ attitudes
towards reading for academic purposes were founbetdess positive across the
primary year levels whereas only teachers of Yestudents have significantly more
negative perceptions of their students as readdms mismatch can impact on
students’ learning as reading activities providedynmot address their academic
reading needs. Consequently, students’ attitudesartts reading and their level of

engagement can be affected.

Teachers perceive that male students behave mpremjately in class and are more
positive about reading at school compared to fensalelents. This finding is of
interest in light of the research in the area ofsbhand education (Biddulph, 1997,
Department of Education Science & Training, 2005&urther qualitative

investigation is needed to examine these findingdetail.

6.4.3 Fourth Research Question

The fourth research question examined teachersepéons of students’ enjoyment

of and achievement in reading at school. The forgsearch question is:

* What is the relationship between teachers’ pdroap of students’ attitudes

to reading for enjoyment and their overalliagement in reading?

A significant correlation exists between teach@ex'ceptions of students’ enjoyment

of and achievement in reading. Teachers perceitwetbsts who struggled to read did
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not enjoy reading, and those students who do aehigell with reading enjoy

engaging in reading at school.

Findings from this study align with existing littwee on motivation and self-efficacy
(Aunola et al., 2002; Woolfolk-Hoy, 2005; Stahl,G&) Young et al., 1997). Students’
motivation to read is influenced by their interrmdliefs regarding their capability
(self-efficacy). Their attitudes to reading can i@ depending on their actual or
perceived success or failure in reading activi(leazelskis et al., 2005). If students
perceive they can read they are more likely to gadga reading activities in class and
achieve higher academically with reading. Therefosadents who are more
efficacious and motivated to read become bettedersa(Gambrell, 1996; Skinner &
Belmont, 1993; Wigfield & Guthrie, 1997).

In this study only 4.6% of students were perceibgdtheir teachers to have an
excellent level of academic reading achievement amgy engaging in reading.

Thirty percent of students in this study were peex to have a negative attitude to
reading for enjoyment in class and were perceiwdmachieve well in reading. This

finding supports McKenna et al.’s (1995) model tiraticates students who have
trouble with reading would have more negative negdattitudes than students for
whom reading comes easily. If students are perddiyetheir teachers as having low
levels of enjoyment and achievement in readingy thay develop task avoidance and
self-handicapping strategies as they come to eXjpdate. Throughout the primary

years this can impact greatly on students’ levakeatding achievement in school and

also on their level of participation in societyy@ars to come.

6.5 CONCLUSIONS AND RECOMMENDATIONS

Teaching today is significantly different from prews decades as teachers use
curriculum documents emphasizing an outcomes bapedoach, and students are
socially and experientially different. It is argu&idday’s students are no longer the
people our educational system was designed to te@@tensky, 2001, p. 1).
Compared to students from previous generationgests today, “think and process
information fundamentally different” (Prensky, 20Q0f. 1). Students today are
growing up in a society whereby reading materiavailable to them on demand, at
the touch of a finger, using modes such as thedwsidle web, email, mobile phones

and instant text messaging. This shift in studahisking patterns and the types of
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reading materials available has serious implicatimm teachers in the way they plan,
teach and assess curriculum content, especialtingalnnovative reading practices
need to be embraced by teachers so students tadagfiectively engage in reading

activities at school.

This section of the chapter highlights conclusifmesn data presented in Chapter 5
and recommendations are made based on these. ikedgtiature of students’ reading
attitudes and preferences and teachers’ percegimsmbeen presented. The following
five recommendations suggest how schools can magithie quality of class based
reading activities to promote students’ positivadiag attitudes, increase their level

of reading engagement and enhance their academgvament.

6.5.1 Recreational and Academic Attitudes of Studes

Students’ recreational reading engagement needbetgublicly promoted and
positively celebrated in schools. For students doniptivated and see the value of
engaging in reading they must be immersed in adatlassroom environment that
offers a range of recreational activities and ofputies. These activities and
opportunities need to be actively sought by teached enthusiastically promoted so
all students can become more effective readerslanelop positive attitudes towards
engagement with reading beyond school. By schamigmmel publicly promoting and
celebrating reading, students will perceive reioeal reading as an enjoyable and

socially accepted practice.

1. It is recommended that recreational reading enggement
be publicly promoted and positively celebrated witin the

school community.

The teaching of reading needs to be structuredigfmout all primary year levels so
students are scaffolded appropriately and can dpvebsitive attitudes towards

themselves as readers. Blocks of time devotedtidcally (“literacy blocks”) are an

effective way of organising literacy activities atidents have a consistent daily
lesson structure and sequence and can be in aregutine about when, where and
how to ‘do literacy’. Having an established daityusture for literacy activities takes
the guesswork away regarding expectations for task behaviour so students can

exert their cognitive attention towards the setréity tasks.
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Within a literacy block framework, teachers havee tbpportunity to support
struggling readers academically by providing regutaaffolded assistance and
modeling of reading and coping strategies. Throudfole class and small group
components of the literacy block, teachers can inecaware (through observation
and open verbal communications) of students’ tdxtnéerests, attitudes and
perceptions of themselves as readers both recnedltioand academically. Class
reading data are invaluable to teachers and infoineis further literacy planning and

pedagogical practices.

A structured literacy block format could be usedtegchers throughout all primary
year levels to effectively teach literacy skillsdamoncepts of print. If students
systematically learn key reading skills in earlydaniddle primary year levels then
students may develop a higher level of reading @enqry and a more positive

attitude towards recreational and academic reduljrtpe upper primary year levels.

2. It is recommended that a structured approach t
literacy sessions (literacy block) be ¢sblished and

implemented with students across all primary yeardvels.

