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ABSTRACT

This dissertation study investigated seventh-gf2ldeese students’ reading
motivation in Taiwan. The mix-method triangulati@search design was employed to
find answers to the study’s questions. A total 47 2eventh-grade Chinese students
(122 boys and 125 girls) provided the quantitatla&a by completing a modified
Chinese Motivation Research Questionnaire (MRQ@h&high reading achievement
students and eight low reading achievement studesrts purposefully selected to
participate in the semi-structured interviews tovide in-depth qualitative data.
Qualitative data included observations conductethduhe reading classes and the
afterschool programs. Both descriptive and infeagstatistics were used to summarize
the quantitative results. Content analyses usiagtimstant comparative method led to
the identification of important themes related tur@se seventh-grade students’
motivation to read.

The results showed that Chinese students, like Western counterparts, were
motivated to read if they were presented with niaematching their personal interests
and choices. When compared with low reading achieve students, high reading
achievement students were found to place grealee wm grades and social recognition.
They also had stronger self-efficacy and intrimsmtivation. The results also suggested
that external social and cultural factors impadtedstudents’ motivation to read. In
particular, teachers’ and parents’ expectatioranglly influenced the students’
motivation to read. The study has important impiaas for Chinese reading instruction.
Chinese reading teachers should de-emphasize ¢efdigrades and external factors.
They should adopt instruction practices that pr@matrinsic motivation and develop

lifelong engaged readers who truly love reading.



CHAPTER ONE
Introduction

A long and rich history of research exists regagditudent reading skills;
however much of it has focused on the cognitiveeetspf reading (Guthrie & Anderson,
1999; Oldfather & Wigfield, 1996; Wigfield, 1997; idfield, 2000). Research has
suggested that focusing on the development of mgaskills is insufficient to help
students become good readers (Beck, McKeown, Sandacan, & Worthy, 1996;
Pressley, Goodchild, Fleet, Zajchowski, & Evansgg9)%ecause it neither provides
explanations about why some students read infretyugnd passively despite being
skilled readers nor about why some students afdyhengaged in reading while others
appear to be uninterested (Chan, 1996; Wigfield&h@e, 1997; Wigfield, 1997).

Since the early 1990s, there have been an incgeasimber of studies on how
students acquire and sustain reading strategieselstudies suggested that motivational
factors must be considered (Borkowski, Day, SaBretmeyer, Estrada, &
Groteluschen, 1992; Chan, 1996). Reading reseaalid not limit itself to the
cognitive domain because reading is an activity tbquires a large amount of strategic
effort and motivation (Baker & Wigfield, 1999; Guik & Anderson, 1999; Stipek, 2002;
Wigfield & Guthrie, 1997).

Motivational factors have appeared to gain morenditin in reading research
concerning reading behaviors (Lorch & van den Brd®&®7; Oldfather, 2002; Wigfield,
1997). Motivation has been taken into consideratamumerous reading studies and
learning models in an attempt to explain Wigysof certain reading behaviors (Gambrell,

1996 Wigfield, 1997).



Significance of the Study

Despite the proliferation of studies on readingiwaiion, most have been done
in classrooms in the United States (Edmunds & Bawnae, 2006). Relatively few
studies have specifically investigated Chineseesitdlmotivation in the reading
domain (Lau, 2004; Lau & Chan, 2003). The consegeéna huge gap in our
knowledge base regarding reading motivation amdmgé&3e students in different
Chinese societies. Given these limitations, anangiion of factors associated with
reading motivation in different cultures and lang@a@roups is needed (Wigfield &
Eccles, 2002).

If we assume that cultural norms and school settinfluence students’ learning
and thinking, it is important that reading motiwatistudies be done in many countries
and cultures. Therefore, it is necessary to undedsivhat specific cultural and
environmental factors are related to Chinese stgtprotivation, and explore whether
reading motivation plays the same important rol€lvnese reading development as it
does in the West. This dissertation begins tolfalis need by examining whether the
motivation constructs and theories that work in Wesstudies can be applied to
Chinese students in Taiwan.

Although some studies have revealed that Chinesabhievement students
have similar motivational problems as those of Wesstudents (Hau & Salili, 1990;
Lau & Chan, 2001), firm conclusions cannot be drasrong as Chinese students’
motivational problems remain an unexplored araaading research (Lau & Chan,
2001; Lau & Chan, 2003, Lau, 2004).

So far, most studies on reading motivation haveleyagd a quantitative research

method (Oldfather & Wigfield, 1996; Lau, 2004). Senesearchers have recently



suggested that qualitative methods, including ursys and observation, be used to
examine student motivation in literacy learning {{By 2002; Patrick & Middleton,

2002; Perry, 2002; Perry, Mercer, & Nordby, 2008)erview and observational
research methods are useful because they candsglarchers understand the thoughts
and behaviors of the participants, rather than wiéipg on pre-established categories for
their responses (Perry et al., 2000).

Triangulation between findings of the quantitatsugveys and qualitative
methods could provide new insights into the motorabf Chinese students and offer
better understanding of the factors or problemateel to the development of active and
engaged Chinese readers. Potentially, it couldnatdnly to our understanding of how
classroom contexts and teaching practices conéritaulearners’ motivation to read, but
also to our understanding of how culture and laggu=ontribute as well. This study will
also offer reading researchers and educators aitreggobe better cross-cultural
understanding about reading motivation.

Theoretical Frameworks

This study is grounded in both sociocultural the@fygotsky, 1978) and
engagement theory (Guthrie & Wigfield, 2000). Vyglot (1978) emphasizes the role of
social and cultural experience in the developmérhidren’s language, thinking, and
learning. A sociocultural perspective is embedatethe ways cultural groups interact
with other members of the society (Rogoff, 1998)eiefore, learning is a dynamic
sociocultural process when individuals enter coistexxquiring social interaction
(Rogoff, 1996). This view is in line with that orous reading researchers, who have
consistently demonstrated that current theorigaatfvation recognize that literacy

learning is facilitated by social interaction (Gaelh 1996; McCombs, 1989; Oldfather,



1993). Based on this premise, learning is a see@dess that is stimulated and
nourished by interaction with others (OldfatherQ200Ildfather & Dahl, 1994).

Engagement theory has many interpretations ancdeapobns in education
(Mosenthal, 1999), but the best known of theseaw®y's “reflective inquiry,” which
starts from a problematic situation (Dewey, 19298p). Dewey’s notion of “reflective
inquiry” conceives of a learner guided and motidady a question or interest of
personal significance, and thus enabled to be ewjagearning activities (Dewey,
1929). This process can enhance a learner’s atoliéxplore an object or problem with
greater complexity and depth. According to Dewhg, ¢ore of authentic learning is
comprised of intrinsic motivation, self-efficacyjdsocially constructed meanings
(Dewey, 1910, 1929, 1938). From a historical perspe, the view of Dewey’s
“reflective inquiry” has greatly influenced engagamtheory, which has become
increasingly relevant for integrating the cognitiveotivational, and social dimensions
of reading and reading instruction (Baker, BreBeGuthrie, 2000; Wigfield & Guthrie,
1997). Thus, reflective inquiry reinforces the cahty of the concept of motivation
within engagement theory.

Both sociocultural and engagement theory have bepported by the existing
body of research, and both recognize readingenality learning as culturally and
socially mediated processes (Cole, 1996; Gee, R000ff, 1995; Rueda & Moll,
1994). One cannot identify an individual’s motiatiwithout knowing that person’s
social and cultural contexts. Neither is it stéiit active, so that reading, writing, and
language interrelate with “the working of power atesire in social life” (Gee, 1990, p.
27). In this study, sociocultural factors that irgfhce student motivation were probed in

order to shed light on Chinese students’ readingvaibon.



Research Problems
Background of the Problem

Student motivation is among the most powerful debeants of students’ success
or failure in school (Hidi & Harackiewicz, 2000; &e2, 1996), and a lack of motivation
is at the root of many of the problems that classréeachers face (O’Flahavan,
Gambrell, Stahl, & Alvermann, 1992). Researchekehang worked to identify what
they consider to be the most important motivatiaaeaistructs in general, rather than
motivation for specific areas, such as reading (Araga, Rueda, & Monzo, 2004,
Oldfather & Wigfield, 1996)Consequently, research in reading motivation wasdd
until the early 1990s (Edmunds & Bauserman, 2008father & Wigfield, 1996).

It is widely reported that the motivation to leappears to decline during the late
elementary school years and during the transibanitidle school (Eccles, Wigdfield,
Midgley, Reuman, Mac lver, & Feldaufer, 1993; Waldi & Eccles, 1992; Wigfield,
Eccles, Maclver, Reuman, & Midgley, 1991) in alhdemic subjects, including reading
(Eccles, Widgfield, & Schiefele, 1998; Gottfried,88 Guthrie & Davis, 2003; Oldfather
& McLaughlin, 1993). Motivation to read and leammiddle school is not “inborn”
(Wigfield, et al., 1991, p. 553), but students barmotivated and competent in some
school environments whether they struggle with irggadr are competent readers (lvey,
1999).

Decline in the motivation to read has been attatdub students’ growing
awareness of their own performance as compareth&rs) to teacher control, to seeking
approval of teachers and others, and/or to a chgrigarning context that increasingly
emphasizes personal academic achievement (Eccies £993; Eccles et al., 1998;

Guthrie & Davis, 2003; Wigfield et al., 1991). Samds may struggle to negotiate



modifiers that are needed in the social contextshvhave been created both by “the
individual and by society as a whole” (Reed, SargiBeth, & Woodruff, 2004, p.262).
Of these changes, many apply to all readers anttdle school level (Eccles et al.,
1993; Guthrie & Davis, 2003).

Statement of the Problem

Middle school is considered one of the most intergsimportant, and
meaningful developmental periods (Reed et al., RG®dit is particularly problematic
that students’ perception of their own academic petence begins to decline by the
seventh grade (Harter, 1996; Midgley, FeldlaufeE&les, 1989). During this period of
time, students are exposed to expanded sociakrefergroups “coupled with the shift in
the evaluation standards” and required academialthites (Schunk & Pajares, 2002,
p.21).

Unfortunately, research studies of middle schaadesihts have been dominated
by a concern for determining the academic achiemefioe this age group and
comparing the effects of middle and junior highaak on students’ academic
achievement (Eccles et al., 1993). The dynamiccamaplex differencebetween
transition school settings, classroom cultured@tiddle school level, and students’
perspectives on learning and motivational procelsaes been generally neglected
(Eccles et al., 1993; Eccles et al., 1998; Oldfiagh&IcLaughlin, 1993).

A review of research on reading motivation shovesdhs a large body of
research focusing on the elementary school letlsI€s et al., 1998; Guthrie, Wigfield,
& Von Secker, 2000; Wigfield et al., 1991). Relaliwfew studies have considered
middle school, even fewer have been done in cositxtiside of the United States, and

fewer yet on Chinesgpeaking populations (Lau & Chan, 2003; Lau, 2004).



The influence of culture and context on studentiieg and motivation has been
documented by empirical research (Saili, Chiu, & P&01). Some studies (Chan &
Leong, 1994; Hong, 2001; Lau, 2004; Moneta, 20080 have informed us that cultural
values and beliefs can shape individuals’ motivetl@and behavioral patterns in a
specific context. Recently, this topic has receispécial attention from educational
researchers (Guthrie & Anderson, 1999; Wang & Geft2004). Reading researchers
have gone beyond school settings and classrootageéanto account the substantial
influence of the children’s cultures (Baker, All&hockley, Pellegrini, Galda, & Stahl,
1996; Guthrie, Schafter, Wang, & Afflerbach, 19@8cfather, 1993; Thompson, Mixon
& Serpell, 1996; Wang & Guthrie, 2004). Wang andltie (2004) conducted a reading
study of both U.S. and Chinese students, and thayd that the development of reading
motivation is likely to be influenced by the indiwvial’s cultural experiences.

Research has also identified a variety of diffeesngetween Chinese and
American cultures in several ways such as emotiognition, and motivation (Chen,
Stevenson, Hayward, & Burgess, 1995; Hui & TriandiB36; Markus & Kitayama,
1991; Rosenthal & Bornholt, 1988). The Chinesedwelithat the value of academic
achievement and academic success is fundamergehieving a satisfactory social
status (Chen, et al., 1995; Chan & Leong, 1994; §v/aA01), whereas for Westerners,
academic success is considered to be only onevefaevenues for social mobility
(Chen et al., 1995; Wang & Guthrie, 2004). Thiseek the view that student
achievement is a foundation of social prosperitpagnChinese communities (Wang &
Guthrie, 2004). Therefore, applying generalizedifigs from motivation studies in

Western contexts to Chinese student populationbearoblematic.



Purpose of the Study
The purpose of this dissertation study is to inges¢ seventh-grade Chinese
students’ reading motivation in Taiwan. This stedyployed a mixed-method
triangulation research design, which is a one-pkasegn involving both quantitative
and qualitative methods conducted during the sameframe and assigned equal
weight (Creswell & Clark, 2007). A modified Motivah for Reading Questionnaire
(MRQ) (Wigdfield & Guthrie, 1997) was used to collemantitative data. A semi-
structured interview and classroom observation werglucted to provide in-depth
gualitative data.
Research Questions
Three major questions were investigated in thidystn order to provide a full
understanding of the reading motivation of Chineseenth-grade students.

1. What are the profile characteristics of seventldgr@hinese students’ motivation to
read as defined by the MRQ subtest: self-efficagyinsic motivation, extrinsic
motivation, and social motivation?

2. What is the relationship between these studenasling achievement and reading
motivation?

3. How do Chinese-specific sociocultural factors iefiage these students’ motivation?

Regarding research question No.2, it was hypotbddizat students who were in
the high reading achievement group would have migberes on each subtest of the

MRQ than those students in the middle and low repdchievement groups.



Definition of Terms
Motivation

The word "motivation” is often used in the fieldexfucation to describe certain
types of learning desires and purpostsading motivatiomefers to an individual’'s goal-
oriented activities and achievements.

There are a variety of important motivational comstis and theoretical
perspectives on the nature of motivation. Fourirgathotivational constructs were used
in this studySelf-efficacyrefers to the belief that one has the capabititiearn or
perform a task or activity (Bandura, 198Bitrinsic reading motivatiomefers to the
enjoyment of reading activities or inner desirengage in reading (Deci, 1992; Deci &
Ryan, 1985)EXxtrinsic reading motivatiomefers to the desire to receive external
recognition or rewards for reading (Deci, ValleraRdlletier, & Ryan, 1991F5ocial
reading motivatiorrefers to the way an individual's reading motivas relate to each
other (Wentzel, 1996).

Engaged Reading

Engaged reading is strategic and conceptual dsagehotivated and intentional
(Guthrie, McGough, Bennett, & Rice, 1996). Engageaitlers are able to use a variety of
reading and learning strategies in or out of tlassrloom in order to fulfill their personal
goals, desires, learning purposes, and intentions.

Organization

This dissertation is composed of five chapters.gfdval introduces a
comprehensive picture of this study, including sigmificance of the study, the
theoretical framework, the research problem andgthiment of the problem, the

purpose of the study, research questions, anditiefis. Chapter 2 discusses the



research background and reviews literature ondleeaf reading motivation. This
chapter also includes a history of motivation reseathe currently available literature
about motivation studies, as well as cultural ashacational differences. Chapter 3
presents an overview of the design and methodseo$tudy. The chapter also details the
procedure used in collecting and analyzing the tii@dive and qualitative data. Chapter
4 describes the findings from triangulation of bqttantitative and qualitative data and
answers the research questions. Chapter 5 disdingstisdings and provides

implications for future research and educationatpces.
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CHAPTER TWO
Review of Literature

Chapter 2 describes the theoretical frameworksuhderlie this study and
reviews the historical perspectives of motivati@gding motivation, and cultural
differences. Relevant theories and research avaratkided.

This chapter is comprised of three major sectidhe. first section briefly
describes the historical perspective of motivatiime second section reviews related
literature on motivation to read and several landnmaotivational studies. The final
section discusses cultural differences that infbeereading motivation. A brief
description of middle school education in Taiwamg differences between middle
school education in Taiwan and the United Statesakso included.

Theoretical Frameworks
Sociocultural Theory

This study is guided by sociocultural theory (Vyglot, 1978) and engagement
theory (Guthrie & Wigfield, 2000). Vygotsky (1978inphasizes the role of social and
cultural experience in children’s learning contextdturally organized and socially
mediated practices, and the processes by whichlidisctievelopment emerges from
these practices.

