Motivating Students to Read: The Power of Social Interaction and Parental Involvement
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Background/Introduction

Throughout our Master’s program we have worked with many children, both in the classroom and in our practicum tutoring experience.  We were discouraged to see that as early as first grade students were already unmotivated readers.  Many students were only reading when required and did not read for simple enjoyment.  As they did not see reading as an enjoyable and rewarding experience, they viewed reading as a “chore” or an undesirable activity.  We were also interested in the fact that many parents are not involved in their child’s reading education and do not promote reading in the home.  Most alarming was the fact that many students who do not read frequently do not read on grade level and may fall so far behind that they never catch up. 


This led to our interest in studying what motivates students to read so that they do enjoy reading and may become fluent readers. We have found that many different factors can affect students’ motivation to read and that these factors vary for each student.
  
During this time we have found that providing students with appropriate-leveled books that interest them to continue reading is the most fundamental aspect of reading in a critical time such as the first grade year.   As every student has different areas of interest, it is important that teachers give the students access to books with a variety of different topics and that are from different genres.   


Personal experiences have taught us about the positive effects of social interactions between students while reading. We witnessed this first-hand during our practicum when we tutored students one-on-one who had reading problems or lagged behind their peers in developing appropriate reading skills. These students craved interactions while they read and enjoyed sharing about their reading with each other.  Book buddies is one form of a one-on-one social interaction that we believe has a substantial positive effect on motivating students to read. In this approach, each student is paired with an older student that reads to them and/or listens to them read. This can be beneficial to both students as the older student is getting oral fluency practice and the younger student has a positive role model to motivate them to read.  

From our experiences, we have also seen the tremendous effect parents can have on students in getting them engaged and motivated to read both at school and at home. We believe that the energy and time put forth by the parents to help their child develop the appropriate reading skills, in general, correspond to the energy and time their child puts forth at school.   


Research seems to agree that social interaction and appropriate-leveled books play a big part in student reading motivation.  “Four key features appear to be associated with motivation to read:  access to books in the classroom, opportunities to self select books, familiarity with books, and social interactions with others about books”(Linda Gambrell, 1996., p. 7) As teachers, we give students opportunities to select books in our classroom, introduce them to a variety of genres, and share what they are reading with others.  If we already do these things, why in a first grade classroom are so many students already unmotivated readers?  


In the past, we have tried several methods to motivate students to read.  Most of these methods were school-based reading incentives.  Students read a certain number of books so that they could take tests for the Accelerated Reader program.  If they met their goal at the end of the nine weeks, then they would be eligible to participate in the reward for the nine weeks.  This school year, those rewards stopped and students were told to continue reading.  The number of students who are currently meeting their goals has decreased.  The local minor league baseball team has partnered up with Tara’s school, Ray Childers Elementary School, and has sent home reading logs with students to be filled out and returned.  If students return these logs, then they receive free tickets to a game.  So far, no one in Tara’s class has sent the reading log back in and the due date is April 30.  As a Title I school, Ray Childers is required to develop parent teacher nights and has an annual Reading Night.  Students and parents are invited to come, are given a free book, play reading games, and are given a homework pass or extra recess for coming.   All of the motivators that have been tried seem to have two common threads.  They are extrinsic motivators and, more importantly, they are not working.  

What does the research say?


Students come to school with different experiences in the area of reading.  Some children come to us already having been read to from an early age while others lack that same experience.  If being read to and read with at an early age positively affects reading motivation, then as teachers we need to provide the same experience for our students who do not have these positive and uplifting experiences.  If we provide these experiences, then we can work toward moving our unmotivated readers into readers who are fully engaged in the text and motivated to read independently outside of classroom requirements (Gambrell, 1996).


Our job as teachers is to provide meaningful encounters with text for our students and to make sure that all students have access to books on their appropriate reading levels.  Students who come from low socioeconomic backgrounds may have little or no access to reading materials at home.  How can they have the same social interactions needed to develop a motivated reader?  As teachers, we have the ability to provide books for our students to take home each week so that they have an opportunity to read them and to have those conversations with someone about their book, even if it is only within the classroom (Bullen, 1970.)