Guided reading is an effective strategy for thechésy of reading as students are
grouped together for reading activities predomilyaah the basis of their academic
reading levels. Students who do not enjoy readirgglaool perceive they have a low
level of reading achievement. In small guided regdjroups, teachers can interact
more regularly with students to gain a deeper htsigto their reading attitudes and
preferences. Teachers can use data gathered td sedee personally relevant text
types and topics for groups of students. Consetyyg¢atichers can use these texts as
a vehicle to enhance students’ interest in engaigimgading and to allow students to

experience the enjoyment of reading texts of irstere

By teachers working with a group of students ofnailar reading level, students can
feel comfortable expressing ideas and experimentiitly level appropriate reading
strategies. Active verbal dialogue can occur betweachers and students to clarify
or expand upon reading strategies used, textualegis and vocabulary (which aids
comprehension). The small group format and matchlihgtudent to text allows

students to consistently experience success wiaglingeand over time perceive
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themselves as successful readers. Promoting stlidpaositive attitude towards
academic reading is particularly significant asytheove through primary year levels
and become more self-conscious. Therefore, guidadimg would be a beneficial
strategy for the teaching of reading across alinpry year levels to positively

promote students’ self-efficacy as well as theadsmic reading ability.

3. It is recommended that guided reading occur as &ey
instructional approach to the teaching of reading aross all

primary year levels.

6.5.2 Text Types Preferred by Students

Teachers typically demonstrate a strong reliancéabion based texts when teaching

reading, as early years classes (Years 1 to 3jticmally introduce picture books,
whereas middle to upper years classes (Years #ftcids on chapter books (novels).
The sections students may borrow from in schoaghtiBs can often reinforce this
fictional distinction. Teachers often believe nactibn texts are too difficult for
students, particularly those in the early years.ef@eliance on fiction texts
emphasizes to students ‘true’ reading is only @oficbased act. Consequently, those
students who struggle with reading fictional tetay come to believe they are not
good readers because they cannot read picture lsbaiys or chapter books. These
students may in fact be good readers with noneiictr real-life texts, however fail to
realize this because these text types are notdghgrieeachers at school as appropriate

reading texts.

Students should be exposed to various text typesighout their primary years of
schooling (Department of Education, 1994). Litersayts are predominantly used by
teachers. However non-literary text types may beensmgaging for some students,
particularly those in the middle to upper primagay levels, because they have a real-
life functional purpose. Using real-life and lified texts in class reading activities can
be beneficial as students see them as interestidgtlzey become aware of the
relevance of being an effective reader in todagdety. Using a range of texts in the
classroom can spark students’ curiosity and protemotivation needed by some
students to read. Comics and magazines are id=hiifi this study as being among

the highly preferred text types of students antkachers could promote a high level
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of reading interest and engagement amongst studsntssing comic series and
magazine articles for class shared and guided ngaalctivities. School librarians
need to purchase a range of texts of varying tygmedeachers can use these to

positively enhance students’ attitudes towardsinggad

Society today is becoming ever-increasingly reliantelectronic mediums for the
transmission of information. In order to effectivebperate in their world today,
students need experience in the classroom engagmtgonally with many types of
texts (print, online, multimodal). By acknowledgingtudents’ real-life reading
interests (e.g. internet searching, gaming, CD-ROds), teachers can harness
students’ positive attitude and enthusiasm towaetigaging in these reading
experiences. By aligning their teaching practicesranaccurately with students’
recreational reading interests, teachers can eephatwdents’ level of academic
engagement in reading. In order for this to ocsghool libraries/resource centres
need to be resourced with not only a range of peixt types, but also electronic text
types. The authentic resourcing of school librdmgesource centres and classrooms is

a key consideration for school Administration parsal in this technological society.

4. It is recommended that a range of text fyes (both print
and electronic) be purchased and made available fi
students to independently read, and for teachers tase in

class shared reading activities across all primaryyear

levels

6.5.3 Teachers’ Perceptions of Students’ Behavioand Attitude to Read

Teachers need to strive for quality evidence-basadhing practices that match the
needs of each student as it is what students exeriin class “on a day to day basis
in interaction with teachers and other studentsrietters” (Department of Education
Science & Training, 2005d, p. 19). Effective whaehool planning frameworks,
reading assessment tools and student monitoringtipea provide teachers with
valuable data (evidence) on which to base the imeidation of teaching (reading)
strategies. By knowing this data teachers can diiggir teaching practices more
accurately with students’ reading needs, in turkintathe curriculum relevant to the

students, rather than expecting students to ma&hurriculum.
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The teaching of reading should be centred on binttlests’ personal and academic
needs, rather than teachers’ perceptions of tlesds In the early years of primary
school (Years 1 to 3) teachers typically are awértbe reading levels of each student
in their class by using reading assessment kith sisM Benchmark(Smith &
Randell, 2002). Consequently, the teaching of readikills, vocabulary and print
concepts in these classrooms align closely witesits’ level of reading. As students
move into middle and upper primary year levels heas often assume all students
read at a similar level and so reading benchmasksassnents may not be periodically
conducted in middle and upper year levels. Theeegfibre introduction of new reading
skills, vocabulary and print concepts may not algjosely with students’ level of
reading. When students are consistently presentidieveled reading texts that are
too high or low for their reading ability, their nimation to read is not positively
promoted. Consequently, over time students may domegard reading as too hard
or boring for them. The level of texts provided Biudents can impact significantly

on their self-efficacy and in turn attitude towardading.

All teachers need to be aware of their studentsthmark reading levels and ensure
reading activities in class align with these as“tjuality of education is crucially
dependent upon the adequate provision of bookstaid appropriate use” (Davies,
1986, p. 181). Periodic assessment of studentdirrg@as crucial in promoting reading

achievement and positive attitudes of students.