Further, Vygotsky emphasizes that humans empldym@llsigns and tools, i.e.
literacy and language, to mediate their interastiorth each other, and to communicate
with each other and with their surroundings. FroXygotskian perspective, a major
role of learning is to create social contexts inchitboth teacher and learner are working
on an activity together. These relationships antbeglifferent roles that emerge for

students and teachers in the classroom have syrovilylenced how students learn
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(Rueda & Moll, 1994). Some sociocultural theor(&g., Gee, 1990; Heath,1983;
Street,1995) have also stressed that there are difhenent ways of literacy learning
embedded in specific sociocultural practices, awheasconnected to a distinctive social
norm, values, beliefs, and language (Gee, 2000).

Recent work in sociocultural theory focuses ongbeal conditions existing
when persons engage in a variety of activitiesractces. Sociocultural theorists Lave
and Wenger (1991) suggest that learning could beackerized as an interaction among
three factors: the structuring resources that bape the process and content of an
individual’'s learning possibilities; the sociopaldl organization of a practice that can
support a learner engaged in that practice; aradlyithe learner’s identity and
motivation, moving toward full participation in conunities of practice. Oldfather and
Dahl (1994) indicate what learners experience vithey engage in the social
construction of meaning. The domain of classroottucel supports student motivation,
as it is related to socially constructed beliefsutlwhat constitutes learning. Rogoff
(1995) further states that individuals develop tigto their changing participation in the
sociocultural activities of their communities. Acdmngly, literacy is a social
accomplishment; individuals are agents affectethbyr social positions, their desires
and access to resources and practices; and howrcesare situated in particular
classrooms and communities (Oldfather & Dahl, 1994)

Based on the sociocultural perspective, some relseis have recently expanded
the sociocultural literacy studies, feeling thatdeints have to go beyond the usual
pedagogy to focus on inferring characters’ beligégals and motivations, and various
social practices. The learning context can motigateents’ developing conceptions of

literacy and their willingness to engage in litardehaviors (Mosenthal, 1999; Beach,

12



2000). Furthermore, recent motivation researchgéodard integrating motivation
more with “social context related learning” (Piotri& De Groot, 1990), which includes
the idea that reader, text, and context need tmhstructed within the social and
learning context (Cole, 1996; Galda & Beach, 2(Rdeda & Moll, 1994).

Research has revealed that social interaction ingsretudents’ reading
achievement and reading motivation (Guthrie etl&195). Guthrie and his colleagues
(1995) examined the association of reading indoaaith the amount and breadth of
students’ reading activities, taking account ofi@lpcognitive, and home factors. They
conducted secondary analyses of a large natiotabase for students aged 9, 13, and
17. Using answers from student questionnairesigbearchers applied conceptual
criteria and factor analysis to identity five cansts: home literacy, social interaction,
teacher-directed instruction, study strategies,gareeral reading activity. The result
showed that the amount of reading a student didasssciated with levels of social
interaction surrounding reading and teacher-diceotstruction for the three groups of
students. Furthermore, several experimental anereégsonal studies have also shown
that social interaction and book discussion witldsehts increase the amount of reading
and thinking related to the texts (Turner, 19987)9

The sociocultural perspective has been implementdte educational research
community in western countries. Of late, this perdjwe is receiving a great deal of
attention in non-English speaking countries, esglgcAsian countries (Hiebert &
Raphael, 1996).

Engagement Theory
Engagement theory provides another theoreticaldveonk in which this current

research is grounded. The engagement theory igediefiom Deweyan principles of
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inquiry (1910, 1920, 1938). In Dewey'’s view, thareer is problem-centered, being
guided and motivated by a question or interesteo$@nal significance. Dewey assumed
that authentic learning depended on intrinsic naditon, self-efficacy, and socially
constructed meaning, but he did not use these tEringestigate his assumptions. Gray
and Monroe (1929) investigated reading motivatiarerdirectly than Dewey. They
explored the reading interests and purposes of esldlers in many walks of life. They
also described a spectrum of reading purposesegiesa, and instructions.

From a historical perspective, the engagementyheas become especially
relevant because it integrates the “cognitive, watitonal, and social dimensions of
reading and reading instruction” (Baker et al.,@2Q®2; Wigfield & Guthrie, 1997).
Guthrie and Wigfield (2000) proposed the engagemmadel of reading development
based on the engagement theory, which includesifepand knowledge goals, real-
world interactions, autonomy support, interestiexis, strategy instruction, praise and
rewards, evaluation, teacher involvement, and @ftienstruction process. A wide
range of studies have demonstrated that engagesnesgential for students’ long-term
achievement (Baker et al., 2000). The term “reaéimgagement” is defined as a linkage
between motivation, interaction with text, and ilwement at a deep level for a variety
of purposes (Baker & Wigfield, 1999; Baker et 2D00; Guthrie et al., 1996).

Based on an engagement perspective of readingagemeht, Guthrie and his
colleagues (2000) investigated the instructioraniework of Concept-Oriented Reading
Instruction (CORI), which combines motivation sugpend strategy instruction. The
CORI program is designed to foster reading motbrgtengagement, and
comprehension through teaching of reading strasg@eithrie, Wigfield, Barbosa,

Perencevich, Taboada, Davis, Scafiddi, & Tonks 422@uthrie et al., 2004; Wigfield et

14



al., 2004). All students were administered theddiatized test for pre-tests and no
significant difference was found between CORI aaditional students on the
standardized test. A reading comprehension testreniIRQ (Motivation Reading
Questionnaire) were given for post-tests. The tesidve shown that students in the
CORI had higher comprehension scores and were motieated to use strategy than
the students in the traditional classroom.

Informed by the engagement theory, Cipielewski &tahovich (1992)
conducted a two-year longitudinal study to exantireerelationship between exposure to
print and comprehension growth among third throfiftfin grade students. The
frequency of exposure to print was measured wittlearecognition test (TRT) and an
author-recognition test (ART) asking children teeck the lists of book titles and
authors they read. The TRT and ART significantlyretated with reading
comprehension at .58 and .43 respectively. Cunaimgand Stanovich (1991) and Allen,
Cipielewski, and Stanovich (1992) found similarulesthat strong engagement led to
strong exposure to print and reading comprehengifwurth through sixth grade
students.

In most recent years, the engagement theory hasusees increasingly by
reading researchers and educators in differenakleerning contexts (Gambrell &
Almasi, 1996; Guthrie & Alvermann, 1999; GuthrieVdigfield, 2000). Lau (2004) was
considered as the first researcher to use the &hiReading Motivation Questionnaire
(CRMQ) to assess Chinese middle school studerddimg motivation in Hong Kong.
The CMRQ consists of four constructs: self-efficanyrinsic motivation, extrinsic
motivation, and social motivation. A total of 159ht Kong Chinese seventh-grade

students participated voluntarily in this studyeTiesults have identified that the

15



students’ reading motivation was positively relatedheir strategy use, reading
comprehension, and academic achievement.

These studies used various motivational factorsraselarch methods, and they
all point out that students without reading compredion skills, reading and instruction
strategies, and motivation will have limited reagachievement (Guthrie et al., 2004).
Furthermore, these studies have demonstratedngtatictional processes and learning
context surround the engagement processes anageauaticomes (Guthrie & Wigfield,
2000). Given these factors, reading engagemenp@erse works best in a group of
students with an appropriate instructional progrand draws on the need to work with
the students in a social context because theyegedntly connected (Baker & Wigfield,
1999; Guthrie & Wigfield, 2000; Wigfield & Guthrid,997).

Some overlap occurs between sociocultural andgamgant theory views of
literacy learning; both recognize texts, learningtexts, and readers are elements salient
to the reading process. Processes of reading arplicated, but these processes are
strongly influenced by students’ individual expeges with reading and also by their
social setting and environment (Guthrie et al.,5t9igfield, Eccles, & Rodriguez,
1998). Both the sociocultural and engagement thegniesent evidence that literacy
learning and motivation are inextricably linked; tiation to read does not develop
automatically (Guthrie, Wigfield, & Perencevich,@0). Students must be engaged in
the whole activity (text, context, reader) rathert a discrete part. Thus, instructional
support, social interaction, and learning environte€an lead to a refinement of both
practice and theory in reading motivation. Thegecantered on the realm of the
classroom, and they can influence the capacith@bktudents to use strategies and

reading engagement, and social interaction witkersth
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Historical Perspective of Motivation

Early views of motivation and psychology in genavake rooted heavily in
philosophy (Reeve, 2001). Many psychologists draevthe views of such philosophers
as Plato and Aristotle and conceived of the humand ras knowing (cognition), feeling
(emotion), and willing (motivation) (Pintrich & Sahk, 1996). These early
psychologists explained that the tenntl reflects an “individual’s desire, want, or
purpose,’volition was “the act of using the will” (Hull, p, 27). Tée early drive theories
were grounded in biology and physiology (Hull, 19#i8ill, 1952; McDougall, 1926).
Freud (1951), the father of psychoanalytic theopegposed that motivation is related to
basic biological drives or instincts that causeviatials to behave in certain ways.
Drives are internal forces and explain motivatioierms of inner needs. These theorists
focused on motives associated with the developwieiself’ theories, which emphasize
the strong and pervasive human need for positigakand self-evaluation (Hull, 1952;
Hebb, 1955).

However, the late 1950s and 1960s proved to bertapotransitional years as
the drive theory declined in support and populafiinner (1953) viewed an
individual’'s behavior as shaped by external evémtsponses and stimuli). Many
historical reviews of motivation are behavioral &ese they explain motivation in terms
of observable phenomena (Skinner, 1953; Watsor4)1®&&havioral theorists believed
that explanations for motivation do not need tdude thoughts and feelings (Reeve,
2001), but that the explanation for what motivaiesple lies in the external
environment.

Unlike views of behavioral theories which emphaditee contribution of

external factors to behavior, Rogers (1961) andi®a$1970) put forth the view that
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individuals have an inborn propensity for growtthieh is fostered through learning,
natural development, and various other ways. In8#¥0s, psychologists sought to
understand and investigate one particular behadvytenomenon (e.g., doing well or
poorly in school) but did not try to explain thdl fitange of motivation (Dember, 1965).
Some of these theories have emerged and forgat@ds with other fields sharing ideas,
constructs, methodologies, and perspectives, #plaaging the “fading grand theories”
(Reeve, 2001, p. 35). Cognitive, socio-cognitive] aocial theories have extended and
refined these earlier theories creating more i@t@ge conceptualizations of motivation
literacy learning (Ford, 1992; Reeve, 2001).

In the early 1980s, researchers and psychologisted their attention to human
learning. They discovered a plethora of naturatlgusring instances of motivation
outside the laboratory, more particularly in donsasnch as achievement, affixation, and
in various school settings (Taubes, 1998). Reseadiegan to focus on motivation as a
phenomenon of “thinking” as well as “feeling” armdee thoughts and feelings as
mediators of behavior that play an important raleantemporary motivation (Corno &
Snow, 1986; Stipek, 1988; Weiner, 1985). Curreaiwa of contemporary motivation
theories focus somewhat on the importance of saifgption, beliefs in learning,
expectations, and goals as factors that affectvatodin and performance (Bandura, 1986;
Dweck, 1986; Weiner, 1990).

Since the 1900s, motivation researchers have begusing increasingly on
socially relevant factors regarding students’ leagr{Reeve, 2001). A myriad of
changes to motivation theories occurred which weher contemporary theories (Reeve,
2001). The major components of the contemporaryribe include self-efficacy,

learning and achievement goals (Pajares, 1996;k¢ci995). Self-efficacy is grounded
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in social cognitive theory, which postulates thatan achievement depends on
interaction between one’s behavior, personal fadi®.g., thoughts, beliefs), and
environmental conditions (Bandura, 1986, 1997 kinilar fashion, self-concepts are
formed through experiences with and interpretatmirthe environment, and are heavily
influenced by reinforcement and evaluation (Share& Bolus, 1982).

Self-efficacy theory is concerned with the basied® support intrinsic task
engagement, including a need for autonomy, rel&ssirand competency (Deci & Ryan,
1992; Deci et al., 1991; Ryan & Deci, 2000). Acaoglly, intrinsic motivation for self-
efficacy emerges from the learner’'s own needs &sd&k rather than from outside
pressures (Deci & Ryan, 1987). Deci and his colieachave demonstrated that when
these needs are satisfactorily met, individualsstiam from extrinsic control to
personal intrinsic engagement. In contrast, whesdineeds are not met, feelings of
self-efficacy fade. However, students are notratinsically motivated for all tasks or
subjects.

Just as self-efficacy is important to student nadton, a number of different
ideas about students’ learning behavior were medsumder the concepts of
achievement goal theory (Anderman, Austin, & Jolnn&®01). Researchers have
identified several types of goal orientation thag eelated to performance, ability, and
extrinsic incentives (Dweck & Leggett, 1988) indlugl learning goals, performances
goals, and performance-avoidance goals (Maehr &g 1996). Both sets of
characteristics help to explain the reasons whyesits engage or disengage in school-
related tasks (Ames, 1992; Ames & Archer, 1988hifeement goal theory is not only
about the strengths of students, but also aboutdhee of academic goals that influence

their approaches to learning opportunities (Am&921 Harackiewicz, Barron, Pintrich,
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Elliot, & Thrash, 2002). Much research supportsitlea of self-development theories
and goal orientation that can influence the dimttpersistence, and outcomes of
achievement-related actions (Schunk& Pajares, 200#se contemporary theories are
still used widely and are greatly influential irethield of education.

The historical perspective of motivation providdsrigf outline of how
motivation theories have been developed and charigaldo provides the history of
how the concept of motivation came to prominenad, lzow theoretical principles and
perspectives have progressed from relatively sstiplconceptualizations of motivation
to “an ever increasing collection of sophisticased empirically defensible insights”
(Reeve, 2001, p. 45).

Review of the Literature of Reading Motivation

For most of the twentieth century, researcherstaachers emphasized “how” to
teach students to develop their reading abilitiesg@with a habitual love of reading,
which has been an important concern in educati@saarch (Guthrie & Anderson,
1999).

The cognitive view of reading creates meaning tghothe flexible use of
strategies to foster, monitor, regulate, and mairdamprehension (Dole et al., 1991).
However, researchers have discovered that reasliadar more complex process
(Anderson et al., 1977; Guthrie & Anderson, 19%)dents who only learn how to use
reading comprehension strategies cannot becomergadérs (Beck et al., 1996;
Pressley et al., 1989). As it has become increbsewgdent that reading is a demanding
activity requiring various strategies and motivadBaker & Wigfield, 1999; Stipek,

2002), researchers have incorporated the questiavhy” students do not want to read
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into their epistemic framework (Guthrie & Andersd®99). Motivation theories are
interested in the “whys” of human behavior (WiglieEccles, & Rodriguez, 1998).

Since the 1990s, a growing amount of researchéwesaled that motivational
factors influence students to read (Wigfield & Guegh1997; Guthrie & Anderson, 1999;
Guthrie, Anderson, Alao, & Rinehart, 1999). Mangearchers have taken an interest in
children’s motivation to read (Wigfield, Guthriepiiks, & Perencevich, 2004; Wigfield
2000), coupled with the cognitive aspect of acggineading skills (Guthrie et al., 1995;
Wigfield & Guthrie, 1997; Wigdfield et al., 2004).avious theories of motivation have
been widely studied in research projects and edutpractices in order to promote
reading motivation (Morrow, 1992; Guthrie et ab95; Guthrie & Wigfield, 2000;
Guthrie, Wigfield, Metsala, & Cox, 1999; Reed et aD04; Wang & Guthrie, 2004;
Wigfield & Guthrie, 1997).

Reading motivation is becoming a predominant retetmpic and the number of
studies of reading motivation has increased (Galmii@95). Recently, some reading
researchers reported the results of a nationaegwenducted by the National Reading
Research Center (NRRC), which showed that readmtgvation is a topic that teachers
and educators would like to see investigated male {Gambrell, Palmer, Codling, &
Mazzoni, 1996; Oldfather & Wigfield, 1996; Wigfiel@000).

Under the broad umbrella of motivation theoriesugied in the engagement
perspective and sociocultural theories, readingwation has encompassed four major
constructs: self-efficacy, intrinsic motivation,teRsic motivation, and social motivation.
These different motivational constructs play areesal role in motivating children to
read and they have been widely researched in éiftexge groups and populations

(Baker & Wigfield, 1999; Chapman & Tunmer, 1995;n&aell, 1999; Gambrell et al.,
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1996; Guthrie, Van Meter, Hancock, McCann, AnderdébAlao, 1998; Guthrie &
Wigfield, 2000; Mazzoni, Gambrell, & KorkeamakB949; Lau, 2004; Turner, 1995;
Wang, 2001; Widfield et al., 2004).

Self-Efficacy

Self-efficacy refers to an individual’'s belief tHa or she has the capability to
learn or perform a task or activity (Bandura, 19&3)If-efficacy has been widely
utilized in various reading research areas, sudtrategy instruction (Guthrie et al.,
1999).