Motivating a child to read is not just the job of a teacher.  Parents play a major role in this crucial development.  Studies have shown that children rely on their parents’ guidance to help them achieve goals, even well into high school.  A study done in a ninth and tenth grade Social Studies class on students’ self efficacy and academic goals found that “parental aspirations for children have been found to affect children’s achievement” ( Zimmerman, 1992., p. 10).  Parents tend to set higher demands and goals of their children than the children set for themselves.  Students most often respond to their own goals that they have set for themselves, not what others have set for them (1992).


Our predicament as a reading teacher is that we want every child to learn to read and to be motivated to read even when they are away from us.  How can we create this motivation in readers who seem to be losing it at such a young age?  This puzzling situation has led us to these research questions:

1. How will the use of book buddies affect student reading motivation?

2. What effects do parents have on motivating their students to read?

Participants/Setting


We chose Tara’s first grade classroom at Ray Chiders Elementary School as the setting for our study.  The school is in Burke County in Western North Carolina.  At this Title I school, there are reduced-class sizes in grades one through three, remediation opportunities for struggling students, a student success team for intervention strategies, and parental involvement opportunities throughout the year.  Since Ray Childers is a Title I school, Tara’s class is made up of mostly middle- and lower-middle class students. Tara teaches a class of 18 students, 10 boys and 8 girls. There are 2 students in her class who receive ESL services, and 2 students—one of which is Autistic—receive services from the EC teacher.  According to the book levels of Fountas and Pinnell, 8 of Tara’s students are reading at a level of 17-18 or higher, which is above grade level.  In addition, 4 students are reading at a level of 11-12 and 13-14, which is at grade level.  Lastly, there are 6 students who are reading below grade level at a Fountas and Pinnell level of 9-10 or below.  Tara was able to discern her students’ reading levels based on the running record she administered in December 2010.  At the end of the school year, Tara’s first-graders are expected to be at a 15-16 level.

We felt that it was best to focus on the six lowest-motivated readers to determine the effect that a weekly implementation of book buddies would have on reading motivation.  To determine these readers, we administered the Garfield Reading Interest Survey (McKenna, 1990) to Tara’s whole class and added up the scores for each student based on the point scale of one to four.  The students who received the six lowest scores were the students we observed during book buddies to determine its effectiveness.  Interestingly, we found that the lowest motivated readers, according to the surveys, were all boys.


Since we feel that parent motivation is important for all students, we were curious to see how it affects each of our students.  Thus, we decided to include all of the students in this portion of our study.  One student did not return his survey giving permission to participate in the study, nor did he return his reading goal, so he could not be included in this part of the study.  As a result, 17 students were included in the study on parent motivation and its effect on students’ reading motivation.

Intervention/Instruction


Our research was conducted over the course of five weeks.  We began by asking the parents to complete a short survey about reading practices in the home.  The questions on the survey addressed the types of text available in the home, how often the child reads at home and who they read to, other types of literary experiences the child has been exposed to, whether or not the parents set reading goals in the home and offer incentives, and how the parents would describe their child’s attitude toward reading.   The parents were also asked to set a reading goal for their child in the form of a number of books to read during the five-week time-frame of our study.  The parents were not given any guidance on how to set these goals.  This was intentional so that we could gauge what each parent thought was appropriate for their child.  This piece of the intervention was to encourage parental involvement and student ownership of reading goals and motivation.  


Third-grade book buddies was the second intervention in our research project.  The book buddies were above-grade level readers and they visited Tara’s classroom every Tuesday and Friday during the five-week period.  Each time, book buddies listened to the first graders read their books and then asked them questions about their reading.  Afterwards, the third graders took their turn and read to the first graders from their own leveled-text in order to practice fluency.  During the book buddy interactions, the six lowest-motivated readers were observed by Kim, Tara, and Erin.  Anecdotal notes were taken on positive and negative behaviors engaged in during the reading buddy interactions. 

Data Collection from Book Buddies


At the beginning of our study, we administered the Garfield Reading Interest Survey to Tara’s entire first grade class.  This purpose of this survey was to get the students to rate their feelings about reading by circling the picture of Garfield that best depicted how they felt in certain reading situations and towards various types of reading.  The Garfield Survey was also administered a second time after four weeks of our book buddy intervention to see if any of the students’ attitudes towards reading had improved.  The data collected from the pre- and post-Garfield Survey was put into a spreadsheet and ordered from highest to lowest reading motivation.  This enabled us to compare students’ results to one another and see which students had improved in their interest and motivation towards reading from the beginning of our study to the end. 