While it is imperative teachers are aware of stigleacademic standard of reading,
they must balance data with an understanding afesiis’ attitudes towards reading
and their particular textual interests. Data frohiststudy indicate teachers’
perceptions of students’ attitudes to reading ihost do not align with students’

actual attitudes to reading. Consequently, teathHaesacy planning and daily

pedagogical reading practice may not be matchingesits’ recreational reading
needs, textual and topic interests, or be motigatirem to engage in class reading
activities. Teachers may choose to administer rnepdittitude/interest inventories
(commercial or constructed) with their class ataiarintervals to gain an insight into
their attitude towards engaging in reading. Obgd@wal experiences, during whole
class shared reading or small group guided readifigw classroom teachers to

engage in dialogue with students in order to deite students’ attitudes about

14¢



aspects of reading and also to gain knowledge etumtents’ preferences for text
types or topics. When the classroom teaching mestare accurately aligned with
students’ reading interests, the potential for etusi level of academic and

recreational engagement in reading is greatly erdthn

5. It is recommended that the teaching of reading &
‘data-driven’ rather than based on teachers’ perception
of students’ reading needs. Periodic assessments

students’ reading achievement and attitudes to reang

should occur to provide this data for teachers.

6.6 LINK WITH CURRENT COMMONWEALTH AND STATE

DOCUMENTS

The five recommendations presented in this thasisased on conclusions from the
data analyses. A number of priorities and recommatois from The Strategic

Renewal Framework (Catholic Education ArchdioceteBiasbane, 2005) and the

National Inquiry into the Teaching of Literacy (Depment of Education Science &
Training, 2005d) align with recommendations fronistktudy and these are now

presented.

6.6.1 Strategic Renewal Framework (2007-2011)
The Brisbane Catholic Education Strategic Renewainéwork 2002-2006 (Catholic

Education Archdiocese of Brisbane, 2005) is cutyemhdergoing consultation and

renewal for the next five year period (2007-20I0he renewal model “provides a
process whereby a school connects with its betiats values, reflects upon the past
and plans for a hope-filled and enhanced futureitiiGlic Education Archdiocese of
Brisbane, 2006, p. 3). Brisbane Catholic Educatiommits to eight priorities for the
period 2007-2011 and Priority Area 1 aligns dingetith recommendations from this
study. This priority is presented in Table 6.1 glamth the strategic intentions and

expectations for schools.
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Table 6.1
Strategic Renewal Framework (2007-2011): Priorities

Priority Area 1: Enhance and resource a curriculumin which teaching and

learning in our schools establishes improved studétearning outcomes.

a) ldentify and implement clear strategic approaditeschool

and system level for the improvement of studentnieg

outcomes.
Strategic b) Strengthen the continuity of teaching and leagni
Intentions approaches and the engagement of all students sathes

early, middle and senior phases of learning insatiools.

c) Develop and implement data informed, evidenceebta
processes and applications to inform quality teaghand

learning.

a) Schools utilize a variety of student performaniega to
Expectations inform teaching and learning and evaluate progress

by 2011 improving student learning outcomes.

b) Classroom teaching and learning approaches are

responsive, inclusive, collaborative, innovative affective.

(Catholic Education Archdiocese of Brisbane, 2q0&])

Priority Area 1 indicates Brisbane Catholic Edumatsupports the implementation of
strategic learning approaches (e.g. Guided Readimd) Literacy Blocks) so that
students’ learning outcomes and engagement aclogeaa levels can be positively
enhanced (strategic intentiarandb). These intentions align with recommendations 2
and 3 from this study. Furthermore, in this pripiitis indicated that the curriculum
needs to be appropriately resourced and this ne@$orecommendation 4 from this
study. Strategic intentionand expectatioa of this priority state that quality teaching
needs to be data-informed and evidence based.ifteistion aligns with the fifth
recommendation from this study. It is expected tieaichers in Brisbane Catholic
education schools look for innovative approachethéoteaching of reading and that
they are responsive to the needs of students (&atmet b). By addressing

recommendations outlined in this study, schoolslyélmaking significant inroads



into addressing the first priority articulated hetStrategic Renewal Framework 2007
to 2011 document (Catholic Education ArchdiocesBrigbane, 2006).

6.6.2 National Inquiry into the Teaching of Literagy

The National Inquiry into the Teaching of Litera@005d) centred on exploring how
reading is taught in Australian schools, how reggiroficiency is assessed, and how
university courses prepare undergraduate teacheeath reading. The emphasis of
this National Inquiry is on quality teaching andadker quality. Twenty
recommendations were identified in this Inquiryttia@m at improving the reading
standards of Australian students. Recommendationsan? 15 align with

recommendations from this study and they are pteden Table 6.2.

Table 6.2

National Inquiry into the Teaching of Literacy: R@emendations

2: Teachers provide an integrated approach to redadatgupports the development
of oral language, vocabulary, grammar, readingnitye comprehension and the

literacies of new technologies.

15: The Committee recommends that schools and emplanigorities, working

with appropriate professional organizations andhéigeducation institutions,
provide all teachers with appropriate induction améntoring throughout their
careers, and with ongoing opportunities for evidehased professional learning

about effective literacy teaching.

(Department of Ediima Science & Training, 2005d, p.7 & 10)

The National Inquiry into the Teaching of Litera@epartment of Education Science
& Training, 2005d) identified the importance ofegtating technologies (electronic
texts) into reading activities and also highlightia@ need for schools to provide
teachers with ongoing opportunities for professiolearning about how to use
‘evidence’ to guide their planning for and teachiof reading. By addressing
recommendations from this study, teachers will bgnang their practice with the

National Inquiry into the Teaching of Literacy (Depment of Education Science &

Training, 2005d) recommendations.
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6.7 DIRECTIONS FOR FURTHER RESEARCH

This study has highlighted conclusions and mademecendations about reading.
Some of these recommendations lend themselves rtbefuinvestigation through
guantitative, qualitative or mixed methods reseafolenues for extending this study

further are now articulated.