In a landmark study by Schunk and Rice (1987)rélsearchers used multiple
sources of information about the value of a stiategmprove achievement outcomes.
Participants were fourth and fifth grade studerte Wwad scored at or below the 20th
percentile on standardized reading tests. Studeo¢sved a goal of learning to use a
strategy for finding main ideas and were given galrgtrategy information and specific
strategy information. General information emphasittee value of the strategy for all
reading tasks while specific information conveyee value of using the strategy to
identify main ideas. The results showed that btrtitesgies promoted self-efficacy and
comprehension.

Schunk and Rice (1993) further investigated theortgmce of information on
strategy and goal setting. Fourth and fifth gradeents whose scores on standardized
reading tests were in the lower 30th percentiln@school district received instruction
on finding main ideas. Some students were taugbthgrehension strategy; others
received strategy instruction by observing an achagltlel comprehension strategy. The

results indicated that students who had clear goadsreceived feedback about strategy
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value and instruction demonstrated the highestedBtfacy and multiplied strategies for
text comprehension.

Researchers have further used different ways teldp\students’ sense of
reading efficacy so students have control ovelptioeess of reading activities. Au and
her colleagues used the term “ownership” in disogsstudents’ sense of control over
their learning. These researchers created a readmigulum in Hawaii to develop a
literacy skill program to help a group of studentso had done poorly in school.
Evaluation of the program has shown that studartstaongly engaged in the literacy
activities and have a strong sense of ownershipesfe activities. Self-efficacy beliefs
predict students’ motivation for reading; studemith high self-efficacy see difficult
reading tasks as challenging. High self-efficacgliemges students to work harder,
longer, and more willingly than students with loelfsefficacy (Au, 1997; Au, Scheu,
Kawakami, & Herman, 1990).

Research has demonstrated significant and positifrelations between self-
efficacy for reading or performing tasks (Guthrieak, 1998; Guthrie et al., 1999;
Wigfield et al., 2004). Simply put, self-efficaay reading is necessary for students to
keep learning (Guthrie et al., 2004) and to haw@tpe feelings about themselves while
performing reading tasks and working in other sciisjeResearch has also shown that
students who feel efficacious about reading orimgiare apt to be able to use proper
procedures, monitor information, and adjust stiategs needed (Schunk, 1994;
Zimmerman, 1994). Self-efficacy beliefs will nobgiuce competent readers when
requisite skills and knowledge are lacking; therefohere are other motivation

constructs that are conceptually similar and necgds self-efficacy.
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Competence beliefs refer to individuals’ beliefgamling their ability in
different activities (Wigfield, 2000). Children’®mpetency beliefs predict their
achievement in different subjects such as, mathesand reading (Bandura, 1997;
Meece, Wigfield, & Eccles, 1990; Nicholls, 1979aKk&r and Wigfield (2000) also
found that providing students with challenging m&nageable reading materials can
enhance their sense of competence. Stevens and §1895) further assessed students’
beliefs about their competence in different classrsettings. They found that students
in cooperative elementary schools did have higlkeectgved competence in reading and
mathematics than did students in “traditional” {feex centered) schools.

Self-concept refers to individuals’ collectivefsgérceptions formed through
learning experiences and the act of interpretadfdhe environment (Shavelson &
Bolus, 1982). Self-concept also includes feelingsedf-worth that accompany belief in
competence (Schunk & Pajares, 2002). In recensyda relation between self-concept
and reading ability has grown stronger in the figldeading motivation (Baker, 2000).
Chapman and Tunmer (1995) conducted a research aloait development in young
children’s reading self-conception. The particiganere examined by four experiments.
The result identified that children who do not depebasic competency in word
recognition will have a weaker concept of themselwe readers. Overall, self-efficacy,
self-concept, and competence belief are quite oftemconnected and intertwined in the
reading motivation domain.

Intrinsic Motivation

Intrinsic and extrinsic are the two major typegruaitivation theories (Deci &

Ryan, 1985; Lepper & Greene, 1978; Malone & LephBB7) that are relevant to the

field of reading education. Intrinsic reading mation refers to the enjoyment of
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reading activities (Deci, 1992) or inner desir@hgage in an activity (Deci & Ryan,
1985; Gottfried, 1985). Students who are intrindycaotivated have an inherent
interest in what they are reading. They often penftor their own sake and spend more
time reading (Aarnoutse & Schellings, 2003; Andardilson, & Fielding, 1988;
Morrow, 1992).

Wigfield and Guthrie (1997) distinguished differ@sipects of intrinsic
motivation, including curiosity, importance, invelment, and challenge. Curiosity refers
to the desire to read interesting texts and tofBeser & Wigfield, 1999; Guthrie &
Wigfield, 2000). Importance refers to one’s vald@dask including reading (Gambrell,
et al., 1996; Guthrie & Wigfield, 2000). Involventaefers to the enjoyment
experienced from reading or “absorption in a tekifing a text interaction (Guthrie &
Wigfield, 2000, p. 407). Challenge refers to thsideto figure out the reading texts and
willingness to read a more difficult level of teXtSuthrie & Wigfield, 2000). One aspect
of intrinsic motivation is becoming totally involsglen the activity one is doing (Wigfield
& Guthrie, 1997). Csikszentmihalyi (1991) describi@s as a “flow” experience, losing
track of time and absorption of self-awarenes&atding events.

A landmark study by Gottfried (1985) inspected tdlationship of academic
intrinsic motivation and school achievement acdifferent domains, such as reading,
math, social studies, and science. The results asthdfat fourth through eighth grade
students with higher intrinsic motivation in a sfiecddomain had a higher perception of
competence within that domain compared to studeitkslower intrinsic motivation.
Intrinsic motivation in reading was not significgnassociated with reading

achievement.
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Gottfried (1990) further conducted a longitudinidy testing elementary school
students’ reading achievement from ages 7 to Syadr The results have confirmed
that intrinsic motivation and reading achievemead positive correlations. The results
have further indicated that intrinsic motivatiorage 7 had higher correlation with
reading motivation at age 8 and 9, all of whichevereasured by teacher rating of
reading performance and a standardized test.

Wigfield and Guthrie (1997) studied 105 fourth difith graders’ intrinsic
motivation and their relation to the breadth andan of their reading. The Motivation
for Reading Questionnaire (MRQ) was used to assasents’ reading motivation.
Breadth and amount of reading were measured wéliRéading Activity Inventory
(RAI). The study identified intrinsic motivatiomaluding reading efficacy, curiosity,
and involvement constructs, and extrinsic motivatiacluding recognition, grades, and
competition constructs. The results of this studyveed that students with higher
intrinsic motivation showed a greater amount arehtth of reading than the students
with lower intrinsic motivation. Those highly insically motivated students read nearly
three times as much per day than those who haddwhest intrinsic motivation.

Some researchers have further observed that ctamsrontexts have greatly
influenced students’ intrinsic motivation and engiagnt, and have also influenced the
degree of teachers’ control over students’ learaing choices (Deci & Ryan, 1985;
Ryan & Stiller, 1991). Two qualitative studies afrfier (1995, 1997) also illustrate how
classroom contexts influence different aspectsooiyg students’ motivation for literacy
activities. Both studies examined the effect ofrinstional contexts on children’s
motivation for literacy. Eighty-four first gradeitdiren in six basal classrooms and in six

whole language classrooms were observed during lidaitacy instruction. Turner
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(1995, 1997) implemented open and closed literatiyities, or tasks. Open activities
allow students to make choices, requiring strategp; and facilitating students’
involvement and persistence. In contrast, closésies are more constrained in terms
of students’ choice and engagement. Turner (19987 )Ifound that students were more
engaged in literacy activities and used more ektkastrategies when tasks were more
open.

Studies suggest that building choices into thdirgacurriculum is an effective
way to facilitate children’s intrinsic motivation reading and their sense of autonomy
(ownership) over their reading (Wigfield, 2000; fear, 1995, 1997). Some related
studies have shown that intrinsically motivatedistits would like to seek opportunities
to engage and to be immersed in book reading (@@uhal., 1999; Guthrie & Wigfield,
2000; Sweet, 1997; Widfield & Guthrie, 1997; Widgfie1997). Intrinsic motivation is
not the only component for directing readers to glete more difficult reading tasks.
The terms “attitude,” “interest,” and “choice,” avften used interchangeably along with
the notion of intrinsic motivation (Mazzoni et é999).

Interest.Some researchers have discovered that there is@agmiap in the
outcomes of intrinsic motivation and individualerést (Renninger, 2000). Interest has
been considered an implicit aspect of intrinsiciwaiion (Deci, 1992). Researchers
have just begun to discuss the role of interestxhcomprehension (Wade, 1992). Two
types of interest have been most commonly assalcveite text comprehension.
Schiefele (1991) notes the important distinctiotwaen personal and situational interest.
Personal interest refers to a specific topic, mgHasting, and “exists in advance of a
particular situation” (Bruning & Schweiger, 1997156; Hidi, 2000; Schiefele, 1991).

Situational interest is “common across individuatlmrt-lived, and elicited in a
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particular context” (Bruning & Schweiger, 1997, %61 Krapp, Hidi, & Renninger,
1992).

Schiefele (1991) assessed how college studentsitginal interest in text
materials influenced their comprehension. Studetiks were more deeply interested in
the text materials used more elaborate learniragegires than students who were less
interested in the materials. Schiefele (1996) frrihvestigated the relations among
topic interest, prior knowledge, verbal ability,adjty of experience, and text learning. A
total of 107 twelfth grade students participatethis study. They had to read two
different texts. Prior to reading the texts, topierest and prior knowledge were
assessed. The results have shown that interest poedict the quality of experiences in
the reading phases. Interest was strongly relat@tticators of deep-level learning,
such as recall of main ideas, coherence of remadl,representation of meaning when the
students were reading.

Some researchers have also further investigatedparinterest in text
comprehension. Renninger (1992) found in studid#tbfand sixth graders that interest
in the materials enhanced their comprehension, efaraterials that were quite difficult
for the children to read. Shirey (1992) also exadihow students’ interest in reading
materials affects their comprehension and atteribdhe tasks. These studies explain
that children’s motivation to read can be enhanglen interesting texts and materials
are used in class. Personal interests can alseaiserstudents’ levels of attention and
their comprehension of reading materials (Schife®®1; Wigfield, 2000).

In reviewing interest in reading, interest shoutdthhought of, not only as an
independent factor in the process of reading azahieg, but also as a desired outcome

(Schifele, 1991). Thus, interest in reading app&alse an important motivational
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variable influencing different aspect of readingfpenance and reading engagement
(Wigdfield, 1997).

Attitude.Some researchers have noticed that attitude magtdffe level of
ability and reading engagement (McKenna, Kear, &vi#brth, 1995). Attitudes toward
reading are generally defined as individuals’ fegdi and beliefs about reading
(Mathewson, 1994; Rajecki, 1990). Mathewson (128%) McKenna (1994) state that
these feelings about reading influence how muclviddals involve themselves in
reading.

Morrow (1992) employed a literature-based studémtify the reading
attitudes of children from minority backgrounds €13tudy confirmed the importance of
providing children with daily opportunities to expnce literature in active and
pleasurable situations, which enables studentave h positive attitude toward reading.
McKenna et al. (1995) conducted a national surseydying a sample of 18,185
students, first through sixth grade, and propokegktprinciples of reading attitude: (a)
beliefs about the outcomes of reading, (b) bekisut the expectations, and (c) the
outcomes of specific incidents of reading. The ltsduave shown that a negative
attitude is clearly related to ability, and thenttes most pronounced for the least able
readers. Girls have more positive attitudes thars lad all grade levels. However, these
scales to assess reading attitude have not inclmdéiglation constructs.

Choice.Concerning the concept of choice in intrinsic mation, children do not
passively respond to their environment; rather tejwvely make choices and “attend to
salient factors in their environment” (Gambrell &akhak, 1997, p. 214). A number of
studies support the idea that making choices abetructional tasks can enhance

students’ interest and commitment to learning ([EeBlyan, 1985; McCombs, 1989,
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1991). Turner (1992) and Spaulding (1992) sugdedtwhen students are provided with
choices in their literacy learning there is an @age in self-perceived control and
engagement in literacy activities. Making choicesnpotes involvement, commitment,
and engagement in learning. This supports the mdtiat there is a strong correlation
between choice and the development of intrinsiawvaton (Paris & Oka, 1986; Rodin,
Rennert, & Solomon, 1980; Spaulding, 1989, 1992néy 1992).

Research clearly supports the contention thahsitr motivation is increased
when students are afforded opportunities to makécel about their literacy learning
and activities (Gambrell & Morrow, 1996). Wigfie(@000) has also confirmed that
giving students some choices in their learningfoater intrinsic motivation.
Accordingly, choice is viewed as a “critical dimens of intrinsic motivation
(Gambrell & Morrow, 1996, p.118).

Extrinsic Reading Motivation

Extrinsic reading motivation refers to motivationarder to receive external
recognition or rewards (Deci et al., 1991). Studemtho are more extrinsically motivated
often intend to please the teachers and are depeodé¢he guidance of others (Baker &
Wigfield, 1999; Guthrie & Wigfield, 2000). Their rtigation comes from what they will
receive for performing the activity rather thannfreéhe activity itself (Wigfield et al.,
2004).

Some research studies have shown that incentivemciaease short-term
attention to specific activities, but students vpnedominantly experience an
extrinsically controlled learning environment wiicus on reward or recognition of
others (Flink, Boggiano, Main, Barrett, & Katz, 299Students who have strong

extrinsic orientations may rely on memorizing, gieg the meaning of the text, and
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using surface-learning strategies for reading. Tateympt to avoid challenging reading
materials and to meet their goals with minimal gffMeece & Holt, 1993). This review
of extrinsic reading motivation proposes that t@sons for reading are based on
incentive and social controls (Guthrie & Humeni2R04).

The first landmark study investigating external aegs was done by Deci (1971).
Deci tested 24 college students with a puzzle sgltask called the Soma Puzzle, which
might motivate students to solve it intrinsicallihe 24 undergraduate students were
assigned to two groups: an experimental group asahaol group. The puzzle-solving
experiment was conducted in a laboratory in thrdeur sessions. The results showed
that students in the experimental group decredsadintrinsic motivation in the final
session compared to the first session, whereasrdsith the control group maintained
the intrinsic motivation from the first to the tlisession. Giving a reward (money)
decreased the intrinsically motivated learning @raso the difference between the
two groups was significant (at p<.10).

Guthrie et al. (1999) further presented evidenchefrelationship between
extrinsic and intrinsic motivation and the amouhteading students do. Intrinsic
motivation included challenge, curiosity, and inkgrhent constructs and extrinsic
motivation contained recognition and competitionstoucts. A total of 425 students
participated in this study; 271 fifth graders afd third graders. The MRQ measured
students’ reading motivation. The results indicdteat both intrinsic motivation and
extrinsic motivation, taken separately, signifidgrontributed to the prediction of the
amount of reading (10.8 % and 12.4% of variancgeetively) among the elementary

students.
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Wang and Guthrie (2004) further identified the ef$eof intrinsic and extrinsic
motivation on the amount of reading in a crosstraltsetting. A total of 187 U.S. and
197 Chinese fourth grade students participatedisnstudy. The MRQ, the reading
activity inventory (RAI), the evaluation of eduaatal achievement (IEA), and the
previous semester’s reading grade were used toumgesttidents’ reading motivation,
reading comprehension and the amount of readitigngic motivation was strongly
positively related to text comprehension in bot®LAnd Chinese children. Extrinsic
motivation, such as reading for grades, was an itappbmotivating force for Chinese
students.

The aspects of reading motivation based upon sitriand extrinsic motivation
theory are also consistent with individuals’ goaéntation toward reading to some
extent.

Goal orientationsResearch on students’ achievement behavior héexlumed
the importance of the goal orientation as a framrewWAnderman et al., 2001). Much
attention has been focused on Dweck and Leggé&®88) theory of motivation,
postulating two orientations toward learning: (d¢aning or mastery goal orientatjon
by which students acquire knowledge and skills kad them to become more
competent learners and readers, and (b) a perfaer@rego goabrientation, in which
individuals are eager to seek opportunities to destrate their skills or knowledge in a
competitive approach.

A research study by Meece and Holt (1993) has natetationship between
personal goals, strategy use, and academic penmaeraamong 100 fifth and 175 sixth
grade students. The study used a hierarchicaleclasialysis to categorize goal patterns

among fifth and sixth graders. The results showeatl students who have task-mastery
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goals had significantly higher science scores,ea@ment test scores, and engagement
in school than students who had ego-goals. In madistudents who had mastery goals
reported greater use of strategies than thosergtuddno had ego goals.