Throughout the five weeks of our intervention, the six lowest-motivated readers were observed during each twenty-minute session with their book buddies.  While observing the first and third graders read to each other, anecdotal notes were taken on social interactions, types of questions asked and responses to them, length of attention span, quality of reading, and positive and negative behaviors.  These notes were kept in individual files for the six students and typed up into a single word document at the end of each of the five weeks.
In order to gain insight into how motivated our six lowest students are in a small reading group, three reading teachers at Ray Childers were interviewed and asked to comment on each student’s attitude toward reading.  These interviews were recorded, transcribed in a word document, and coded according to positive and negative behaviors towards reading motivation.  These interviews were also placed in each student’s file folder along with our other data. 

Data Collection from Parent Motivation 

When we first began our study, we sent home surveys to parents containing multiple-choice questions about reading practices and literacy environments in the home.  These included such things as amount of time spent reading, types of print found in the home, and any goals parents set for their child.  Parents were also asked to comment on any incentives they use to get their child to read, as well as the overall attitude that they believe their child has towards reading in general.  Since the parent surveys were multiple-choice, responses were tallied for each question.
In addition to the questionnaires, parents were asked to set a goal for how many books they wanted their child to read over the five weeks of our study.  Each week, the number of books read by each student was recorded in individual reading logs.  This allowed us to keep a record of whether or not the students were on track to meeting their goal.  At the beginning of our study, we created a spreadsheet with the initial reading goal that parents set for their kids and ordered it from highest to lowest.  Once our study was completed, we entered the final number of books that each student read into the spreadsheet.  From this, we were able to see exactly how many students met their reading goal and how far off those students were who did not meet their goal.  It is important to note that we did not give parents any guidance or structure on how to set these reading goals for their children.  Thus, we had a wide range of reading goals set for the entire class, ranging from 55 books as the highest goal to 10 books as the lowest goal.  

Lastly, we decided to interview our six lowest-motivated readers to see what does or does not interest them to read.  We wanted to learn about specific reading habits they have that may attribute to why their motivation is so low. As we did with the reading teachers, these student interviews were recorded, transcribed, and coded based on positive or negative behaviors towards reading motivation.  The interviews were placed with the other data in each student’s individual file folder.
Data Analysis—Book Buddies


After we administered the Garfield Reading Interest Survey to our first-grade class, we scored them according to a rubric in order to find the lowest-motivated readers to use in our study.  The survey contained twenty questions and each question was scored on a scale of one to four, with four representing the happiest Garfield.  The highest number of points possible on the survey was 80.  Overall, we had a wide range of scores from the Garfield survey, with 70 points being the highest and 28 points being the lowest.  In order to determine our lowest-motivated readers, we created a spreadsheet with each student’s name and score, which we then ordered from highest to lowest.  The six lowest-motivated readers, as seen from the Garfield Reading Interest Survey, are as follows:
	Student
	Garfield Survey (pre-test)

	L.B.
	49

	I.N.
	49

	X.B.
	44

	P.W.
	41

	A.H.
	39

	G.S.
	28



Because these six students were the lowest-scoring on the Garfield survey, they became the focus of our book buddy intervention.  Surprisingly, all six students in our study were boys.  During each of the five weeks, anecdotal notes were taken on observations between our six first graders and their third-grade book buddies.  We made sure to note both positive and negative behaviors, such as “read book aloud with buddy” or “mumbled instead of reading loudly and clearly.”  
Data Analysis—Parent Motivation


At the beginning of our study, we analyzed the parent questionnaires from each of our students to get a feel for how involved they are in their child’s reading education at home.  We wanted to see the different types of positive or negative reading practices and literacy experiences our first graders are exposed to outside of school and the types of attitudes they have towards reading.  Since the focus of our study is on student motivation and interest in reading, we wanted to get a better understanding of our first graders’ attitudes toward reading going into our study.  On the parent survey, parents were asked to comment on their child’s attitude toward reading.  This enabled us to get a better feel for how motivated or un-motivated our students are when it comes to reading.  