This study firstly highlights reading attitudes aftudents in one Catholic
Archdiocesan primary school. The size of the sanmpdey have limited the study.
Broadening this study to include students from dewicross-section of the primary
Archdiocesan educational community would provideéadat a system level. Data
could be beneficial for Brisbane Catholic Educatamriculum co-ordinators as they
plan for and implement in-servicing for teachers rantivating types of reading
activities, innovative teaching strategies, readisagessment practices, and how to use

technological texts in the classroom.

Further research into recreational and academitudds of students would be
valuable. This study reports that recreational irgpattitudes of students are more
positive as students move from Year 2 through tar¥e Conducting a further study
with a qualitative paradigm is suggested as areptid investigative interview could
glean further attitudinal information from studeriata could illustrate why primary
aged students have a positive regard for recredtimading. Unlike recreational
reading, academic attitudes of students declineutiirout primary year levels.
Through conducting some structured interviews, rdouting factors to students’

academic reading attitudinal decline can be un@aer

Secondly, this study presents text type readindepraces of students and chapter
books, children’s magazines and comics were idedtiés their top three preferred
reading materials. Future research could investigaderlying reasons for students’
text type reading preferences as this would endeéchers and librarians to

understand more fully what textual characterigtiGav students to read.

The types of texts students read, recreationally arademically, today are widening
with the availability of electronic texts. As todaystudents regularly interact with
various forms of ICLTSs, it would be appropriateitwestigate students’ use of and

attitude towards reading using digital literacyaagl. This would enable teachers to
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have a wider understanding of students’ attitud@satds reading — not just in print

form.

Teachers’ perceptions of students as individuald as learners highlight an
interesting area of reading research. This areanwasbeen widely studied and
therefore, further follow-up qualitative investigat would prove fruitful.

Understanding the extent to which teachers’ peraegtof students’ behaviour and
attitudes matches or mismatches their actual bebaaind/or attitudes is important as
it affects the way teachers plan and implementingadctivities. Furthermore, it
impacts on students’ level of engagement with megdictivities in class. The more
knowledge teachers have about their perceptionstlagid students’ attitudes, the

more relevant their teaching will be.

6.8 CONCLUDING REMARKS

Findings from this study are of interest to teash&s they strive to improve their
students’ reading attitudes and achievement stdad&tudents’ task engagement,
attitudes and skill ability are key factors for dbars’ consideration when planning
and teaching reading activities. Teachers neecetaviiare that students’ interest in
and engagement with reading may change as theyagprthe middle and upper
years in primary school and as they pursue otheneational interests. Promoting
positive student engagement in reading is relatede&ding attitude, and reading
attitude is linked to reading skill (Gambrell, 200¥Vith a positive attitude towards

reading engagement, students are more likely tagafully in reading activities in a

recreational or an academic context.

It is acknowledged data presented in this studicethe reading attitudes and text
type preferences of one cohort of students, ando#reeptions of teachers in one
school. There are areas associated with the topieeaxing which currently lie

unexplored and can be avenues for future investigafThis study has provided
educators with a clearer understanding of the ngpdititudes and preferences of
students and the perceptions teachers hold ahadgrss’ reading. This study brings
teachers one step closer in the quest for a corapsére understanding about how to

effectively engage students in reading throughloetprimary school years.
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Students must engage in class reading activitied facilitate reading skill
development, however this needs to occur with téxéy can read and ones that
evoke a significant level of student interest (vation). Meaningful student learning
cannot occur unless students personally invest, tafiert and cognitive attention in
the reading experience (Worthy et al., 1999). lingahis, students develop the

notion that reading is a purposeful and enjoyabtwigy in which they can engage.

Teachers can impact on and positively influencelestts’ attitudes to reading by
regularly reflecting on and adjusting their teachiand learning strategies and
practices and by incorporating a wide range of ajppately leveled texts into class
reading activities. Teachers need to align theicliéng practices more accurately with
students’ reading interests. Regular assessmerggidénts’ academic reading skill
and attitudes to reading should occur to guide témching of reading in the
classroom. Teachers need to be aware that repetitid routine reading tasks using
texts that do not align with students’ reading ibnd interest do little to promote
positive engagement with and attitudes towardsingad\ structured approach to the
teaching of literacy (literacy blocks) enables stud to be in a set routine and to
focus directly on the aspect/s of literacy beinggtet. How students are taught to read
influences their attitude towards reading engagenbroughout their schooling

years.

Teachers need to acknowledge reading in today®tyois not simply defined as an
act involving interaction with printed texts, buaither is the “flexible and sustainable
mastery of a repertoire of practices with the texts traditional and new
communications, technologies via spoken languagef pnd multimedia” (Luke,
Freebody & Land, 2000, p. 20). Today's students icéeract with many types of
texts including print, online and multimodal textStudents today may read the
internet, emails, multimodal texts, electronic gam€D ROMs, word and data
processing presentation packages, and digital greqby/video applications. These
types of texts are stimulating for students andnitaan their interest to read because
they are enjoyable, interactive and current (Beth&haparro, Mills & Halcomb,
2002). Students using online and multimodal elexdtrdexts are still engaged in
reading purposefully and must comprehend meaningiash as when they engage
with traditional print-based texts.
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Students today can positively engage in readirange of electronic texts efficiently
and effectively both in and out of school (lvey &Bddus, 2001; Perry et al., 2003).
These same students may not however always shovtivpoattitudes towards
traditional print-based reading during class reioeal and academic activities.
Teachers need to adopt a balanced approach tdagreading texts used. This may
be achieved by implementing recreational and acadskills based instructional and

guided reading activities using a combination aftpand electronic texts.