Goal orientations have been studied in relatiore&aling motivation along with
the importance of consequences (Meece, 1994; V\2&@d,). Applying these concepts to
reading, when students focus on outperforming sthtbey are more likely to read texts
and to do activities they know they are able tq@othrie & Wigfield, 2000). By
contrast, children who are more concerned withr thin progress rather than with
outperforming others tend to read more challengnagerials (Guthrie & Humenick,
2004).

Achievement valueResearch has found that value is one major coriselated
to achievement goals (Oldfather & Wigfield, 1998¢hievement values refer to the
purposes of individuals for doing different tasksls as reading and writing (Eccles et
al., 1993; Oldfather & Wigfield, 1996). Eccles, Wedd, and their colleagues have done
much of the recent work on children’s and adolet@chievement values and how
their achievement values relate to their perforreaartd choice of different activities
(Eccles et al., 1993; Widgfield, 1994; Wigfield & &les, 1992). A major finding of this
work is that students’ ability-beliefs and compegenfor success can predict their
performance in mathematics and English. Howevessdtactors do not predict their
intentions or their actual decision to keep takimgthematics and English as strongly as
do their achievement task values. This study has iggested that students’ valuing of
literacy may be one of the important predictorgheir engagement in literate activity.

The debate between intrinsic and extrinsic motoratDeci and Ryan (1985)

highlighted the importance of how intrinsic motieet enhances one’s process of
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learning, whereas extrinsic motivation is a matferonditioning, as a consequence of
such external reinforcement as praise or tangéMerd.

Motivation theorists have recently discussed aeraf ways to facilitate
students’ intrinsic and extrinsic reading motivat{@Vigfield, 2000). Wigfield and
Guthrie (1997) studied 105 fourth and fifth graderginsic and extrinsic motivations
and their relation to the breadth and amount df tieading. The measure of motivation
for reading referred to as the Motivation for RegdQuestionnaire (MRQ) scales
(Wigfield & Guthrie, 1997) showed that studentshaliigher intrinsic motivations have
a greater amount and breadth of reading than stsigeth lower intrinsic motivation.

Yet, abundant evidence supports the idea thatgrewards and incentives for
book-reading increases reading achievement (Gutar, Knowles, Buehl, Mazzoni,

& Fasulo, 1996). The use of rewards or incentivagpams to stimulate motivation is a
common practice in many schools (Wigfield, 200@tiéularly, these programs are
very widely practiced in elementary schools (Garti&éarinak, 1997) and always
have a place in the journey of the student’s Baithrie et al., 2000). A number of early
reading programs, such R&NNING STARTand Book It!, have confirmed that these
programs have been successful in promoting chilsrengagement in reading activities
by using rewards ( e.g., free books or free pig@épfield, 2000).

However, many motivation theorists, who believeingic motivation has more
positive effects on students’ learning, have arghatithe overuse of reward and praise
can undermine students’ achievement (Deci & Ry8851Lepper, 1988; Ryan & Stiller,
1991). Ryan and Stiller (1991) discussed how esicirewards can undermine students’
motivation to engage in the activity. These redsens have proposed that extrinsic

rewards be used when students are in caring arnpbdug classroom settings (Wigfield,
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2000). Others have argued that extrinsic rewardsod@ndermine intrinsic motivation
and learning desires (Cameron & Pierce, 1994).

All children have a variety of reasons to read emlgarn. Some are motivated
to read for extrinsic reasons, and some are intallg motivated to read (Baker &
Wigfield, 1999; Wigfield & Guthrie, 1997). Researihs found that many children
perform reading activities with both intrinsic aexkrinsic motivations (Lepper &
Henderlong, 2000). Guthrie et al. (1999) found thath intrinsic and extrinsic
motivation significantly affected reading achievermeeading amount, and predicted
text comprehension. Some incentives may be needeekp students working on
reading activities or some tasks but not on otf@aker & Wigfield, 1999; Wigfield &
Guthrie, 1997). The debate between the intrinsttexirinsic perspectives is still
continuing.

Social Motivation

Social motivation refers to ways that individuatsotivations relate to each other
(Wentzel, 1996). This kind of motivation is crucialreading, because reading is a
“social activity” within a social context (Wigfiel®2000, p. 142). For example, students
read together in class, share books with theirgyeerd read together with others at
home. Some researchers have begun to noticetéraicly learning is not simply an
individual act of cognition, but it is also tiedtlee social activity of groups and cultural
practices (Guthrie et al., 1995; Guthrie, Schaléang, & Afflerbach, 1993; Kucer,
2001; Marshall, 1992; Vygotsky, 1978; Wigfield, 200

Social contexts are increasingly being recognizeningortant factors that
influence students’ reading development engage(@éwtrmann & Guthrie, 1993;

Guthrie et al., 1995; Turner, 1995; Wang & Guth#@e04). There is a small but growing
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body of qualitative research on literacy motivattbat focuses on ways that students
experience literacy learning within social conteidfather & Wigfield, 1996; Myers,
1992). The purpose of these studies is to explovesiudents develop a sense of
themselves as readers and writers within “diffekeénds of schools, families, cultures,
and community settings” (Oldfather & Wigfield, 1996 97).

Two longitudinal studies have been applied to d#ife aspects of social
motivation. The first landmark study of social nvation was conducted by Oldfather
(1991). The study involved an eight month partinipabservation study of students’
perceptions of their purposes for being or not g@mvolved in literacy activities. The
observational and interview data revealed thatesitegdwere engaged in self-expression
as part of their literacy activity. They learnedshtm make direct or indirect connections
between their literacy learning experiences, tbein lives, identities, values, and ways
of thinking. Their motivation for literacy was aléoked to the rich curriculum and the
good interaction with teachers and peers in thescteom.

Myers (1992) conducted a participant observatiadysamong eighth-grade
students of social activities for the purpose w@récy learning. Myers found that having
ownership of literacy engagement was a prominguecof students’ school
experiences. Students who have ownership of theirreading experiences seemed
most engaged in reading. Myers further illustraites peculiarities of literacy
experiences may become sources of students’ penglensity and social membership
of the community. The study makes clear the impaetaof identity and social
membership as substantial elements in literacygsrgant.

In relation to classroom contexts, researchers fawed that both teachers’

design of the classroom learning environment atetpersonal interaction with
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individual students can promote or reduce studentgivation for learning and
achievement (Hardre & Reeve, 2003). Wentzel (1994stigated middle school
students’ pursuits of academic performance andddhat the academic responsibilities
were significantly related to teachers’ support padr acceptance. The results also
found that students who have high achievement &xtos social and academic goals in
school, whereas lower achievers focused only orakgoals. Wentzel (1996) further
discovered that middle school students’ academatsgand performance were related to
their sense that the teachers were “caring.” Thigaced their performance and
intentions to persist in education. Other relatskarch studies also have noted that the
benefits of home life can afford opportunities $twdents to participate in social
interaction; social support is one of the importamnhponents of motivation (Baker et al.,
1996; McCombs, 1996; Oldfather & Dahl, 1994; Turd&€95, 1997).
Cultural Differences that Influence Reading Motigat

A brief review of cultural differences between Gése and American
educational values in middle school settings, angading instruction, is presented in
this section.
Collectivismversusindividualism

Research has distinguished several differencesdeetWhinese and American
cultures (Chen et al., 1995). American culturehiaracterized by individualism (Hui &
Triandis, 1986). Individualism emphasizes indepacdeand self-reliance (Rosenthal &
Bornholt, 1988), and the self is regarded as aumizping from others and groups
(Spence, 1985). Personal freedom and choices reustspected, and individuals are
encouraged to pursue their own achievements tohntlagir personal interests (Wang,

2001). From this perspective, individualism is k& be intrinsically oriented, where
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personal interests dominate the pursuit of achievegnm a specific area (Spence, 1985).
Self-realization in any field is honored and enegad.

In contrast, Chinese culture is characterized #sative, where people are
considered interdependent beings; the individutdught to be concerned with others’
thoughts and attitudes so a successful and harm®nédationship between the self and
others can be achieved (Ho, 1986). Personal cham@slecisions are not made solely
based on self-preference, but are likely to takeas@alues and the expectations of
others into consideration (Bond & Hwang, 1986).d2hen this point of view,
collectivism is regarded as a social-centered tateon (Wang, 2001), and Chinese
students are more likely to be social orientatearhers.

Parental Expectation of Academic Achievement

Research has also demonstrated that different value beliefs motivate
individuals to produce various thoughts and respsia their tasks (Ogbu, 1981).
Parents are the main social agents who are medy li& nurture their children in accord
with cultural norms and morals. Thus, culture lthesfoundation of values and beliefs
of parents, and parents’ practices may vary iredsfit cultural contexts. Cultural
variation in parental attitudes toward childrenésfprmance may result in differences in
children’s motivation (Ginsburg & Bronstein, 1993hen et al., 1995).

Research found that Chinese parents had highecetjpas of their children’s
academic achievement compared to American pardmisygre more prone to be
satisfied with their children’s academic performaigStevenson, 1992; Mau, 1997).
American parents believe that education serveptihgose of assisting individuals and
increasing their children’s knowledge and improvihgir skills in different areas of

interest.
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Lee, Ichikawa, and Stevenson (1987) conducted ssezoltural study regarding
parents’ expectations of academic achievementrdsearchers interviewed 121
American, 164 Chinese, and 165 Japanese mothetsrcomg their evaluation of
reading and math achievement in their fifth gralkiédcen. They found that fifty-three
percent of American mothers reported that they watisfied with their children’s
achievement. By contrast, only 8 percent of Chimaethers and 4 percent of Japanese
mothers were satisfied with their children’s acadeachievement. The results have also
demonstrated that parents’ expectations can infliémeir achievement in school.
Chinese parents displayed higher expectationshéor thildren’s performance in school
than American mothers.

Chen et al (1995) asked 1,386 American, 1,633 Ghilj€aiwan), and 1,247
Japanese high school students to evaluate tha&n{saattitudes toward their academic
achievement on a rating scale. The Chinese studamesmore likely to perceive that
their parents had higher expectations for theidanac achievement in contrast to the
American students. Mau (1997) also reported thané€de parents had higher
educational expectations than the American pararis study.

Abilities and Effort

Research has found that Chinese and American gaieudgnized their
children’s achievement differently (Lee, et al.3I9Stevenson, Lee, Chen, Stigler, Hsu,
& Kitamura, 1990). Lee et al. (1987) investigatedtural differences in mothers’ beliefs
in how effort contributes to their children’s acade performance. They found that
Chinese mothers from Taiwan placed greater empbadise importance of effort than
American mothers. By contrast, American mothersteamsjzed the importance of ability

more than Chinese mothers.
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Hess, Chang, and McDevitt (1987) also conductstidy investigating the
cultural differences in mothers’ and children’sibfd about academic achievement. The
results are similar to the ones found in Lee €1897). The study involved three cultural
groups; Chinese mothers (from China), Chinese-Acaarmothers (from China, Hong
Kong, or Taiwan), and American mothers. The motlheaistheir sixth-grade children
were interviewed separately. The results showetthiegaChinese group strongly
attributed academic failure to lack of effort, wias the American group attributed
academic failure to the lack of ability. More spmailly, Chinese mothers believed that
the ranking order was evidence identifying faildtee to a lack of effort.

Middle School Education in Taiwan

The Chinese school curriculum includes Englishn€be, Reading, Mathematics,
Social Studies, Science, Computers, Counselingltfjeacouts, Music, Arts, Home
Economics, Drama, PE, and After-School Programgeé&sle middle schools in Taiwan
take a heavy test-driven approach to schoolingdiRganstruction usually consumes up
to 80% of the total hours designated for a cousseing instruction takes up another
15%, and the remaining 5-10% of time is used fa@ning of oral presentation skills and
extra reading. Each week each class has five Ghitlasses, each 45-minute long. Most
teachers set aside 10-14 periods per semesteactoger Chinese writing in class. The
rest of the time is used mostly for reading indinrc Students used to be required to
practice Chinese calligraphy with writing brushe<liass or as homework, but it is
treated more as art appreciation than skill trgmow (Lin, Lee, & Chen, 2004).

All middle school students are required to takeHigh School Entrance Exam,
because high school education is hot compulsorygettthg into a good high school,

and later into a university, is a competitive psscelhe High School Entrance Exams
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take place in May and July of each year. Studeamsretake the exams in July if they
perform poorly in the May exams. These nationwixi@n@nations are developed by a
panel of test committee members, selected fronomarhigh schools and universities on
a rotating basis. Teachers and professors whoeteeted for developing test items must
have great expertise in one of the major subj&itgese, English, Mathematics, Social
Studies, and Natural Sciences. They are requirgtk at the testing building for three
weeks before the exams begin, and they cannot teaveuilding until after the exams
are finished. Under rigorous security, they areatlowed to contact outside persons
during this time, in case items might be revealaeba of the exam. This has been a
tradition for several decades.

There are different types of high schools, suctraitional, vocational, and
comprehensive high schools. The traditional higiostis academically oriented and
college preparatory. The vocational high schoolf®s on the teaching and learning of
technical and professional skills to prepare sttglementer the workforce. The
comprehensive high school is a recent phenomentaned in 1996, with the goal of
easing the transition from junior to senior high®al for students. It combines the
missions of both traditional and vocational high@als. Thus, middle school education
is crucial in determining students’ future acadedegelopment.

A Brief Comparison of Chinese and American Midaled®ls

Similarities and differences exist between Ameriaad Chinese middle schools;
both are typically larger, less personal, and niomn@al than elementary schools. Middle
school teachers are often subject matter spesiaisd typically instruct much larger
numbers of students than do elementary teachersavehio self-contained classrooms.

The important difference in middle school educat®the educational philosophy.
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American education reflects the “child-centerediieational philosophy which seeks to
determine educational goals in terms of the interasd desires of the children
(Feinberg, 1993). Active inquiry, personal explarat and responses to learning
activities are encouraged and supported by Ameteachers. The goal of education is
to identify and nurture innate talents to maxintize potential of each individual person.
Students are given more opportunities to exploee thterest areas and are seen as
“fire” waiting to be ignited (Marlowe & Page, 1998, 95).

In contrast, the Chinese middle school is “tead®tered.” This has been
greatly influenced by the Confucian philosophy. dreas are a parent figure in the
Chinese society and command great respect frony@wvey including the students and
their parents. In addition, Confucianism emphasefést rather than innate ability in
predicting a student’s success. Innate abilitieg dedermine the pace at which one
acquires knowledge, but effort is believed to spomsible for the ultimate level of
achievement (Chan, 1996). The Confucian ethicdkgsyss a central pillar of Chinese
culture. The impact of this philosophy is reflectedhe long school year, long hours of
study, hard work, emphasis on discipline, schoglil&ions, obedience, rigorous
academic standards, and greater parental involvieimstudents’ school work (Shen,
2005). The majority of middle school students statlihe cram schools for extra help
after school and then returns home late in theiageithis is a very common feature
among Asian countries, including Taiwan. Teachmgjruction in Chinese middle
school has traditionally been characterized by nrenmg texts, and understanding is
thought to come about through memorization.

This leads to an understanding of students assgtisvaiting to be filled

(Marlowe & Page, 1998, p. 95). In recent yearsné€se middle school education is
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learning more from American education. The ideaasfstructivism has been promoted
by local researchers and scholars, and it alsbéas debated due to the differences in
culture and social environments. Change does talee 5ome teachers are more willing
to accept new ideas about teaching, whereas maeysatemain with the traditional
forms of teaching instruction.

Summary

The literature review has led to several importhames that underlie the present
study. This chapter discusses the history of mbtmastudies and how motivation
theories have been applied to various researcls arelading reading. The “why” of
reading has been incorporated into the motivatibmahework to provide better
understanding and explanation of different aspefcteading motivation. The current
work on reading motivation has demonstrated thghitive strategy, motivation, and
social contexts should comprise a threefold apgrdacunderstanding reading
motivation.

Reading motivation falls under the broad umbreflenotivation and is
conceptualized as multifaceted, consisting of sswdifferent aspects, including intrinsic
and extrinsic motivation, efficacy beliefs, andisbmotivation. The self-efficacy
construct is the assessment of one’s belief abmlitapability to learn or perform
reading tasks or activities. The intrinsic readmmgtivation constructs measure
individuals’ enjoyment of reading activities or gnmdesire to engage in reading. The
extrinsic reading motivation constructs focus adividuals’ desire to receive external
recognition or rewards for reading. The social neganotivation construct is used to
discover an individual's reading motivation relatectlassmates, teachers, and parents

in the reading context. The motivational constrinztge widely assessed students’
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reading motivation in different groups of populasan Western countries and have
become a cornerstone in most current reading niaivaesearch projects.