We also analyzed the parent questionnaires to determine how many parents typically set reading goals for their children outside of the home.  We were interested in this because we feel that if parents are consistently encouraging their children to read and creating goals for them to reach, then this will improve their overall motivation towards reading.  After looking over the spreadsheet we created with each student’s initial reading goal and the number of books they actually read at the end of our study, we were able to determine exactly how many students met their goal and how many students did not.  

Results


In order to attest whether or not the reading motivation of the six students in our study increased, we compared the results of the second Garfield Reading Interest Survey (administered after four weeks) to the results of the first survey (administered at the beginning of the study).  Out of the six students, we found that four increased from the pre- to post-test.  Not surprising, the two who decreased from pre- to post-test were the two lowest-motivated readers starting out.  However, these two students decreased only slightly, with A.H. decreasing four points and G.S. decreasing only one point.  The largest improvements on the survey were from I.N., who increased 12 points, and P.W., who increased 18 points.  The results of the six students on the Garfield Reading Interest Survey on both the pre- and post-test are listed below:
	Student
	Garfield Survey (pre-test)
	Garfield Survey (post-test

	L.B.
	49
	54

	I.N.
	49
	61

	X.B.
	44
	53

	P.W.
	41
	59

	A.H.
	39
	35

	G.S.
	28
	27



Throughout the five weeks of our study, we observed these six students during their book buddy sessions in order to see whether the social interactions and reading time were having positive or negative effects on the first graders.  We recorded the observable behaviors in a chart and compared them from week to week.  For almost all six students, there seemed to be more positive and less negative behaviors as the weeks progressed.  This could attribute to the increases in motivation on the Garfield Survey from the four students listed above.  The following chart shows the anecdotal notes taken on all six students during the reading time with their book buddies each week.  Positive behaviors are coded in green and negative behaviors are coded in red.

	
	3/15/11-3/18/11
	3/23/11*
	3/28/11-4/1/11
	4/5/11-4/8/11
	4/12/11**

	L.B.

	Read book as directed by buddy; read quickly and skipped a page; stared at wall while partner read
1 pos; 2 neg 
	Read past words without stopping when corrected; pointed while reading; looked at partner
2 pos; 1 neg
	Listed to partners by looking at their stories as they read; read slower and missed fewer words
2 pos
	Engaged when partner read; skipped a word and didn’t go back; corrected mistake 2nd time when buddy stopped him
2 pos; 1 neg
	Read slower and skipped fewer words; asked partner for help on unfamiliar word; looked frustrated with partner
2 pos; 1 neg

	I.N.
	Read as directed; answered questions when asked by buddy; looked around the room while partner read
2 pos; 1 neg
	Watched and listened while buddy read; read quietly and quickly; 
1 pos; 1 neg
	Took direction from buddy on missed words; fell out of chair; pointed to text and did not speed-read
2 pos; 1 neg
	Read text as a question when he saw a question mark; talked to partner about unfamiliar word; fell out of chair
2 pos; 1 neg
	Pointed and read slowly; looked at the pictures in partner’s book while partner read
2 pos

	X.B. (Autistic)
	Read aloud to buddy and smiled; stopped reading and had to be re-directed; talked about plot and asked questions about buddy’s book 
2 pos; 1 neg
	Read with expression; put his book away when it was his buddy’s turn to read; corrected mistakes when told to do so by partner
3 pos
	Read with expression; made humming noises while partner read; talked to partner about mom reading to him
2 pos; 1 neg
	Excited to see partner; re-directed when told to do so by partner; looked at partner for help on an unfamiliar word
3 pos
	Read book correctly to match writing style; talked to partner about story
2 pos

	P.W.
	Read book aloud as directed; listened and watched partner read; stared at wall while partner read; did not engage in conversation with partner about book
2 pos; 2 neg
	Read his book without interacting with buddy; watched and listened while buddy read his book
1 pos; 1 neg
	Followed text with finger while reading; stopped in the middle of a page and had to be re-directed; continued reading a longer book
2  pos; 1 neg
	Read softly and mumbled; followed along while buddy read; did not engage in conversation about the book with buddy
1 pos; 2 neg
	Made a real-life connection about his book and discussed it with partner
1 pos