Real-life and life-like reading texts and activitiare essential in promoting students’
positive reading attitudes and increased readirgpg@ement. Through the careful
selection of texts for guided and shared readiniyities, teachers can endeavour to
positively motivate a wider range of students tgage purposefully in recreational
and academic reading (Worthy, 2002; Worthy et 2399). By selecting electronic
texts and using them in the teaching and assess$istydents’ reading, teachers can
boost students’ attitudes and engagement towaldskeeading activities. Teachers’
enthusiasm for using a combination of print andttetaic texts in class guided and
shared reading activities can have a positive effecstudents’ attitudes to reading

now and into their future.

Teachers of today may have experienced as studants,now teach from, a
traditional model of teaching. Changing the waykeas perceive students as learners
requires a significant paradigm shift. In past gatiens teachers were regarded as the
expert or the transmitter of curriculum knowledg@ke ‘tables have turned’ today and
it is the students who typically have greater kremlgle of digital literacies. Today’s
students are native speakers of the digital langumtd as such are conceptually
viewed addigital natives(Prensky, 2006). Teachers were not born into tbddnof
computer and video games, email, internet and magfilones but rather acquired
knowledge of and skill for using these modes, to/va levels of success, at some
point in their life and are termedigital immigrants(Prenksy, 2006). Teaching is
challenging today as digital immigrants are placethe position to teach the digital
natives. This presents an educational challendewsdigital immigrant instructors,
who speak an outdated language (that of the piitabage) are struggling to teach a

population that speaks an entirely new languagegr(isy, 2001, p. 2).
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The challenge for teachers today is to learn nethauwlogies, new content and new
ways of thinking. In order to teach students todread to maintain their reading
engagement, teachers (digital immigrants) mustnle@ar teach and assess in a
language and style familiar to students (digitaivess). Therefore, teachers need to
learn new ways to present content, rather tharinglgn the same teaching modes
they experienced as students. Prensky (2001) atowesver, that it is harder to learn
“new ways to do old stuff than to actually learrwnstuff’ (p. 4). Teachers are

required to positively embrace change and actiwlplore new avenues for the
effective delivery and assessing of reading aatisifor students. If teachers truly are
interested in promoting positive attitudes amorsgstients they must design activities
that are relevant for this generation of learn8tsidents’ attitudes to reading can be
positively enhanced by teachers if they are givendpportunity to engage with ‘real’

texts and present their learning in a mode of comoation that aligns with their

reality of being a student today.
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Name: Grade: Male Female
School: Date of Birth Age:

ELEMENTARY READING ATTITUDE SURVEY

Colour in the face that best describes how you feel

1. How do you feel when you read a book on a rdany?
6. How do you feel about starting a new book?
= ey =
1T . u i
@QO AV O
: \ o AN i
2. How do you feel when you read a book in sclgowing
free time? 7. How do you feel about reading during your s¢hoo
holidays?
= ey =
Fig T w . A
_ -\ i
3. How do you feel about reading for fun at home?
8. How do you feel about reading instead of plg¥in
A i ot B —
@EOW DR
E . o P T gt - pigers e
_ -\ i
4. How do you feel about getting a book for a pr¢3
9. How do you feel about going to a bookshop?
= O e —
g s a A
W 2O
5. How do you feel about spending free time red@ling
10. How do you feel about reading different kinfi$ooks?

o f -
QOO 2R00,
-\ i and Kear (1990
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11.

12.

13.

14.

15.

16.

How do you feel when the teacher asks youtopunss
about what you read?

= e =
P T gt - pigers e
E o e,

How do you feel about doing worksheets atadmg?

P e _ e
P T gt ey L
E L e

How do you feel about reading at school?

= e =
P T gt - pigers e
E o e,

How do you feel about reading your school ls@ok

P bl Pt o |
(g R - L] il
E N L

How do you feel about learning from a book?

= s — S
(g R - L] b
E L L

How do you feel when it’s time for readingdess?

o f -
T - b
\ e e e

17.

18.

19.

20.

N
=

OOoOo0oooo

How do you feel about the stories you reagating
lessons?

e o f ey =
(g R a u il
E L L

How do you feel when you read aloud in class?

P e _ e
P T gt ey L
-\

How do you feel about using a dictionary?

= s — S
(g R - L] b
E L L

How do you feel about taking a reading test?

e Pt | et
o e Wt
E e e

. My favourite types of reading material are:

Story picture books

Chapter books (novels)
Factual information books
Children’s magazines

Factual information magazines
Comics

Newspapers

Adapted from McKenna and Kear (1990
Appendix A



TEACHER TO READ TO STUDENTS BEFORE
ADMINISTERING THE PRIMARY READING ATTITUDE SURVEY

This survey is designed to find out what you thatout reading at home and at
school.

For each question, you are to colour in only ore that best tells the
researcher how you feel about reading at home schadol.

For the last question you need to tick the boxdsltane your favourite type of
reading material.

There is no right or wrong answer to each question.

Please be as honest as you can.
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teacher, in the envelope provided, by

PARENT/GUARDIAN DEMOGRAPHIC SURVEY

Dear Parent/Guardian,
You have granted permission for your child to mapaaite in a research study focusing on readintyd#s
of primary school aged boys and girls. Please ¢et@mphis parent survey and return to your child’'s

aiikyou. Anne-Marie Black (Researcher)

Please print your response or circle the answer.
1.
2.
3.