The contribution of motivation to reading may vanydifferent cultural groups.
Cultural values and beliefs can shape individualgtivational and behavioral learning
patterns according to sociocultural theoreticakpectives. Cultural differences between
Chinese and Americans in reading motivation inclddierentiation of parental
emphasis on academic achievement and cultural sdliaeh person is considered a
unique being separated from others and academievarhent is only one kind of
successful activity in American culture. By contras Chinese culture, the family and
the community are considered greater than indivglw@and personal choice is not solely
based on self-preference. Suggestions from otparegifts, teachers, and communities)
are likely to be taken into consideration. Acadesuccess is the foundation of social
recognition and prosperity.

Problem Statements

The literature review revealed that we do not hewféicient knowledge of
middle school students’ motivation, the role oftatg, and research methods in reading
motivation.

1. There is a large body of research studies that femeesed on elementary school
students’ reading motivation in the USA. Relatividw studies have been done
on middle school, few have been done outside obtiged States, and even
fewer yet on the Chinese populations.

2. There is a variety of reading motivation reseatcilies found that instructional

practice and learning contexts can alleviate areiase students’ motivation to
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read, but motivational practices for reading harely been examined
experimentally in diverse cultures and classroomtexds.

Research has widely demonstrated that studentsvation is domain-specific.
For example, some have high motivation in readoug,not in science. The issue
of students’ conceptual motivation in varying conitaereas has not been well
developed oaddressed.

. The social aspect of reading is considered ingeffidn the reading motivation
domain, such as the relationships between teathstadents and student to
student, gender differences in reading materiateading interests, the
classroom learning contexts, home literacy enviremts, and parentally
practiced literacy skills.

In the review of literature, there is a great ddalata concerning students’
attitude and reading achievement; little is knowow attitudes in reading
motivation.

. An examination of the role of cultural groups ifliencing children’s
motivation is relatively absent in the currentriiteire. Much has focused on
reading comprehension, the time spent readingegies, and instructional
practice.

Most research studies on reading motivation lpggdominantly employed a
guantitative research method. Only few qualitatesearch studies were found.
The results may generalize students’ motivatioa a#ole. This can be
problematic, especially with students coming fraffedent cultures and

language backgrounds.
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8. The current motivational constructs are divided iimur categories. The role of
interest in reading motivation has begun to becedtby reading researchers.
Motivation by interest has not yet been well-depeld in reading motivation
constructs. For example, how does personal ortging interest affect what
students learn from a text?

Purpose of the Study
The purpose of this dissertation study was to itigate seventh-grade Chinese
students’ reading motivation in Taiwan. This stedyployed a mixed-method
triangulation research design. A modified Motivatior Reading Questionnaire (MRQ)
was used to collect quantitative data. Semi-strectinterviews and classroom
observations were conducted to provide in-deptlhitatise data.
Research Questions
Three major questions were investigated in thidystn order to provide the
fullest understanding of the reading motivatiorCoiinese seventh-grade students.

1. What are the profile characteristics of seventldgr@hinese students’
motivation to read as defined by the MRQ subtest:efficacy, intrinsic
motivation, extrinsic motivation, and social motiea?

2. What is the relationship between these studengsling achievement and
reading motivation?

3. How do Chinese-specific sociocultural factorsuefice these students’

motivation?
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CHAPTER THREE
Method

This study uses the triangulation mixed methodgitesioth quantitative and
gualitative data are collected simultaneously,ibdtvidually (Creswell, 2003). To
collect quantitative data, all the seventh-grad#éi@pants were given the modified
Chinese Motivation Reading Questionnaire (MRQ). Batnuctured interviews with
purposively selected students and classroom oltsamgavere used for collecting
gualitative data.

For data analysis, | analyzed both quantitativegulitative data separately. |
reported the quantitative results from the deseepand inferential statistical analysis.
Quotes or information about themes were identifeesupport the qualitative findings. |
examined the similarities and differences betwéerrésults from the two datasets, and
then | used the results to answer the researchigogs

This chapter is divided into three sections. Th&t fpart of this chapter discusses
the design of the study. The second section foonisettings, data collections and
procedures, as well as the data resources. THeséoton is on data analysis, and it
describes how the data were analyzed in termsat$stal analysis and qualitative
content analysis.

Design of the Study

There is broad consensus that literacy learnimglisirally and socially
influenced (Vygotsky, 1978). The motivation reqdifer literacy learning isnfluenced
by multiple aspects of cultural and social contéXtsrner, 2001), such as social
elements (e.g., teachers and peers), culturalipeade.g., norms and expectations), and

instructional sources (e.g., content areas, cuaj@nd tasks) (Fairbanks & Ariail, 2006;
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Rogoff, 1995; Turner, 2001). More recent motivasibconstructs have focused on the
self, while regarding any social context as “backand” (Turner, 2001, p. 85).

The mix-method triangulation research design waseh to cope with the
theoretical complexity of the relationship of thesacepts to the reading motivation and
research questions. Using differing strengths aingtative methodology (e.g., large
sample size, trends, and generalization) and qtiakt methodology (e.g., small number,
detail, in depth) the research problems were egglor greater depth (Creswell & Clark,
2007). In this study, the two research methods \gemen equal weight, data collection
was performed contemporaneously, and the resolts fine two different methods are
converged during the interpretation process (CrésmElark, 2007). Different research
methods operate on different assumptions, emphpsesties, strengths, and
weaknesses (Patrick & Middleton, 2002). For examglantitative methods involve
judgments relating to constructs and a quantitanaysis centers on a hypothesis or
statement of explanation; whereas, qualitativeysmakxplores the thoughts, feelings,
and beliefs of students the researcher has inteeder observed (Creswell, 2003;
Morgan, 1998).

For question No. 1, the profile characteristics@fenttgrade Chinese students’
motivation to read were identified by examining tescriptive statistics from the MRQ.
The interview data and the observation notes weeused to answer the question.

For question No 2, all participants are categorinédl three reading achievement
groups based on the students’ final term of Chitesescores and upon teachers’
verifications. The Chinese final exam has threeomparts: vocabulary, reading
comprehension, and essay writing. Vocabulary aading comprehension, assessed by

35 multiple-choice questions, were 70% of the soetele essay writing was the
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remaining 30%. The test was scored on a scalel®00-The top 30% were put in the
high reading achievement group (H), the middle 4@8¢e put in the middle reading
achievement group (M), and the last 30% were indhereading achievement groups
(L). Sixteen students were selected for interviamd observations. Question No. 2 was
answered by largely statistical analyses to compadecontrast the relationship between
reading motivation and reading achievement amoaggy of high and low reading
achievement students. The interviews and observatites were also included.

For question No. 3, sixteen students were seleaatddbbserved in their regular
Chinese class and after-school programs to finduhiatt constructs and other related
factors influenced their reading motivation. Theamef all items on the social
motivation subscale were analyzed to provide gtetivte findings. These helped to
identify the roles of culture and context affectstgdents’ reading motivation. Question
No. 3 was answered by the multiple data sourcéseoMRQ, student interviews, and
observation notes

Quantitative and qualitative findings were compaaied contrasted and then the
research questions were answered according toidingulation design. A triangulation
between findings of the quantitative questionnadmed qualitative methods could
provide new insight into Chinese students’ readiagelopment, problems in becoming
engaged readers, and a better understanding afalwalues, beliefs, and practices with
respect to reading and motivation. Thus, the coatlmn of two types of data provided
more comprehensive information than either ong®own (Langenback, Vaughn, &
Aaggard, 1994; Miles & Huberman, 1994). A grapl@presentation of this research

design is presented in Figure 1, and it is adafsted Creswell and Clark (2007, p.63).
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Figurel.Graphic Representation of Research Design
Research Setting and Participants
Setting

This section focuses on two major areas: (a) gémdoamation about the setting,
and (b)the description of the participating middle school.

General informationThe participating school is a public middle schadl is
located in one of the popular business areas ipel.alaiwan. The city is highly
populated, so the school districts are often mixetsveen the commercial areas and the
residential areas. There are some well-known iatevnal chain stores, restaurants,
department stores, and even some embassies withsthool district. The American
Institute in Taiwan (AIT) and the World Trade Centé Taipei (WTCT) are only a few
miles away from the participating school. The ARdanany American universities
annually hold an American Educational Fair to réctudents to study in the United
States. Some students in this participating schaeé studied in summer schools in the
United States, England, and Australia (communicatidh school teachers, 12/19/2006).

In addition, some international companies aroumdstthool district organize book fairs,
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food festivals, cultural activities, and languagelenge programs. It is considered an
international community.

The city of Taipei is famous among Asian countfagts public transportation
system, government systems, and medical care. Ulblepransportation network offers
convenient access throughout the city, and therenany bus routes to the school
district. A Metro station is about two blocks awfaym the school, and a discounted
transportation pass is accepted by both the cisgdand the Metro, with students
receiving a special price. The majority of teachard students either take the Metro or
the city buses to school. The city also providésnaily and community medical
program to create a disease prevention networkstatlents are also given good
medical care and are required to have physical exdions every school yealireless
Internet is available in the school and throughbatcity.

Since the city has developed rapidly, environmetalciousness is widespread
and recycling is mandatory among all levels of sthidStudents have been educated on
how to conserve natural resources, and they aeddskrecycle at school. No paper
cups or plates are allowed in the schools or iregowment agencies. Plastic shopping
bags are frowned upon in the city.

Participating middle schoolThe school celebrated its®3Birthday in December
of 2006. There are eight seventh-grade classesaaidclass has approximately 35
students. Student enrollment averages around 84i5t & a relatively small middle
school in this city. One of the special featurethef participating school is that it has a
female basketball team, and all players stay irdtrenitory. This is the only middle
school in Taiwan that provides a dormitory for atek. The school recently won the

gold medal for the cleanest public restroom inditye
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There are 25 administrators and 68 teachers wathdent to teacher ratio of
12:1. All teachers have received BA degrees froparémked universities in Taiwan.
Eleven of the 68 teachers have received Mastegseds, and two of them are still
working on their Master’s at the local universitigbeir teaching experience ranges
from 3 to 20 years (e-mail communication with thlb®ol principal, October i 2006).
Members of the school staff, including the nurgeakians, secretaries, accountants, and
technicians, need to pass the national employmemrhen order to work in the public
school system. The exam includes several majosaaegaounting, business
management, technology, and nursing. The governagaricy generally offers better
work conditions and good employee benefits, seian is daunting and important.
Hiring someone with a physical or minor mental Hikty is now acceptable in the
public school system.

The Chinese hierarchical social system has beeatlgiafluenced by
Confucianism, so teachers have a high social statlisiwan. The government provides
principals and teachers with good compensation, (@ .getirement fund, lower housing
mortgage rates, social welfare, health insuranuoen@ tax for K-9 teachers). Teacher
education used to be provided by two teaching usitres, but that is no longer the case.
Now, certified teaching programs are widely avdéahrough the local universities,
resulting in higher numbers of teachers and a atdur of the job market. As a result,
teaching positions are more competitive than inpideet. New teachers are required to go
through a year-long internship at any of the Iguadlic schools in order to be fully
certified. Teachers are hired through a regionpt@gch, and each region has its own

restricted testing systems, evaluations, and tagafemonstrations.
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This participating middle school has six buildinfys)r stories high, and each
building is handicap accessible and non-smokinaisth includes four science labs, two
music and crafts classrooms, three computer latbsreadia classrooms, a counseling
clinic, a gym, and a health center. For an outhihthe school building, see Appendix A.
Most classrooms in this school are equipped wilkagt one TV set, and audio and
video cassette players can be easily checked patdssroom teaching.

The school hires two guards at the main gate toregbe safety of the campus.
They take turns working in a night shift. All visis are required to leave a photo ID and
contact phone numbers. Teachers and volunteertgarerst rotate security duty, either
at the bus stop or the Metro station, for thirtywates in the morning and thirty minutes
in the afternoon. They normally wear yellow vestthwed stripes when on duty.

The school day generally starts at 7:30 a.m. add ah3:50 p.m. A sample
weekly class schedule is provided in Appendixes B.& here are eight periods per day
and each period lasts forty-five minutes. Studeatsstay one more hour after school,
and the major subject teachers (Chinese, Englistnnee, and math) use this time to
preview or review the contents of the subject &oeghose students who need extra help.
Students have to pay for this extra instructiond8nts are also required to take a nap
after lunch and this is part of the school’s regstzhedule. A weekly after-school
program is provided on Wednesday afternoons; stadrast select one of the programs
and participate in it for an entire semester. Td¢tesl requires that students stay in the
same class with the same class members throudi®utitidle school years.

The participating school sometimes invites guesakprs, authors, singers, and
locally well-known people to the school to give sgees during the assembly time on

Tuesday and Thursday mornings from 7:50 to 8:25 &hus, students have more
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opportunities to get in touch with the local comntyunSome homeroom teachers also
use the time to confer with students individuallilese homeroom teachers and some
intern teachers share an office together. Teadwrot have their own classrooms, so
they have to book a private room in advance wheetimg with students.

Being on time for school is required. If students late for school, after 7:50
a.m., they are asked to stand up straight outditteemffice of the student affairs until
the first class bell rings. There is no corporatishment allowed in any school levels,
although teachers do have some authority to diseigtudents in an appropriate way.
For example, teachers may ask students to do leatngwork. Teachers still have
authoritarian roles in Chinese schools. The whidsscneeds to stand up and bow to the
teacher at the start of the class and the endeafl&ss. This has been part of the
traditional Chinese school culture for many cemtsirEach classroom has six rows of
desks with 6-7 students per column. A sample efsctarangement is in Appendix D.

The public middle schools have very few janit@snsequently, students have
to take the responsibility to do the major chosegh as cleaning the classroom, the
restrooms, the hallway, and the offices of the@pal and teachers. Each class has
recycling boxes outside of the classroom. Studéotdaily chores from 7:30 to 7:50
a.m., before classes begin and from 3:40 to 3:50, @t the end of the school day.
Supervising students’ chores is also part of teathabs in the school. At the same time,
students take turns performing some necessarysduatibe class, such as erasing the
blackboard after class and collecting homeworktierteachers.

The participating school has also established anmanication system among
homeroom teachers, subject teachers, school caussahd the office of Student

Affairs. Chinese teachers are often assigned tass counselors, with each teacher
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having to take care of a class of approximatelgt8lents. Teachers are asked to sign a
few different forms regarding students’ learnintitatle and behaviors periodically. For
example, teachers can write down a student’s IBeat number on the form and
describe the student’s misbehavior, or make comsremut the whole class. These
forms are sent to the homeroom teachers, and tihedo@m teachers have to refer the
student to the school counselors when necessanye Students are labeled misbehavers,
and they are required to ask all subject teacloesgyh a special form for every class.
Then, the school counselors evaluate these forehgr@vide pertinent counseling
services. The purpose of these practices is tceptestudents from becoming juvenile
delinquents.

Each student is also assigned a seat number. @hawaber is shown in many
forms in the school. Teachers often refer to thdest's seat number, and this is seen
and heard frequently in the school. Also, studarésrequired to wear a uniform to
school except on Fridays, and their ID numbersearbroidered on the right side of their
jackets. Wearing a school uniform is meant to pnégéudents from misbehaving when
they are outside of the school and from havingitashontests. If there is any
emergency, their identities can be discoverededdiilike large middle schools, the
school does not have a cafeteria, so studentsthasither bring a lunch or buy one at
the school canteen. They are not allowed to geheftampus during regular school
hours or lunch time. They can heat up their lumcthe classroom, but that is a
chargeable service, and the cost is about threeddlfars per month. Each classroom
has its own heater but no microwave. Many parentstly mothers, deliver hot meals

for their children.
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Participants

The school is located in the urban setting. Thé@pants came from various
family backgrounds. The majority of them came fromadle class families. A total of
247 seventh grade Chinese students (122 boys &ngirl®) participated voluntarily,
completing the MRQ during a regular class hour.sEhgudents were between the ages
of 13 and 14. The mean age was 13.35. All studeets first categorized into three
groups based on their Chinese reading test saotégir previous final term exam and
teacher’s verification. The test scores were grauted scale of 0-100, which is
equivalent to letter grades A: 90-100, B: 80-8970=79, D: 60-69, and F: below 60.
The mean of the test scores was 77.05 of 100. Wwere 78 students in the (H) group,
84 students were in the (M) group, and 76 studeete in the (L) group.