	A.H.
	Read book aloud to partner; listened when buddy helped with unfamiliar words; wiggled in seat while partner read
2 pos; 1 neg
	Read with expression; corrected mistakes when buddy told him to do so
2 pos
	Let partner turn pages; corrected mistakes when buddy told him to do so; read book very quickly
2 pos; 1 neg
	Read enthusiastically; looked around the room while buddy read; played with pencil; read book at slower pace
2 pos; 2 neg
	Read slower and used expression; tried sounding out new word
2 pos

	G.S.
	Retold story to buddy while flipping through book; put head down while partner read; looked at his own book while partner read; corrected mistakes when partner told him to
2 pos; 2 neg
	Read book quickly; listened to buddy read by looking at buddy’s book
1 pos; 1 neg
	Read with mumbled speech; pointed as he read; let his partner help him with words; shared book with partner
3 pos; 1 neg
	Good expression while reading; leaned on elbows near end of book and mumbled; shared book with buddy; pointed at words and discussed them with buddy
3 pos; 1 neg
	Used pictures as clues to unknown words; used expression while reading
2 pos


*3rd graders had science testing this week and could only do book buddies one day
**Students had a field day on the Friday of this week and could only do book buddies on Tuesday

In looking at the chart of observable behaviors during the book buddy intervention, it is evident that all six of our students had more negative behaviors in the beginning of our intervention than they had at the end.  With the exception of one student, L.B. (whose partner has Autism and may have attributed to the increased frustration), all of our students had only positive behaviors while reading with their book buddies during the last week of intervention.  It is also interesting to note that X.B., who is the Autistic student in our study, had the most positive behaviors out of all six boys.  There were three weeks in the study where he had no negative behaviors at all, showing us that the social interactions of the book buddies had a significant positive effect on his behaviors toward reading.  Likewise, G.S., our lowest-motivated reader at the beginning of our study, showed substantially more positive behaviors toward reading than negative behaviors, despite the fact that he decreased on the post-Garfield survey.  We found the observable behaviors of G.S. to be more compelling than the Garfield survey because we witnessed these behaviors first-hand each week and were able to see the positive social interactions ourselves.  In addition, because the students in our survey are so young, the Garfield survey may not prove to be as accurate as it would be for older students who have had more experiences with reading.

From week to week, our observations show an increase in the number of positive reading behaviors among the six students.  However, it is also essential to point out that at the beginning of our study, the first graders had a notable decrease in attention span whenever the third graders read their books first.  This could be due to the fact that the third graders’ books were longer, making it more difficult for the first to listen and stay focused.  Once we noticed this change in attention, we made sure to have the first graders read their books first during each book buddy intervention.  Another substantial positive behavior we noticed was that the first graders tended to remember some of the corrections recommended by their book buddies and applied this to their reading each week.  For example, if the book buddy said to slow down while reading, the first grader would slow down the next time he read his book.  Thus, this helps to show that the social interactions between our first graders and their book buddies played a huge role in developing appropriate reading skills and building engagement among our low-motivated readers.  Overall, due to the increase in positive behaviors and the excitement among most of these six students during each session with their book buddy, we can accurately say that the book buddy intervention did have a positive influence on motivating these students to read.
After listening to the taped reading teacher interviews, we realized that all three reading teachers mentioned more negative behaviors during reading group than positive behaviors.  There is also a wide range of reading levels among the six students in our study.  At the end of first grade, students should be reading at a 15-16 level.  Out of the six kids in our study, two of them (G.S., X.B.) are reading at a 11-12 level, two of them (I.N., A.H.) are reading at a 15-16 level, L.B. is reading at a 19-20 level, and P.W. is reading at a 25-26 level.  Some of the negative behaviors that were mentioned were: difficulty focusing during work, lack of self-motivation (especially for the lowest-reading boys), not using decoding skills to help read, and difficulty comprehending text.  Not surprising, our Autistic student (X.B.) tends to struggle during reading group because he has uncontrollable behaviors that tend to get in the way of his learning.  However, the reading teachers did comment that all students have shown a considerable amount of increase in their interest towards reading and continue to be more focused on the books they read and activities they engage in during reading group time.
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On the questionnaire that was sent home to each student’s parent at the beginning of our study, parents were asked to comment on how much time they spend reading to or with their child outside of school.  We were interested (and excited) to find that the majority of parents read to or with their child at least once a day.  The fewest number of parents read to or with their child only a few times a week or less.  The results are show in the pie chart below:
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We found it very encouraging that the majority of parents read with their child at least once a day, as this can be very motivating and encouraging for young readers.  When students engage in reading practices with their parents, they are not only given a role model to help build print-processing skills such as fluency and word recognition, but they are able to see the interest and engagement that their parents have with books as well.