© N o 0

9.

Child’s name:

Your child’s grade:

Name of the person completing this survey:

Your relationship with the child (e.g. mother,
father, guardian)

Your child’s date of birth / /

Your child’s gender: Male niae
Number of children in your family:

Place of the child in the family:
1 (eldest); 2; 3; 4; 5; 6; 7; 8; other

Your occupation:

10. Your highest level of education achieved:

Yr 10; Yr 12; TAFE; University; Other

12.
13.

14.

15.

Your partner’s occupation:

Your partner’s highest level of education
achieved:
Yr 10; Yr 12; TAFE; University; Other

Your partner's age: . under 21, 21-25;
26-30; 31-35; 36-40; 41-45; 46-50;
51-55, above 55

Does your family have English as a second
language?

Yes (Please answer Questions 16 and 17)
No (Please go to Question 18).

16.

17.

Does your child speak another language at
home? Yes No

What language does your child speak?

18. Is your child of Aboriginal or Torres Strait
11. Your age: under 21; 21-25; 26-30; 31-35; Islander background? Yes No
36-40; 41-45; 46-50; 51-55, above 55
Please rate the following in relation to your childby ticking the appropriate box.
Child’'s name Excellent | Good | Satisfactory | Developing

Application to tasks

Ability to concentrate

Attitude to school

Personal organization

Ability to follow instructions

Behaviour in class

Willingness to conform to authority

Attitude to reading for enjoyment in class

©OINO| T A W IN =

Attitude to reading in class activities

10.| Attitude to reading for homework

11.| Attitude towards reading fiction texts

12.| Attitude towards reading non-fiction texts

13.| Fluency as a reader

14.| Reading comprehension

15.| Willingness to change his/her reading booksrof

16. | Interest in books as a source of learning

17.| Overall achievement in school reading

Adapted from Young (2003) Appendix B
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School: Year level taught:

Teacher’'s Name:

TEACHER CHECKLIST

Dear Teacher,
Thank you for agreeing to participate in a studewethe development of children’s attitudes to i@ being
investigated. It would be appreciated if you cotbehplete the following section of the checklist.

Please put the completed checklist in the envgiopeided and place it in the marked box in your Awistration
Office. Thank you. Anne-Marie Black (Researcher)

Please rate the following for each child by tickinghe appropriate column.

Child’'s name Excellent Good | Satisfactory Developing

Application to tasks

Ability to concentrate

Attitude to school

Personal organization

Ability to follow instructions

Behaviour in class

Willingness to conform to authority

Attitude to reading for enjoyment in class

©XPINO T~ IWIN -

Attitude to reading in class activities

.| Attitude to reading for homework

.| Attitude towards reading fiction texts

.| Attitude towards reading non-fiction texts

Fluency as a reader

Reading comprehension

.| Willingness to change his/her reading booksof

Interest in books as a source of learning

Overall achievement in school reading

Child’'s name Excellent Good | Satisfactory Developing

Application to tasks

Ability to concentrate

Attitude to school

Personal organization

Ability to follow instructions

Behaviour in class

Willingness to conform to authority

Attitude to reading for enjoyment in class

© X No g~ WNF

Attitude to reading in class activities

| Attitude to reading for homework

| Attitude towards reading fiction texts

.| Attitude towards reading non-fiction texts

.| Fluency as a reader

Reading comprehension

.| Willingness to change his/her reading booksof

Interest in books as a source of learning

Overall achievement in school reading

Adapted from Young (2003) Appendix C
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243 Gladsione Road, Dution Park.

B "7 apo Box 1201 Bisbane 4001 Austraia

’ " Phene; (07) 3840 0400 - Fax: (07) 3844 5101
htlp'.l/www.bne‘calhoIic,edu.au

Catholic
Ecducation
Archdiecese of Brisbane

A11.071 DBile
22 July 2004 ~

Dear Anne-Marie

Thank you for your letter regarding permission to approach Brishane thholic
Education schools for your research on ‘Attitudes to reading: a cross-sectional

comparative study of primary aged students " Permission is granted to approach the
neminated schools within the Archdiocese of Brisbane.

| would ask you to contact the principal or head of campus of the respective schools:

$ St Peter's Schoal, Caboolture % Southern Cross Catholic Callege,

» St Eugene School, Burpengary Kippa Ring Campus .

» Southern Cross Catholic College, » Southern Cross Catholic Cpollege,
Scarborough Campus Woody Point Campus

seeking their involvement in the project.

Please note that participation in your study is at the discretion of ee/ach of the
principals. )

If you have any further queries, please contact our Research Coordinator, Brian
Goulding, on (07) 3840 0427,

Your?s'n erely /
7
Erm /

Mrs Lisa Eastment :
Research Coordinator
Catholic Education r
Archdiocese of Brisbane s
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@ ACU National

Australian Catholic University
Brisbane Sydney Canberra Ballarat Melbourne

PRINCIPAL CONSENT FORM

TITLE OF PROJECT: Attitudes to Reading: An Investigation Across Brémary Years
STAFF SUPERVISOR: Dr. Janelle Young

STUDENT RESEARCHER: Anne-Marie Black

o (the Principal) have reador, where appropriate, have had
read to meland understood the information provided regardig study. Any questions

| have asked have been answered to my satisfadtigree that the student researcher
(named above) may conduct this study at this sckioohccordance with the details
provided). | realize that | can withdraw my consahany time. | agree that research data
collected for the study may be published or mayptmrided to other researchers in a
form that does not identify this school and itsepés/guardians, students or teachers in
any way.