Sixteen of the 247 students (8 boys and 8 girlsewelected for interviews and
observations based on teachers’ referrals. Twaestsdone high reading achievement
reader and one low reading achievement reader, seégeted from each classroom. The
mean test score for the high achievement studesg<s9@ and the low achievement
students received a 63. All 16 students were reduwm attend a weekly after-school
program. The after-school program generally wasgmized into indoor and outdoor
activities. The indoor activities included readuigb, music, chess, and dance. The
outdoor activities involved sports, track trainiagd Chinese matrtial arts. Thesel6
students are referred as the selected studerite students in this dissertation.

Information about the 16 participants is presemetable 1.
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Table 1

A Brief Profile of 16 Selected Students

ne

ks

Name Gender | Reading After-school Reading Interest Areas
Performance | Activity

Huang | M L Reading Club Chinese classical
literature( historical fiction)

Yeh M L Music (drums) Chinese classic literatur
(historical fiction)

Tsai F L Craft Adventure

Wang M L Tae kwon do Science fiction/ comicoks

Chang | M L Music (flute) Science fiction / confiooks

Du F L Chess Adventure/English novel

Yang F L Dance Adventure/ Chinese and t
translated literature

Tan M L Music (violin) Chinese classical
literature( historical fiction

Wu M H Music (flute) Science fiction/ comic book

Sun F H Music (piano) Adventure / the translated
literature

Yu F H Music (piano) Chinese classical literature

Hsu M H Tae kwon do Science fiction /comic boo

Lin F H Reading club Chinese classical literature

Lee F H Music (piano) Chinese classical literature
adventure

Liu M H Chess Adventure

Chan F H Music( piano) Chinese classical litemtur

Note All student names are pseudonyms.

reading Chinese historical novels. He spent a denable amount of time reading
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Huang was a low reading achievement student, dwds strongly interested in



historical novels outside of school, amel was able to use his historical knowledge to
create games. His favorite book wRsmance of the Three Kingdoms/;# ). He

often acted quietly and read his personal readiaggnals in the Chinese regular class,
but he liked leading discussions in the readintp.cile was skilled at asking students to
participate in small group discussions. Althoughwae a low achiever in Chinese class,
he had high achievement in English and geograpkymintioned he had been to
Singapore for an English summer camp for two camsee years so that he could speak
good English. He was not afraid of speaking Englispublic, and he liked to practice
language skills with his English teacher after €ld$e had a good relationship with his
English teacher. He told me that he disliked spggntime watching TV programs
because it wasted time. Both of his parents wdfeesgloyed, and they wanted him to
be a scientist or a medical doctor. One of theseations could provide him with
better financial support. He also mentioned thadine his older brother talked about his
favorite book and the games he created, very odieimome.

Like Huang, Yeh was a low reading achiever, buivhe very interested in
reading Chinese historical novels, and his favdrdek wasRomance of the Three
KingdomsHe often fell asleep in Chinese class, but he liketdlk about his favorite
book with his friends after class. He was a higidaenic achiever in English and could
also speak good English. He liked to attend a myiithglish story-telling program held
by the American Institute in Taiwan (AIT). He tafeke that listening to the story was one
of the most enjoyable reading activities he wasived in. He liked playing the drum at
the after-school program. He also had several-aftkeool classes and one private music
class at home. He briefly mentioned that his parbave a small shop. His parents were

interested in his reading scores and reading isi®reo they gave him an allowance to
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purchase books monthly. He also mentioned thantehes younger sister frequently
discussed interesting reading materials.

Tsai was a low reading achievement student, beinsts a high achiever in
English and history. She was strongly interestegating adventure books and her
favorite book was.ove is Not Blocke@A £ ##). She was quiet in Chinese class, but
she was very active and creative in the craft clahe made many different kinds of
things using different materials. She told me dairafts was one kind of activity that
helped her to lessen academic pressure. She saishth and her older brother study at
the same school. Her parents owned a small infenattirading company. Her parents
believed that good English skills could provide hetter job opportunities so they hired
a native English-speaking American teacher to watk her at home. She had three
hours of private English class each week. She meadi that her private English teacher
sometimes suggested she should read English afigdseoks to improve her English
skills. She wanted to study abroad after she fedsh college degree in Taiwan and to
be an English teacher at the college level.

Wang was a cheerful and joyful low reading achiglat he was a high achiever
in math. He liked to read science fiction and cobooks. He did not like reading
academic Chinese because he disliked text memioriz&ie normally acted quietly, but
he often read comic books and did math homewofkhimese class. He sometimes
tutored some low math achievement students aftevad©r during class breaks. He was
a sociable boy, and he liked to hang out with sttelesho were not in the same class.
He was also a good story-teller and he liked tchislfriends about the story dfe Lord
of the RingsHe even was good at taekwondo; he liked taekwtedause he wanted to

reduce his weight. He believed that he was todath his parents and grandparents
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had owned a family business for over three decadiesfamily wanted him to inherit
the family business. He mentioned that he haddesssure to choose a future career, but
that he would like to pursue his personal goabéa scientist.

Chang was a low reading achievement student,dutas strongly interested in
reading science fiction. He had good observatiailssk many subjects. He liked to use
different materials to do some experimental studiesdid not like reading academic
Chinese, but he had high academic performanceoiody. He was enthusiastic when he
discussed his experimental studies with his faailg friends. He fell asleep frequently
in Chinese class, but he was also a very skilltuefplayer in the after-school program.
He could pay full attention when he was playingfthee. He sometimes practiced some
pieces of music with other students after schoelnt¢ntioned that his parents own a
small grocery shop in the center of the city. Hmebmes helped his parents at the
weekend, but his parents wanted him to focus amystg. His parents wanted him to be
a medical doctor or any high profile job so thattha gain a higher social status or have
better financial support. His father sometimes sstg some books for him to read.

Du was a low reading achiever in Chinese, buthsltehigh academic
performance in English. She liked reading Englistials and her favorite book wate
Chronicles of NarnigEnglish version) written by C.S. Lewis. She alsald speak
good English. She frequently did her homework inmn€ke class, and she sometimes fell
asleep or played with her cosmetic stuff. Shendiipay too much attention when she
was in the after-school school program. She meatidhat she likes English very much,
and she could make an effort in English. Both p@rerere school teachers and they

always purchased recently published English adetdswovels or English children’s
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books for her to read. She wanted to be an Entggsther and to study in the USA after
she finished high school.

Yang, a low reading achievement student, lovedinggHarry Potterbooks. She
could retell the content oftdarry Potterbook clearly and in detail. She mentioned that
she had four sisters and all of them were fartdasfy Potter. She hardly listened to
lectures in Chinese class, she liked playing wehhair and cosmetic staff, doing her
homework, and looking at her mirror frequently. Bt had high academic
performance in history; she could spend more tiererdading history textbook than her
Chinese ones. Unlike her learning attitude in Cégnelass, she was a good listener in
the after-school program, and she followed the ddeacher’s instructions. She could
dance well, and her movements and poise were lhda&he also performed a dance at
the annual school birthday celebration. She hadigted out what she wanted to be in
the future. She mentioned that she and her sistengtimes visited the local library, but
she would prefer to read at home.

Tan was a low reading achievement student, avadaisevery interested in
reading Chinese historical novels. His favorite bba@sRomance of the Three
KingdomsHe also liked to play video games that relatedhéoltook. He showed less
interest in Chinese class, and he occasionallyaglep. He was very confident in
playing the violin in music class, and he was ablase Chinese traditional music and
Western music to create new melodies. He had higteamic achievement in English
and enjoyed learning the subject. He mentioneditbarew up in a single-parent family
and that his mother worked as a sales managermifine insurance companies in
Taipei. His grandfather had a great influence @end@évelopment of his reading process

because his grandfather was also a faRavhance of Three Kingdontde also liked to
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share the book with his cousins at home. He toldhaesharing book experiences with
others increased the amount of his reading. Hiheraind grandfather also gave him an
allowance to purchase books.

Wu was a very thoughtful high reading achiever, whmyed reading science
fiction and comic books. He liked leading discuasicand he spoke logically and
insightfully when making a presentation in class.dfso liked to trade comic books
with other students in the hallway. He had taketefclass for over 5 years, so he could
play the flute well. He was very confident whenpgeeformed on stage. He wanted to be
a criminologist or a medical doctor. His father vegsidge, and his mother is a stay-at-
home mother. He was the only child in his familys khother delivered lunch for him
every day. He liked to spend time reading and logkor books that were related to
crime cases at the local bookstore. His parentshaiged books for after-school reading
frequently. They would recommend some adolesceting materials for him and his
mother would ask him questions regarding the baokent afterward.

Sun was a high achievement reader and typicakyested in translated
adventure novels. She was a class leader and lvadegdership abilities. Sometimes,
she disciplined the students when they misbehawagcke out of control. She interacted
with boys more frequently than girls. She was \@gfident speaking in the class or
leading small group discussions. She was also @reaeader in Chinese class, and she
sometimes asked the teacher questions not relatbe textbook content. She started to
take piano lessons when she was four years old.c&hd play classical music
beautifully. Both parents were middle school teashand they gave her extra
homework and reading materials to do at home. @8ideddo two different types of

homework, one for the school and another for hegria. Her parents also made a study
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schedule for her, and she only had several houmsdtching TV or doing other
entertainment each week.

Yu was a high reading achievement student, anavalsenterested in Chinese
classical literature. She was a good writer, attemdeveral composition writing
contests and receiving an award for her work. She always writing something in her
notebook, and she sometimes was in a deep thoughgyctlass breaks. She also
enjoyed helping others with their writing homewddcause she felt confident in writing
skills. She was a very quiet and serious learn@himese class, but she was very
energetic and joyful in the after-school progratne $racticed playing the piano after
school, and she also had a private piano teacherlil&d to play the piano because
playing a piece of music could take away academasqure. Both of her parents worked
at a medical school. She wanted to be a medicabdoc a writer. She also mentioned
that she liked her Chinese teacher because shittbkshare her personal reading
experience with the students.

Hsu was a high reading achiever, and he focusedanting science fiction and
medical magazines. He was enthusiastically intedeist reading about the human body.
He was a very friendly boy, and he also liked ttplothers to do extra school chores.
He mentioned that he had many good friends at $cand he often discussed what he
was reading with them. He mentioned that he andtietsds liked to walk home
together rather than taking the subway; therettwy could spend more time discussing
and chatting. He was also good at taekwondo andalrble had good facial
expressions and body movement when he played iaraalin class. He mentioned that
he had a good relationship with his Chinese teacHdre teacher liked to ask him

guestions in class. He confidently told me thaiaated to be a medical doctor because
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his father and grandfather were medical doctors.wtiole family liked reading science
magazines or journal articles. They often discussmks or the current medical issues
at home, which was part of his family tradition.

Lin was highly interested in reading Chinese dtadditerature and her favorite
book wasDream of the Red Chambet/ (##%). She was able to memorize and recall the
entirety ofThree Hundred Tang Poer(&/7# = /7 7). She was a very active student in
Chinese class, and she asked the teacher questwaften than other students in her
class. She was also a very energetic reader irettteng club, and she was often so
engaged in the text that she could skillfully drézethe text. She liked attending
different types of reading clubs after school. &hié me both parents worked at a
government agency. Her father liked to read EngilsVvels, and he taught her how to
read English so that she also could independesdigt English adolescent novels. Her
father liked to spend time searching for bookshirin order to increase her reading
amount and reading comprehension skKills.

Lee was a high reading achiever, and she likedimgadventure books. She
always had a positive attitude toward reading aadning when she was being taught
how to correct her mistakes. One of the studemiaya fell asleep in Chinese class, but
she always tried to help the student stay awake .€8bn helped the student take notes.
She was calm and serious in Chinese class, buvevgeasygoing in music class. She
liked singing, and she had a beautiful voice. Skationed that her parents owned a
shoe trade company and they traveled back and timi@nina frequently. Her parents
hired a private native English-speaking teacheraandisic tutor at home. She stated

that she liked her private English teacher’s taagistyle. She could use English in more
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appropriate and accurate ways through fun actsitshe wanted to be an English
teacher or a social worker.

Liu was a high reading achievement student aretlltb read adventure books.
He could follow instructions, but he sometimes reanhic books surreptitiously in
Chinese class. He was also a good calligraphewaseselected to represent the school
at the local calligraphy contests. He spent tinaglireg comic books between classes
because his parents would not allow him to readictwmoks at home. He also liked to
draw some comic characters on his notebook. Heawamitgoing and thoughtful chess
player when he was in the after-school programdidiked taking too many after-
school classes, but his parents had assigned slesdam. He mentioned that both
parents were in the business field. He spent timtie s grandparents more than his
parents. His grandfather taught him how to readraovd to write when he was in
kindergarten. He liked to share with his grandperabout his reading materials.

Chan was a high achiever, and she liked readingeSa classical literature. She
always spent time reading between classes. Sheneasf the three highest academic
achievers among all seventh grade classes. Shalwags very quiet, calm, and serious
in Chinese class and the after-school programo8hetalked to one of the students
who sat next to her after class. She was alsoyaorganized student, and she always
organized her desk and pencil cases. Although atalyuiet personality, she could
play the piano very well, and she received seesards. Her father was a medical
doctor and her mother was a high school music sza8he wanted to follow in her
father’s steps to be a medical doctor. She toldiraeshe had several private tutors help

her in different school subjects at home, suchragigh, math, and science.
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Data Sources
Quantitative Instrument

The quantitative instrument, used to measure rgadiotivation (Wigfield &
Guthrie, 1997), was derived from the Motivation Reading Questionnaire (MRQ). The
MRQ is a paper-based questionnaire with a 4-pakert-type scale (1 = very different
from me, 2 = a little different from me, 3 = alktlike me, and 4 = a lot like me). The
items in the MRQ were generated in accordance mdtivational theories and were
particularly designed to investigate motivation feading (Wang, 2001; Wang &
Guthrie, 2004). The MRQ has investigated studantstivation and reading
comprehension in many research studies (e.g., Bak¥igfield, 1999; Wigfield &
Guthrie, 1997; Wang & Guthrie, 2004). It is the mosmprehensive and well-
established reading motivation questionnaire abglan the field (Lau, 2004).

The MRQ was originally developed in English by Gigland his colleagues
(Baker & Wigfield, 1999; Wigfield, 1997; Wigfield &uthrie, 1997). See Appendix E.
There are #otal of 53 items in the MRQ, which has been refibg recent motivation
research in Asian countries (Lau, 2004; Wang & @eaft2004). Lau (2004) used the
MRQ to assess Chinese students’ reading motivatibtong Kong. In the Lau study,
four motivation variables were chosen: self-efficantrinsic motivation, extrinsic
motivation, and social motivation. The modified MR@nsists of four eight-item scales
that were mainly chosen or modified from the MRQ@KBr & Wigfield, 1999).
Reliabilities for the scales of these four motigatvariables were .75, .72, .75, and .64
respectively. A total of 32 items were used inttiadified MRQ in the Lau study

(Appendix F).
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The MRQ contains 11 motivational constructs: regdifficacy (Schunk &
Zimmerman, 1997; Wolters, Yu, & Pintrich, 1996)riosity (Gottfried, 1990; Guthrie et
al., 1996), reading involvement (Ames, 1992; Gatlet al., 1996); importance (Eccles,
1983; Wigfield, 1994); preference for challenge @s& Archer, 1988; Dweck, 1986;
Lepper, 1983), recognition (Ames, 1992), gradesitignfeld, 1992; Butler, 1987),
social (Wentzel, 1994), competition (Ames, 199®)npliance (Miller, Greene,
Montalvo, Ravindran, & Nichols, 1996; Wentzel,1990d work avoidance (Nichols,
1994). Research has shown, on investigation oflidnls motivational behavior, these
eleven motivational aspects have significantly aoted for children’s motivation to
read (Baker & Wigfield, 1999; Guthrie et al., 1999)

Wang and Guthrie (2004) also used another verditimeooriginal MRQ to
examine the extent to which motivational procesaetiitate the comprehension of texts
and the possible role of culture in this relatiapskight out of 11 dimensions of the
original MRQ were used in the study of Wang andh@at(2004): curiosity (six items),
involvement (6 items), preference for challengeg(items), recognition (five items),
grades (four items), social (seven items), competifsix items), and compliance (four
items). There were 45 items in the modified MRQ austered to both US and Chinese
fourth-grade children (see Appendix G). The religbscales ranged from .43 to .73 for
the American groups and from .59 to .78 in the €béngroup (Wang & Guthrie, 2004).

Based on the results of the studies of Lau (208d)\&ang & Guthrie (2004),
this study utilized four major subscales from thedified MRQ (Lau, 2004). Some
guestions were modified so that they are more agleto Chinese reading: ltem 4, “In
comparison to my other school subjects, | likegadChinesditerature;” item 5, “I like

hard, challenging books, for example: Classicah€se Literature;” item 15, “I enjoy
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reading books about people in different countréeg.( the presidepAbraham

Lincoln);” item 23, “In comparison to other actigs$ | do, Chinese language is very
important to me;” item 35, “My parents ask me aboytChinese grade;” item 41, “I|
am willing to spend time reading extra reading malketo get better than my friends;”
item 52,” | read extra reading materials when lasked by my teachers.” The
dimension ofwork avoidancavas not used in this studyecause it is not specifically
related to the sociocultural and engagement thieatétamework.