In looking at the parent surveys of our six lowest-motivated readers, we found that three of the students (L.B., A.H., X.B.) read with their parent, or are read to, once a day.  Two students (P.W., I.N.) participate in reading behaviors with their parent twice a day.  Not surprisingly, the parent of our lowest-motivated reader, G.S., indicated “other” on the survey and only reads with G.S. on homework that is sent home.

We also wanted parents to discuss their child’s attitude toward reading in the home.  We asked parents to answer a multiple-choice question depicting their child’s attitude toward reading based on behaviors they see outside of school.  We were curious to see if there was a correlation between our six lowest-motivated students and the students who indicated the lowest attitude towards reading. The results from this question are provided in the chart below: 
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After looking over the parent surveys, we noticed that the majority of parents stated that their child “likes to read, but not all the time”.  The second-highest response from parents indicated that their child is “extremely motivated to read and enjoys it”.  Finally, the fewest responses from parents were “will do required school readings, but does not choose to read on his/her own” and “does not like reading; struggles to do assigned school readings”.  Since students in first grade are still so young, this may have an effect on their attitude towards reading and how much they enjoy it outside of school.

In looking at the parent surveys, we discovered that four out of the six lowest-motivated students’ parents (A.H., X.B., I.N., L.B.) put “likes to read, but not all the time” as the attitude their child has toward reading.  We were not surprised to find that the survey of our lowest-motivated reader, G.S., indicated “does not like reading and struggles to do assigned school readings” as his attitude toward reading.  We were surprised, however, to find that P.W.’s parent noted “extremely motivated to read and enjoys it” as his attitude toward reading, especially since his scores on the previous Garfield survey did not reflect this motivation.

After listening to the taped student interviews, we found their responses to be positive in nature.  The students discussed the types of books they read and most concurred with L.B.’s statement, “I like to read non-fiction because I like learning facts about stuff.”  A few also mentioned that they sometimes choose books to read after asking their friends if they have read it and if they liked it.  P.W. said, “I sometimes ask my friends first and if they liked it then I read it too.”  The students said that they were motivated to read when their parents read with them and enjoyed reading together.  When asked what types of books they like to read, the boys responded that they “like to read good books.”  Dr. Seuss seems to be a favorite with the students as four out of the six boys listed these books as some of their favorites and Dr. Seuss as their favorite author.  We were surprised to find that all of the students’ responses were positive and none mentioned a dislike of reading.  
One of the main parts of our research study dealt with parents setting goals for their child in reading and how this affects their child’s motivation to read.  On the parent questionnaire, parents were asked to state “yes” or “no” to whether they set reading goals for their child in the home.  We wanted to see if this has an effect on students’ motivation to read.  The following chart shows the ratio of parents in Tara’s first-grade class who typically set reading goals for their children to the parents who typically do not set reading goals:



In looking at the pie chart, we found that 53% of parents do set reading goals for their children in the home, and 47% of parents do not.  This is not a significant difference, but it does show that more of the parents are conscious about the number of books their child is reading.  We also found that our group of six lowest-motivated students were split on this question, according to the parent surveys.  Three parents (L.B., I.N., A.H.) said they do set reading goals for their child in the home, and three parents (X.B., G.S., P.W.) do not set reading goals in the home.

At the beginning of our study, we asked parents to set a reading goal for the number of books they wanted their children to read throughout the five weeks of our study.  We kept track of the number of books students read each week to see whether or not the students were going to meet the goals set by their parents.  The following chart shows the original reading goal that each parent set for their child, the number of books students read after three weeks, the final number of books they read by the end of our study, and whether or not their goal was met.  The highlighted names are the six lowest-motivated readers that we chose to focus our study on.  P.W. is highlighted green because he is the only boy out of the six who actually did meet his reading goal.