(block letters)

SIGNATURE OF PRINCIPAL: ... e e DATESD
SIGNATURE OF PRINCIPAL SUPERVISOR: .......cccoovviiiiiiciiie e DATESD
SIGNATURE OF STUDENT RESEARCHER: ... DATE: ..............
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@ ACU National

Australian Catholic University
Brisbane Sydney Canberra Ballarat Melbourne

INFORMATION LETTER TO PARENT/GUARDIAN PARTICIPANTS

TITLE OF PROJECT: Attitudes to Reading: An Investigation Across Brémary Years
STAFF SUPERVISOR: Dr. Janelle Young
STUDENT RESEARCHER: Anne-Marie Black

NAME OF PROGRAMME IN

WHICH ENROLLED: Master of Education (Research)
Australian Catholic University
(McAuley Campus at Banyo)

The purpose of this research project is to gatlada dn primary students’ attitudes to reading. dSnis
involved in the research project will be drawn frdimars 2, 4 and 6. Data is being gathered fromestis,
parents/guardians and teachers. Participatingstadvill complete a written survey relating tatattes to
reading and this will be done in class. Parentaf@ans will complete a survey about home literacy
practices and their perceptions of their childt#tuade to reading. A checklist relating to studemtttitudes

to reading, class work habits and reading achiememil be completed by class teachers.

This study does not pose any significant risksiscammfort for participants. The student survesgiisilar
to those used regularly by class teachers for timpgses of student self-evaluation. Teacher and
Parent/Guardian surveys are similar to othersrifegt have been completed previously.

Participation in the research project requires estigl to spend between fifteen and thirty minuteslags
time. Parent/Guardian and Teacher participants wdinplete their survey/checklist at a personally
convenient time and it is envisaged that this talle less than fifteen minutes.

Participation in this research project enablesesttg] parents/guardians and teachers to contrtbutiee
field of educational research. Through their iveohent in this research project, participants enahé
researcher to gather and analyse data, regardidgres’ attitudes to reading. It is envisaged tbatilts
will contribute to improved literacy learning outnes for primary aged students. Research informatio
and results will be summarized and may appear ittemrpublications or be presented orally to othera
form that does not identify the participants in avgy. All data will be reported in coded form.

Parents/Guardians are free to refuse consent,withdraw consent at any time, thus discontinuimgjrt or
their child’s participation in the study, withoutqviding justification. These courses of actiorll wiot
prejudice student future academic progress.

Participant confidentiality is ensured through #iflecation of a research code to data for eachagzant.
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Data collection, analysis, and presentation arerteg using coded, non-identifiable data. The asde
project requires personal data from participaridsita gathered from this research project will lmrest in

Dr. Janelle Young's office Assistant Head, SchddEducation, Australian Catholic University (McAyle
Campus at Banyo) to ensure the confidentialityastipipants is upheld. All primary data will betamed

by the University for five years following publi¢an or for five years following completion of thegpect

if the data are not used for publication. Aftestheriod, data are to be disposed of in accordaiiitethe

University’s Retention and Disposal Schedule.

Questions regarding this project should be direttiettie Research Supervisor, Dr. Janelle Young.

Assistant Head

School of Education
Australian Catholic University
McAuley Campus at Banyo
P.O BOX 456

VIRGINIA QLD 4014

Telephone: (07) 3623 7160
Fax: (07) 3623 7247
Email: j.young@ mcauley.acu.edu.au

On conclusion of the research project, results bglprovided for the participants.

This research project has been approved by bothHilmman Research Ethics Committee Australian
Catholic University and the Executive Director afidbane Catholic Education.

In the event that you have any complaint or conedrout the way that you or your child has beentdcka
during the study, or if you have any query that$upervisor has not been able to satisfy, you nég wo
the Chair of the Human Research Ethics Committee.

Address: Chair, Human Research Ethics Committee
% Research Services
Australian Catholic University
McAuley Campus at Banyo
P.O. BOX 456
VIRGINIA QLD 4014

Telephone: (07) 3623 7294
Fax: (07) 3623 7328

Any complaint or concern is treated in confidenad avill be fully investigated. The participant Wile
informed of the outcome.

If you grant permission for your child to participan this research project, you should sign alattached
copies of the Consent Forms, retain the particigaply for your records and return the researchpresp

in the attached envelope labeled “Research PrejektBlack”. Completed surveys and consent forms
should be sent to the School Administration Officel these will be forwarded to the student research

Yours sincerely,

Anne-Marie Black Dr. Janelle Young
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@ ACU National

Australian Catholic University
Brisbane Sydney Canberra Ballarat Melbourne

INFORMATION LETTER TO TEACHER PARTICIPANTS

TITLE OF PROJECT: Attitudes to Reading: An Investigation Across Brémary Years
STAFF SUPERVISOR: Dr. Janelle Young
STUDENT RESEARCHER: Anne-Marie Black

NAME OF PROGRAMME IN

WHICH ENROLLED: Master of Education (Research)
Australian Catholic University
(McAuley Campus at Banyo)

The purpose of this research project is to gatlada dn primary students’ attitudes to reading. dSnis
involved in the research project will be drawn frdimars 2, 4 and 6. Data is being gathered fromestis,
parents/guardians and teachers. Participatingstadvill complete a written survey relating tatattes to
reading and this will be done in class. Parentaf@ans will complete a survey about home literacy
practices and their perceptions of their childt#tuade to reading. A checklist relating to studemtttitudes

to reading, class work habits and reading achiememil be completed by class teachers.

This study does not pose any significant risksiscammfort for participants. The student survesgiisilar
to those used regularly by class teachers for timpgses of student self-evaluation. Teacher and
Parent/Guardian surveys are similar to othersrifegt have been completed previously.

Participation in the research project requires estigl to spend between fifteen and thirty minuteslags
time. Parent/Guardian and Teacher participants wdinplete their survey/checklist at a personally
convenient time and it is envisaged that this talle less than fifteen minutes.