Also, four questions were implemented from the Mation to Read Profile
(MRP), which was developed by Gambrell and hereegjues (Gambrell et al., 1996).
The MRP consists of two basic instruments: a Rep8urvey and the Conversational
Interview. The Reading Survey is a self-reportedug-administered instrument, while
the Conversational Interview is designed for indixal administration. The original
version of the MRP is shown in Appendix H. Fouesfions in the MRP were selected
and added to the MRQ. Three questions were addie tRIRQ’s intrinsic motivation
sub-scale. Four questions in the MRP were seldotadd to the MRQ. Three questions
were added to the MRQ’s intrinsic motivation sulbs¢gem 24, (“Knowing how to read
well is important;” item 25, “Spending time in read is a valuable activity;” item 26,
“Reading is a fun activity”) and one question wdded to the MRQ'’s social motivation
subscale (item 48, “I like to make friends throughding projects or reading clubs”).

As a result, the MRQ instrument used in this stundyudes four major variables
(self-efficacy, intrinsic motivation, extrinsic meation, and social motivation),10
motivational constructs (reading efficacy, curigsivolvement, importance/value,
challenge, recognition, grades, social, competitgor compliance), and it is comprised

of 54 questions (English versiosee Appendix I)Theself-efficacyvariable measures
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students’ confidence in their reading ability irsilug competence, self-efficacy belief,
and challenge constructs. Timrinsic motivation variable measures studentsimsic
interest in reading, including curiosity, involvemgeand importance/value. The extrinsic
motivation variable measures students’ extrinsigppses for reading, including
recognition, grades, and competition. Boeial motivation variable measures students’
social reasons for reading, including social antgieance.

The original MRQ was developed in English, andahslated the modified MRQ
from English to Chinese. Two bilingual scholars #meée graduate students
independently evaluated the translated versiohefristrument for accuracy, and
revisions were made according to their recommeadstil also sent the instrument to
the principal for his approval before | started slwedy. To assure that the Chinese MRQ
is culturally appropriate, | asked one Chineselteato select 10 seventh-grade middle
school students in the participating school ushegttanslated version for a trial test.
Five boys and five girls from the participating sohwere in the trial group. However,
their data was not included in the current studitsd asked two experienced Chinese
teachers to review the Chinese version of the MB&rabefore the instrument was
made ready for use in the study. Based on theanidlfeedback, | modified the language
in the instrument so that it is culturally apprepe and easy for Chinese students to
understand (Chinese versjaee Appendix J).

Qualitative Data

Interview protocal Open-ended interviews can reveal and explaintsyen
reading interests, and experiences of studentgeindwn words and from their own
perspectives. The purpose of an interview is td 6at what is “in and on someone

else’s mind” and allows the researcher to “enttr the participant’s perspective”
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(Patton, 1990, p.196). Consequently, interviews$kathme to gain further
understanding of the students’ motivation to rédtk interview was designed as a semi-
structured interview based on Gambrell's MRP (Gaetlet al., 1996). | added and
modified some questions based on my research asdrze understanding of the
sociocultural context in Chinese schooling. In &ddi 10 additional interview questions
provided by expert researcher and scholar, Dry&ahch, regarding students’ literary
identity. The final protocol includes 20 major gtiess (see Appendix K for the English
and Appendix L for the Chinese version).

| started to interview16 selected students immediaifter the quantitative
guestionnaires were completed. The interviews begabec. 19, 2006 and ended on
Jan. 4, 2007. | followed the schedule suggesteathégchool principal, interviewing one
or two students per day. At the same time, | olesthiese students in their regular
Chinese class or the after-school program. Allrinesvs were recorded and later
transcribed from Chinese into English for reviewd alata analysis. For confidentiality, |
saved the transcription in my personal computehn wassword protection and used
coded numbers and pseudonyms rather than real ramnths tape.

Observation notedPaily observations were conducted in each classrioom
Dec. 20, 2006 to Jan. 12, 2007. Daily field notesenrecorded on each participant over
the course of one month. At least one period oét{#db minutes) daily was spent
observing the two informants in each class. Inltdspent approximately 16-20 hours
doing observation in each class.

The focus of my observation was on the readingteélactivities, including
reading, taking examinations, writing, asking gicest and responding to teachers’

guestions and discussions. The content of the il@gaohaterials was also monitored.
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These observations were aimed at producing detddedriptions of the students’
classroom learning experiences, reading attituales behaviors. The participants were
also observed after class regarding how they talkddtheir peers about reading
materials and activities.

In addition, the selected students were studiegihvthey were at the after-school
program. Most of them chose the activities basethein interests, but a few of them
were assigned by their homeroom teachers becaegdlitth not know which after school
program to join. Among the selected students, thes lbended to like the outdoor
activities more than the girls. All selected ginghe music program played the piano,
but boys played the violin, flute, and drums. Thedsnts in the music program were
divided into several groups based on their levedkilfs. The students in the music
program also participated in preparing for the stsB7" annual celebration.

In the reading club, students studied Chineseickddgerature and poetry. The
instruction in the reading club was different frtme regular instruction in their Chinese
class. The teacher in the reading club used anaalitibnal approach to teaching reading,
often engaging the students in open-ended disquss$ithe teaching materials. The
students also were asked to take turns in leadimgpgdiscussion. The majority of
players in the chess class were boys. They normbdlyed with their partners for the
entire class. All dancers in the dance class wiele dhey practiced Chinese ribbon
dancingand aboriginal folk dancinfpr the school’s 37 anniversary celebration. One of
the selected students was in charge of the dapcoggam. Taekwondo was a very
popular outdoor activity for both girls and boyfielstudents participated in taekwondo

class because they wanted to stay healthy.
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Data Collection
Quantitative Data

First, a permission letter was obtained from theigipating school’s principal
before | sought IRB approval. | talked with thenaipal about the detailed procedures
for conducting this study before the research @i started. The principal introduced
me to all seventh-grade homeroom teachers and #is&edto arrange a suitable time
for students to take the MRQ. They allowed all stud to take the MRQ from 7:50 a.m.
to 8:25 a.m., which was the best time for botheas and students. Each homeroom
teacher made an announcement about this projeetpfiicipal, homeroom teachers,
and one secretary assisted in distributing the M&&ll seventh-grade students. | visited
and briefly introduced students to the study wthke questionnaires were being
distributed. There are two boxes on the cover efginestionnaird,want to participate
andl do not want to participatd.gave them brief instructions on how to answeiheac
guestion and asked the students to sign their memtiee cover sheet if they agreed to
participate in this study.

All participants took the MRQ at the same timdotik approximately 10-15
minutes for them to complete. | distributed 268sjimnaires, and there were 247
guestionnaires returned. Eight students indicatetle box1 do not want to participate
on the cover page of the questionnaire and theg wet included in the study. Ten
students who did the trial test were not involvgdia. One student was absent and two
students were late for school, so they did notg@péte.

Qualitative Data
Interview data Sixteen students were selected for interviewsdas their

Chinese teachers’ referrals. All selected studemete sent to the principal’s office after
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class. The principal introduced me to the studantsexplained the interview
procedures. They all signed the students’ assemt li@fore the interviews. The assent
form, including both English and Chinese transladids presented in Appendix M. One
of the informants changed her mind before the wntgrs began and decided not
participate in the study. Her Chinese teacher &sbkiwe in finding a replacement.

| interviewed each selected student in a one-onro@eting held in a private
room at the school site, according to the schesludgested by the principal (Tuesday
and Thursday mornings during the schools’ assemmbafter lunch). | made an
interview schedule for the students and gave theemander ahead of time. The
duration of the interviews was on average 20 mmulée length of the interview was
largely dependent on the students’ personalitielstlam level of detail of their responses.
Male students were more outgoing than female stsdénfew female students were shy
and quiet, so they talked less even after a graatiat of prompting.

| gave them a brief introduction about this reskatady and told them all the
guestions were related to reading. Two questions vnitially challenging for them:
“Are you a good reader? How do you know?” Someestis did not know how to
define a good reader. | gave them several examaplest some well-known local
adolescent writers. | told them most writers readiely and learn many things through
reading. Two other questions were also challenfpnghem: “How do you describe
yourself as a reader? What makes you want to réd4d?” | briefly shared with them
my experiences in reading and gradually guided timondescribing themselves as
readers. All interviews were tape-recorded andsttabed into Chinese, then later

translated into English for review and data analysi
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Observation noted.took daily field notes in terms of how the setztstudents
engaged themselves in the classroom activitiesguhe Chinese lessons, as well as
how they responded to questions, how they intedaestth their peers and teachers,
teaching styles and learning styles, and the sfiege¢hey used for taking examinations
in the classroom contexts.

| also observed them during their after-school prots. The selected
participants were in five different programs. Meded from class to class and stayed in
each class for about 10-15 minutes each time.drobd how the selected students
practiced their literacy skills during these adtes and if there were connections
between the literacy skills they used in theira$ighool program and their Chinese
reading.

The role of the researchekly role was that of a researcher and observesrd'h
were two extra tables reserved for turning in stiisleassignments at the back of each
classroom. | normally sat at the back of the clasd, some students liked to ask me
guestions about my research study after class. $6them were very happy to share
with me when they received good scores on the Ghingeizzes or examinations. They
saw me frequently among the seventh-grade classebkey believed | was a new
teacher in the school and addressed me accordingly.

Data Analysis

| followed a similar set of general steps with bqtlantitative and qualitative
data: preparing the data for analysis, explorirgdata, analyzing the data, and
presenting the analyses (Creswell & Clark, 200@ndlyzed quantitative and qualitative
data separately afterwards. | compared and coattadise findings from each analysis

and used the results to answer the research gogstio
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Quantitative Data

| used SPSS to conduct statistical analysis.dtecea template involving four
independent variables: class number, student IDbeusn reading achievement, and
gender. Reading achievement was the independaabiebased on students’ reading
performance groups (H. M. L). The four major deparidvariables are self-efficacy,
intrinsic motivation, extrinsic motivation, and salanotivation.

First, | analyzed descriptive statistics to idntiequencies, the mean scores,
standard deviation, skewness and kurtosigll dependent variables. Second a
MANOVA was conducted to find out if there was aremdl group effect. | chose Wilk's
lambda because it is frequently used in the ssciahce literature (Green & Salkind,
2005). An overall analysis-of-variance test (ANOMAAs conducted to assess whether
means on a dependent variable are significantfgr@iit among groups. When the
overall ANOVA was significant, follow-up tests wetenducted. These post-hoc
follow-up tests frequently involved pairwise comipans to determine the overall group
differences and where the differences lay, anddmtain the overall alpha level at .05.
Three pairwise comparisons were conducted on tremsef groups 1(H) and 2(M), the
means of groups 1(H) and 3(L), and the means afpg@(M) and 3(L). SPSS calls
these follow-up tests post-hoc multiple comparis@een & Salkind, 2005). | also
conducted a correlation analysis to find out ifréheere correlations among the different
variables.

Qualitative Data

The constant comparative method (Glaser & Strdl#%7) was used to analyze

the data. The process of the analysis involvesteps: (1) coding individual units and

categories, (2) comparing incidents applicablesithecategory, (3) integrating
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categories, (4) deleting overlapping categoriesfifalizing categories, and (6)
developing themes (Glaser & Strauss, 1967).

Initially, 1 printed out the transcripts with twoch margins and read repeatedly
through the transcriptions and observation notéi luyained great familiarity with the
contents in the transcripts and the notes. | coeat@atrix to display the responses of
each informant to each question (Miles & Huberni®94). Then | went through the six
steps of the constant comparative method: (1)rtified initial coding units by
carefully going through each line of the data;l(@jent through each line multiple times,
creating initial categories, searching for key veathd key phrases related to students’
motivation to read, and comparing incidents appliedo each category until no new
codes could be identified. Meanwhile, | wrote memdemoing is a technique
describing write-up idea aboobdes and relationship while coding (Miles & Hubam
1994). Writing memos helped me to go well beyondesoand their relationships to any
aspect of the study: personal, methodological,sutdtantive; (3) | consolidated the
related codes into categories and subcategoriebpfdamined the relationships between
these categories and subcategories and deletedd¢happing ones. Comparison allows
data to be grouped and differentiated as categareeglentified and various pieces of
data are grouped together (Merriam, 1998); (5) @ates and subcategories were
changed and refined throughout. Then, | selecteshoaes and subcategories related to
the research questions and the theoretical framet@anclude in my report. Finally, |
used these categories and subcategories to deteloyes to answer the research

guestions.
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Triangulation of Quantitative and Qualitative
| triangulated the quantitative and qualitativedfimgs once the individual
guantitative and qualitative analyses were comgldteompared and contrasted the
results obtained from both analyses in relatiothé&three research questions and
decided whether the qualitative findings corrobedatr conflicted with the quantitative
results. |identified the consistencies and iniaacies between the two sets of
findings in the interpretation phase. Figure 2daped from Creswell and Clark (2007,

p46) and illustrates how the findings were triaaded.
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QUAN QUAL
Procedures Data Products Procedures Data Products
Questionnaire| cgjlection | Numerical  Interviewn=16 collection | Interviews
(N=247) item scores Classroom Transcripts
observatior
v v
Procedures QUAN Products Procedures QUAL Products
~ Score Data Descriptive Content Data 11 themes
Responses | analysis statistic Comparative |  analysis
Finding | Mferential analysis findings
statistic
Procedure Products
Compare/ Contrast Compare Identification of
guantitative and C consistencies
aualitative findina ontrast inconsistences
A 4 d
Procedures . Products
Formulate answers Interpretatior Discussion of
relating to the findings
guestion

Figure 2 Quantitative and Qualitative Data Collection &ata Analysis

Summary
This mixed research design gave quantitative amaditgtive data equal weight.
Quantitative and qualitative data were collectedutianeously, analyzed individually,
and then converged during the interpretation phBse triangulation method served to

provide a comprehensive picture of seventh-gradeeSk students’ reading motivation.
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Each research question and problem was answeresiity multiple data resources. A
triangulation research design includes samples, datections, and data analysis as

described in Table 2.
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Table 2

A Triangulation Mixed Research Design

Questions Data Resourceg Type of Data Instruments aBiples/Participants Data Collection Analysis
1. What are the profile | - MRQ -Quan. Data -MRQ -All seventh grade - The MRQ was Quan.
characteristic of 7 grade | - student (MRQ-values of | -Interview students administered to all | -Descriptive
Chinese studerits Interview dependent protocol -16 selected students | seventh grade statistical
motivation to read as | transcripts variables and (one was a high reading | students analysis
defined by the MRQ -Obs.notes constructs) achievement student angl-Two students from
subtest (self-efficacy, one was a low reading | each class were | Qual.
Intrinsic motivation, -Qual. Data achievement student selected for -Constant
extrinsic motivation, and (Interview -16 selected students | interviews) Comparative
social motivation)? transcripts and classroom observation | -Classroom Analysis
observation notes notes observation notes of (Glaser &
16 selected students)Strauss, 1967
2. What is the -MRQ -Quan. Data -MRQ -All students were placeq - The MRQ was Quan.
relationship between -Student -Qual. Data -Interview into H. M. L. administered to all | - Descriptive
these students’ reading | Interview (Interview protocol achievement groups students -inferential
achievement and reading transcripts transcripts and according to their final - 16 selected statistical
motivation? -Obs.notes observation notes terms of Chinese scores| students for analysis
and teachers’ rating interviews and Qual.
-16 selected students observations -Constant
/Comparative
Analysis
3. How do Chinese- - Interview -MRQ -MRQ selected | - All seventh grade -The MRQ was Quan.
specific sociocultural Transcripts -Student items(social students administered to all | -Descriptive
factors influence these | .Ops. Notes Interview motivation - 16 selected students | students - Qual.
students’ motivation? | .MRQ selected | transcripts subscale) (one was a high reading | - 16 selected -Constant
items -Obs. Notes -Interview achievement student and students for Comparative
protocol one was a low reading | interviews Analysis
achievement student - Classroom (Glaser &

-16 selected students
(classroom observation

notes)

observation notes of
16 selected students

Strauss, 1967
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CHAPTER FOUR
Findings

This chapter presents the major findings of theatistion research. The focus is
on reporting both quantitative and qualitative firg$ to answer the three research
guestions. The research questions are:

1. What are the profile characteristics of seventldgr@hinese students’
motivation to read as defined by the MRQ?

2. What is the relationship between these studengsling achievement and
reading motivation?

3. How do Chinese specific sociocultural factors iafiae these students’
motivation?

Both descriptive and inferential statistics aredusesummarize the quantitative
results. The qualitative analyses led to the idieation of the categories and
subcategories related to Chinese students’ mativad read. The themes emerged
through the iterative process of content analysisummary of categories and
subcategories of motivational factors regardingh€beé students’ motivation to read is
presented in Appendix N. All names in this study pseudonyms to maintain the
confidentiality of the study participants.