	Student
	Reading Goal (# of books read)
	Actual # of books read (after 3 weeks)
	Actual # of books read (after 5 weeks)
	Met Goal

	I.N.
	55
	10
	15
	No

	A.S.
	50
	21
	29
	No

	H.P.
	40
	26
	30
	No

	A.H.
	35
	10
	25
	No

	A.G.
	30
	7
	12 (read 2 chapter books)
	No

	P.W.
	25
	20
	32
	Yes

	S.P.
	25
	8
	14
	No

	Y.D.
	22
	2 (lost her first paper)
	5
	No

	L.B.
	20
	9
	16 (chose a Junie B. chapter book as one)
	No

	K.G.
	20
	8
	17
	No

	B.F.
	20
	7
	13
	No

	K.K.
	20
	4
	7
	No

	S.L.
	15
	15
	24
	Yes

	X.B.
	15
	5
	11
	No

	B.M.
	10
	8
	13
	Yes

	M.F.
	10
	7
	10
	Yes

	G.S.
	10
	4
	6
	No


Overall, we had only four students out of the entire class of 17 meet their reading goal.  However, we did have several students who were close to meeting their goal, such as K.G. who was only three books away, and X.B. and G.S., who were only four books away.  P.W. was the only boy out of the six lowest-motivated readers who met his reading goal, and this goes hand-in-hand with his parent’s previous indication on the parent questionnaire that his attitude towards reading is “extremely motivated to read and enjoys it”.  
Discussion


From conducting our research we know that reading motivation is affected by several different factors.  Students seem to have their own motivation to read for various reasons.

From our research, we now know that the book buddies intervention can have a positive effect on motivating students to read.  Even students that expressed their strong dislike for reading showed positive growth after reading with and interacting with an older student.  Students that had previously been unengaged and distracted while reading, were excited to share their books and did so without complaint.  


Book buddies proved to be a motivating way to increase engagement and positive behaviors during student reading of a self selected book to an older student.   We found that our six students displayed mostly positive behaviors during the book buddy sessions over the five week period.  They were engaged in reading and had conversations about their book with their buddies.  They answered questions that their buddies asked them and also corrected mistakes that were pointed out.  For the most part, the students read loud and expressively and seemed to want to impress their reading buddies and therefore put a lot of care and attention into their reading. 

 
By the end of the study, the first graders had started to make connections and greet the third graders.  We did find that on one occasion when their book buddy read their book first, their attention was not focused.  This shows that they are not totally engaged in the social interaction but we would need to observe this over a longer period of time to be sure of this finding.  


One important thing we learned from implementing the book buddy intervention is that we had to be aware of how much time was set aside and how much time the students actually spent reading.  While originally 25-30 minutes were intended to be used, it quickly became apparent that not all of that time was going to be instructional.  It took time for the students to come in and get seated with their buddies and more time was used at the end for packing up and leaving.  In the end, about 20 minutes was actual instructional time with each child reading to their partner.  

Another thing we learned from our study is that the children did not seem to respond, for the most part, to the goals that were set for them by their parents.  Only four out of eighteen kids met or surpassed their parent’s goals.  While some of the other students were not too far away from their goal, many were not even close.  This seems to correspond with the research that we found that stated that kids respond less to the goals others set for them and instead will more likely meet the standard they have for themselves (Zimmerman, 1992.).  If this is true, we need to support our students as readers and encourage them to read texts that are not frustrating and that interest them.  If this is the case, then perhaps they will be self-motivated to set goals for themselves to read and will begin to share their experiences with the text with others.


We were concerned with the goals that parents set for their children.  Most of the goals were unrealistic and seemed to set the children up for failure.  We weren’t sure if the parents set the goals high because they knew we were doing the project or if the results were consistent with what we found in our research.  We think that parents aren’t often given the chance to set goals for their children because computerized programs like Accelerated Reader are being used to determine reading goals for children.  Also, it is unclear whether all of the parents shared the goal they had made for their child and whether or not they encouraged them to try to reach it.  It could be that many of the parents just wrote down a number but never actually shared that with their child.  This would obviously have an impact on whether or not the goal was met and could explain why so many of the students did not reach or even come close to reaching their goal.   


  Whatever the case, it seems that parents need more guidance and opportunities to work with their children in developing reading goals.  If parents and children can work together in this common goal, more conversations can take place about books at home.  If this starts at home, students have more positive social interactions with reading which leads to positive reading motivation (Gambrell, 1996).