Participation in this research project enablesesttg] parents/guardians and teachers to contrtbutiee
field of educational research. Through their iveohent in this research project, participants enahé
researcher to gather and analyse data, regardidgres’ attitudes to reading. It is envisaged tbatilts
will contribute to improved literacy learning outnes for primary aged students. Research informatio
and results will be summarized and may appear ittemrpublications or be presented orally to othera
form that does not identify the participants in avgy. All data will be reported in coded form.

Parents/Guardians are free to refuse consent,withdraw consent at any time, thus discontinuimgjrt or

their child’s participation in the study, withoutqviding justification. These courses of actiorll wiot
prejudice student future academic progress.

Participant confidentiality is ensured through #flecation of a research code to data for eachggaatt.
Data collection, analysis, and presentation arerted using coded, non-identifiable data.
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The research project requires personal data froticipants. Data gathered from this research ptajall

be stored in Dr. Janelle Young's office Assistantéad, School of Education, Australian Catholic
University (McAuley Campus at Banyo) to ensure ¢bafidentiality of participants is upheld. All prary
data will be retained by the University for fiveaye following publication or for five years follong
completion of the project if the data are not uk®doublication. After this period, data are todisposed
of in accordance with the University’s Retention disposal Schedule.

Questions regarding this project should be direttettie Research Supervisor, Dr. Janelle Young.

Assistant Head

School of Education
Australian Catholic University
McAuley Campus at Banyo
P.O BOX 456

VIRGINIA QLD 4014

Telephone: (07) 3623 7160
Fax: (07) 3623 7247
Email: j.young@mcauley.acu.edu.au

On conclusion of the research project, results bglprovided for the participants.

This research project has been approved by bothHilmman Research Ethics Committee Australian
Catholic University and the Executive Director afidbane Catholic Education.

In the event that you have any complaint or conedrout the way that you or your child has beertecka
during the study, or if you have any query that$upervisor has not been able to satisfy, you nég wo
the Chair of the Human Research Ethics Committee.

Address: Chair, Human Research Ethics Committee
% Research Services
Australian Catholic University
McAuley Campus at Banyo
P.O. BOX 456
VIRGINIA QLD 4014

Telephone: (07) 3623 7294
Fax: (07) 3623 7328

Any complaint or concern is treated in confidenaod avill be fully investigated. The participant Wile
informed of the outcome.

If you grant permission for your child to participan this research project, you should sign aldttached
copies of the Consent Forms, retain the particigaply for your records and return the researchpresp

in the attached envelope labeled “Research PrejektBlack”. Completed surveys and consent forms
should be sent to the School Administration Officel these will be forwarded to the student research

Yours sincerely,

Anne-Marie Black Dr. Janelle Young
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@ ACU National

Australian Catholic University
Brisbane Sydney Canberra Ballarat Melbourne

PARENT/GUARDIAN CONSENT FORM (for your child)

TITLE OF PROJECT: Attitudes to Reading: An Investigation Across Brémary Years
STAFF SUPERVISOR: Dr. Janelle Young

STUDENT RESEARCHER: Anne-Marie Black

[ (the parent/guardianhave reador, where appropriate, have
had read to meand understood the information provided in thetdreto Participants.
Any questions | have asked have been answered t&atisfaction. | agree that my child,
nominated below, may participate in this activitgalizing that | can withdraw my
consent at any time. | agree that research daliected for the study may be published or
may be provided to other researchers in a form dloas not identify my child in any
way.

NAME OF PARENT/GUARDIAN: .o ittt e et e et e et e et e e e et e e e e en e aenees
(block letters)
SIGNATURE OF PARENT/GUARDIAN: ...ccoiiiiiiie i i eeeieiee v e DATES L
(block letters)
SIGNATURE OF PRINCIPAL SUPERVISOR: ......cccovvviviiiieeiiiee e WDATES

ASSENT OF PARTICIPANTS AGED UNDER 18 YEARS
| (the participant aged under 18 yeanshderstand what this research project is
designed to explore. What | will be asked to ds baen explained to me. | agree to take part in the
project, realizing that | can withdraw at any timighout having to give a reason for my decision.

NAME OF PARTICIPANT AGED UNDER 18: ... e e

Idtk letters)
SIGNATURE OF STUDENT: ....uiiiiiiiiiriises e DATESD
SIGNATURE OF PRINCIPAL SUPERVISOR: .......cccovviviiiniiniiniinienenen e DATES i,
SIGNATURE OF STUDENT RESEARCHER: ......couiiiiiins e DATE

Appendix | 180



@ ACU National

Australian Catholic University
Brisbane Sydney Canberra Ballarat Melbourne

TEACHER CONSENT FORM

TITLE OF PROJECT: Attitudes to Reading: An Investigation Across Brémary Years
STAFF SUPERVISOR: Dr. Janelle Young

STUDENT RESEARCHER: Anne-Marie Black

o (the teacher)have reador, where appropriate, have had
read to me)and understood the information provided in thetdreto Participants. Any
questions | have asked have been answered to nsfastion. | agree that | will
participate in this activity, realizing that | canthdraw my consent at any time. | agree
that research data collected for the study mayutdighed or may be provided to other
researchers in a form that does not identify manyway.

NAME OF TEACHER: ... oottt e e e e e e e e e e e e e e nen e

(block letters)

SIGNATURE OF TEACHER: ..ot e e e DATE: ...............
SIGNATURE OF PRINCIPAL SUPERVISOR: .......c.ccoovvviiiiveieeee e DATES L,
SIGNATURE OF STUDENT RESEARCHER: ..o, DATE: ..............
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