The results from the parent survey, which was sent home at the beginning of the study, showed that many parents are not involved in their child’s reading education.  While most parents said that they read with their child at least once a day, many did not seem to do much more to encourage their child to read.  We were particularly surprised at how many parents did not expose their child to other literary experiences, such as going to bookstores, plays, or even visiting the public library.  We did find a positive correlation between the students who had been exposed to these types of activities and a higher motivation to read.  


We also found allowing the students to choose texts that appeal to their individual interests was crucial.  As was evident through the student interviews for most of Tara’s students, the motivation to read was non-fiction text and to “find answers to questions that people might ask me” as several students remarked.  Since non-fiction is often not as popular with many students, it was extremely valuable to learn that these types of books would interest some of the more unmotivated students and get them to read.  From there, it was easy to steer those students towards those types of books and make recommendations that would interest them.  



Perhaps the most valuable thing to be learned from the research process is that as teachers, we need to be aware of who our unmotivated readers are and find ways to make reading a more enjoyable process for them.  Tara was surprised to find that all six of her lowest motivated readers were boys and two students included in that six were two of her highest readers.  This finding shows that reading level is not an indicator of reading motivation and teachers should be careful to not assume a student enjoys reading because they are a “skilled” reader.


Since it is obvious that all students are motivated by different factors, it is important that teachers are willing to take the time to find out what can make each one of their students more interested in reading.  Teachers should have a vast library of books available to the students consisting of books on many different topics, reading levels, and multiple genres.  While some students prefer to read fiction books, it became apparent that the boys we studied were particularly interested in non-fiction.  There are many students who only like reading a particular series of books or books that focus on only one topic.  It is important that these books be available to them and encouraged because hopefully, they will branch out and read similar books or books with a related topic.  As long as students are reading, they are building fluency and thus becoming stronger readers.  


Our research findings are important for other teachers who are looking to motivate students to read.  While our research was focused on the lower grades, it can be applied to any grade level.  The book buddies intervention had a positive effect on motivating students to read and therefore could be an option for many teachers.  Even if they teach a higher grade level, they could have their students be the older book buddies and therefore the role models for younger students.  Also, the child being able to read books that interest them and are on their appropriate reading level can help a student to become interested in reading.  Lastly, it is up to the teacher to provide encouragement and a positive reading experience for each student.  Many students do not receive the necessary support and guidance from home and therefore must be motivated to read by their teacher.  

Future Direction


Based on the findings thus far, Tara plans to continue the book buddy interaction with the third graders once a week for the remainder of the year.  Reading buddies was a time that the first graders really enjoyed and asked about on the days when testing prevented the two classes from meeting.  It was this positive interaction that led her and the third grade teacher to decide to continue the interaction.  While observing for the remainder of the year, it will be interesting to see how the relationships between the buddies develop and what advantages the older students get from the book buddy interaction. 


 A future study focusing on the gains and improvements made by the older book buddy would be particularly useful so that teachers who are interested in using book buddies in their classroom can see some of the benefits found for both groups of students before they begin implementing the intervention in their classrooms.  It is important for both partners to benefit and grow from the intervention so specific research findings focusing on the older book buddies would ensure that this does occur.

Student interviews were a great source for finding out what motivates students to read.  They were quick and easy to administer.  We think that this is something that would be very valuable at the beginning of the year for all students.  This way, you could begin by knowing how each of your students feels about reading.  The conversational interview that we used allowed the student to express himself and the teacher to engage in a discussion with the student starting with a list of questions about reading motivation and informational reading (Gambrell, 1996.).  If you have this information about your students, you can help motivate them by providing them with reading materials on their appropriate reading level on topics that are of interest to them.


While we found that parent goals weren’t positively correlated to student’s reading motivation, we still believe that parents play a major role in their child’s reading development.  Parents can and need to be involved in their child’s education and should look for other ways to help their children be successful when setting reading goals is not productive.  We think that using parents for reading volunteers and book talks when available would be a positive experience for the children.  Our research supported this finding (Gambrell, 1996.)  


As each child’s teacher, we are given the responsibility to teach them not only to read, but to become a lifelong reader.  If they are to become lifelong readers, they must be motivated, engage in social interactions, and have access to appropriate reading materials.
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