Profile Characteristics of Chinese Students’ Mdtiiwa to Read
Quantitative Results

The mean scores of the self-efficacy, intrinsiciwadton, extrinsic motivation,

and social motivation subscales and each item’siseares are presented in Table 3.

The self-efficacy subscale covers items 1-9; thenisic motivation subscale includes
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items 10-26; the extrinsic motivation subscale aos items 27-41; and the social
motivation subscale comprises items 42-54.

In the self-efficacy subscale, the highest mean geores were from item 8 (“If
the project is interesting, | can read difficultteraals”) and item 9 (“If a book is
interesting, | do not care how hard it is to read’he lowest mean item score was from
item 5 (“I like hard and challenging books, e.@sdical Chinese literature”). In the
intrinsic motivation subscale, the highest meamiseores were from item 11 (“I read
about my hobbies to learn more about them”) and &é (“Reading interesting book is
a fun activity”). The lowest mean item score wasfritem 16 (“l read stories about
fantasy and make believe”). In extrinsic motivatitre highest mean item scores were
from item 29 (“I am happy when some recognizes eagdmg”) and item 39 (“I try to
get more answers right than my friends”). The ldwesan item score was from item 27
(“My friends sometimes tell me | am a good readdri}the social motivation subscale,
the highest mean items were from item 51 (“I alwtygo finish my reading on time”)
and item 53 (“I always do my reading work exactytlae teacher wants it”). The lowest

mean item score was from item 42 (“I visit the dityr often with my family”).
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Table 3

Mean of Motivation Subscales and Individual ltems

Questionnaire Items Mean Standard
Scores |Deviation
Subscale: Self-efficacy 2.81 .56
1 |l know that | will do well in reading next year. 3.09 73
2 | am a good reader. 2.74 -85
3 2.58 .93
I learn more from reading than most students ircthss.
4  |In comparison to my other school subjects, | tikeead 2.86 .96
Chinese literature.
5 |l like hard and challenging books (e.g. classitfaihese 1.96 .88
literature).
6 | like reading when the questions in books maketimmk.| 2.67 .87
7 |l usually learn difficult things by reading. 2.8 .82
8 If the project is interesting, | can read difficonaterials. 3.12 .94
9 If a book is interesting, | do not care how hiaid to read,| 3.37 2.13
Subscale: Intrinsic Motivation 289 .50
10 |If the teacher discusses something interestimight read 2.71 .93
more about it.
11 |Iread about my hobbies to learn more about them 3.32 .76
12 |l read to learn new information about topicg thterest 3.16 .82
me.
13 |l like to read about new things. 2.92 .88
14 |If I am reading about an interesting topic,mstimes los¢ 3.07 1.00
track of time.
15 |l enjoy reading books about people in diffe@intries 241 1.00
(e.g. the president, Abraham Lincoln).
16 |l read stories about fantasy and make believe. 2.12 .93
17 |l make pictures in my mind when | read. 3.20 .90
18 |l feel like | make friends with people in gooaolixs. 2.38 1.03
19 |l like mysteries. 2.68 1.01
20 |l enjoy a long, involved story in a fiction book 2.92 1.02
21 |lread a lot of adventure stories. 3.04 .95
22 |ltis very important to me to be a good reader. 2.90 .90
23 |In comparison to other activities |1 do, Chinkseuage is| 2.56 1.00
very important for me to be a good reader.
24 |Knowing how to read well is important. 3.07 .84
25 |Spending time in reading is a valuable activity. 3.02 .84
26 |Reading interesting books is a fun activity. 83.5 .64

Table continued
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Subscale: Extrinsic Motivation 2.60 .56
27 | My friends sometimes tell me | am a good reader. 2.03 .84
28 |l like hearing the teacher say | read well. 52.7 .92
29 |l am happy when someone recognizes my reading. 93 2 .89
30 |My parents often tell me what a good job | armdan 2.29 .92
reading.
31 |Ilike to get compliments for my reading. 252 98.
32 |l look forward to finding out my reading grade. 2.63 .99
33 |Grades are a good way to see how well you areydio 2.22 1.02
reading.
34 |l read to improve my grades. 2.23 .86
35 |My parents ask me about my Chinese grades. 2/891.02
36 |l like being the only one who knows an answer in 2.74 1.04
something we read.
37 |llike being the best at reading. 2.77 1.0
38 |ltis important for me to see my name on adigjood 2.61 1.00
readers.
39 |Itry to get more answers right than my friends. 2.94 .97
401} jike to finish my reading before other students. 2.81 .98
41 |1 am willing to spend time reading extra reachmgterials | 2.65 .92
to get better than my friends.
Subscale: Social Motivation 241 .55
42 |1 visit the library often with my family. 2.02 .ao
43 |l often read to my brothers or my sisters. 2.36 1.05
44 |1 sometimes read to my parents. 2.4 1.G
45 | My friends and | like to trade things to read. 0P 97
46 |l talk to my friends about what | am reading. 4. .99
47 |1 like to help my friends with their schoolwarkreading.| 2.27 1.02
48 |l like to make friends through reading projemtseading 2.14 .96
clubs.
49 |1 like to tell my family about what | am reading 2.05 91
50 |l do as little schoolwork as possible in reading 2.47 1.03
51 |l always try to finish my reading on time. 3.19 .88
52 |l read extra reading materials when | am asketgdichers. 2.20 1.00
53 |l always do my reading work as the teacher wiants 2.80 .93
54 | Finishing every reading assignment is very irtgparto 2.76 .90

me.
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Qualitative Results

The profile characteristics of the overall motieatiof Chinese students highlight
the role of intrinsic motivation in middle schodlidents’ motivation to read in Taiwan.
Four themes emerged from the qualitative analysis.

Theme 1. Personal interests, in particular topicsl genres of reading materials,
drove the students’ motivation to read.

The selected students said reading interestingdoaak much more fun than
reading Chinese textbooks. Personal interests sleen when they had a fascination
with a topic or a subject matter. Huang was a rtmalereading achievement student who
was not interested in reading Chinese textboolstékbwever, he was fascinated with
Chinese historical novels written in classicalrbiy Chinese. He told the researcher, “I
would like to spend time reading more interestinghks than studying the Chinese
textbook” (12/19/2006). He said, “I always enjopdeng interesting materials such as,
Chinese novels and comic books” (12/19/2006). Yikh,Huang, was a male low
reading achiever, and he also very interestedading Chinese historical novels. He
reported, “I could make more effort to improve Glse test scores and enhance my
reading engagement if the textbook was interestjhgr27/2006).

Personal interests allowed the students to staystxtand enjoy reading. Yeh
said, “I did not feel tired when | was reading G¥se historical fiction” (12/27/2006).
Tan, a male low reading achievement student, aisostrongly interested in reading
Chinese historical novels. He said, “I could payrenattention to reading materials
containing interesting topics than when | had exréor the Chinese exam” (1/4/2007).
The three boys were interested in reading oneeofrtbst well-known Chinese historical

novels, entittedRomance of the Three Kingdoms/{,% 7), written by Lo Kuan-Chung
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(& E ) in 1494. The novel is based on well-known Chirlegends regarding some
famous kings and heroes in the warrior period im€$e history around 184-286 C.E. It
contains sophisticated military strategies, ansl known as a Chinese strategy book.
This is a Chinese classic, like several others,itaiscone of the most popular materials
recommended for after school reading in many middheols in Taiwan. Different
versions of commercial movies, TV series, and caempgames have been based on the
original book. The three male readers were insgigethe book through storytelling and
playing the computer games when they were in {ftde.

Personal interests led the students to engagdicatreading and responding to
the readings in unique ways. The three male stgdamtmented that when they were
readingRomance of the Three Kingdothey found that Chinese historical development
was cyclical rather than linear. Huang stated, “Whst other readers were reading,
they focused on the main character, who was atlig@et strategist. | would give more
credit to other characters if | were the autho2/{B/2006). Tan noted, “I questioned
why so many characters in the book are reveredds @and sages in the Chinese
society” (1/4/2007). Yeh said, “I puzzled over w@iiinese people believe they were
less civilized than the Westerners. Why did thentwa worship many objects, such as
big stones or big trees” (12/27/2006). They alkedito draw and write questions on
their notebooks about the timelines, maps, andndiogy of dynasties and emperors.
Because of the book’s great popularity, even stisdeho were not in the same class
often got together and had conversation on the doothe hallway during class breaks
(Field notes, 1/3/2007).

Personal interests enabled the students to sub&nreading in spite of the

challenges and difficulties posted by the readiragemals. Lin, a female high reading
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achiever, was highly interested in reading clas€itanese literature. She noted, “I
would be continuing to read more classical Chirgseature even though the text was
very hard to understand” (12/26/2006).Yang, a fenhalv reading achievement student,
was very interested in readiktarry Potter.She said, “I want to finish reading the sixth
book in theHarry Potterseries even if it is getting longer and biggerakveometimes
fully engaged in the book when | was readiayry Pottef’ (1/3/2006). Wu, a male

high reading achiever, was strongly interestecading science fiction. He said, “I
sometimes forgot the time when | was readiiight Watchby Sergey Lukyanenko”
(12/29/2006).

Personal interests were also closely tied to tilndesits competence related
beliefs about their competencies. Huang said, “lbacompetent reader in Chinese
historical novels” (12/19/2006).Yeh made a simdamment, “| believed | was a more
competent reader in Chinese historical novels thane subject of Chinese”
(12/26/2006). Huang is extremely confident in me®wledge about Chinese history
depicted irRomances of Three Kingdonasid he even created a game to go with the
book. His game was very popular; there were alveayanch of boys around his table
playing the game after class, even some studemts dther classes. Each player had to
answer his question about the book correctly befawveing around the board. It was
similar to Jeopardy. They often laughed loudly wkiegy were playing the game.

Chang was a low reading achievement student,éutds a high achiever in
science. He said, “I am very interested in findoug why there were more mosquitoes in
winter than in summer in this city. | fed mosquiad home and | did several
experimental studies. | am able to read high-lsggince books; they were used in the

ninth or tenth grade” (12/29/2006). Tan often ashisdscience teacher questions
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regarding his experimental studies after classeVéa reported his observation notes
about the life cycle of mosquitoes to the teachkeld notes, 1/4/2007).

Personal interests also provided opportunitiestiodents to share with others
about their reading topics and to accept diffeveewvs of others. Wang, a low reading
achievement student, was interested in reading&eiiction and comic books. He said,
“Sharing interesting books and topics with othdfered me a good opportunity to
understand the perspective of others” (12/28/200&ig also liked telling his friends
about the story ofhe Lord of the RingS here were always some students hanging
around who asked him to tell the story about thekb@nd the movies (Field notes,
1/9/2007).

Theme 2. Personal choices fostered the studentsisic motivation to read.

When teachers recommended a book for studentsdioafter school, most
students typically would follow the recommendatand read it. More often than not,
the students had to read Chinese textbooks thatutdide of their personal interest.
This typically led to some students being less wadéid to read. Occasionally, Chinese
teachers offered students supplemental readingialatel' hey also used technology
(multimedia, computer, and VCD) to spark studemti&rests in reading and to expose
students to a wider variety of Chinese literatwehsas Chinese opera, riddles, and folk
songs. The students were asked to choose oneqgfiéFature to write a research
project on and to present the project in the class.

The students usually responded enthusiasticabytt occasions when given the
choice. The boys would most likely go for readingr@se lantern riddleg{:i*), which
were represented by meaningful words that providescto the answers. They found

that Chinese characters have multiple meaningsaniin a lot of interesting ideas.
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Some low reading achievement students were ahlsgdheir knowledge of current
issues, people, objects, and places to solvedidées. Chang asked his friends to use
“crabs take to the streefi{# I-1}7) to find out a Chinese idiom” (Field notes,
12/22/2006).They noticed that Chinese riddles casulgport their reading practices,
reading interests, and thinking skills. Liu and Wanade similar statements in their
presentations. Liu said, “I find Chinese languag@awerful while | am trying to figure
out the correct answers for the riddles” (Fieldesptl/2//2007). Wang also said,
“Chinese riddles have ignited my interest in Ch@esd | needed to think deeply and
find some clues to answer the riddles” (Field no1¢$1/2007). These reading choices
and activities influenced individual students’ reedmotivation and triggered their
desire to learn Chinese.

Often, students’ choices of reading material afleémced by their parents.
Parental choices played a huge role in the masgethal the students would choose to
read outside of class. The selected students itedi¢dhat books using role models to
encourage positive social behavior and educatiaclaievement were recommended by
their parents. Under their parents’ influence aevis educational and professional
background was part of the book selection critefayrthe students. Books written by
Hsiao Hsiaofii#}), Liu Youn (#3#), and Hou Wen Yongi€ 3 7k) were their favorites,
includingLove is Not Blocke@A Z ##7), Small Hospital Doctors & 42/ & 4% and
Beyond Yourself&Z# /7 ). These three authors have written several books to
encourage adolescents who are facing life changgstzallenges. Some of the articles

were selected for Chinese middle and high schotbo®ks.
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Hsu was a male high reading achiever, and he vgddyhinterested in reading
science fiction and doing science experiments aoggts. He said, “My father
suggested some books that were written by Hou Wy Yz 3 7k), who is a doctor-
writer. | like his books because he has a greaenge of humor when he reflects on his
experiences as a professor in the hospital” (L2720Yu, a female high reading
achiever, was very interested in reading Chingsealiure and translated novels. She
made a similar comment: “My parents like to chobgeks related to the topic of how to
face difficulties” (1/2/2007).

Although teachers and parents had a strong inflien the books students
would choose to read, students were more motivategad when they felt that they had
a choice. Personal reading choices increased tbararthey read and gave them a sense
of ownership toward their reading. Hsu said, “Thevgh of interest is increased when |
could control my reading activities” (1/2/2007).e.e/as a female high achiever, and she
was strongly interested in reading Chinese liteeatB8he said, “Reading books of my
personal choice could trigger my curiosity aboet tibxt, the plot, and the ending”
(1/3/2007). Choices of different types of readingtenials for personal reasons increased
the students’ effort to complete the reading oftéhés. Lin noted, “I would prefer to
have personal reading choices and spend time om’t{i2/26/2006).Yu also mentioned,
“I would like to make efforts to read my personhbices, and it was more enjoyable”
(1/2/2007). Personal choice of reading materiatsonty increased students’ motivation,
it also increased the likelihood that students Waliare their reading experiences with
their classmates. For example, Tsai was a low ngaaithiever, and she liked to share
her personal reading materials with the two stusladito sat next to her: “I loved

reading a book entitledy = /7 = (Believe inYourself by Liu Youn. It was a very
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insightful book. Believing in yourself could givey a positive self-image” (Field notes,
1/3/2007).

In addition, book marketing has become a globahpimenon since numerous
books in English and other languages have beeslatad into Chinese. Students have
more choices of books to read. Chinese versiotisediarry Potterbooks by J. K.
Rowling, Charlotte's Welby E. B. White, and th€hronicles of Narnidy C.S. Lewis
have been very popular and enthusiastically acdesteong many Chinese middle
school students. The translated novels providedaimices for them. Yang said, “We
were used to books written by local writers. Thanme many Western novels that are
available such asgjarry PotterandCharlotte's Web(1/3/2007). These translated books
also provided appropriate themes for building crmdtural bridges. Yang also said, “I
noticed Chinese stories typically took on exaggeraind mythical characteristics”
(1/3/2007). Sun mentioned, “I have just finisheddiagCharlotte’s Weland seeing the
movie. | found Chinese stories often are about méeg immortals or supernatural
beings with magical powers, whereas Western stosesdoth impersonalized and
personalized figures " (12/28/2006).

Theme 3. Personal values of reading strongly imibeel students’ intrinsic
reading motivation.

During the individual interviewsall selected students believed that being a good
reader was important for them to be successfuthoal or in a future career. Chan, a
female high reading achiever, especially interestedading Chinese literature and
translated novels, noted, “Reading is a basic 8ialt is needed to be successful in
academic and job applications” (12/19/2006). THected students believed that reading

was an easy and effective way to develop theiuistge skills, social skills, and cultural

91



skills and to open the opportunity for them to wstend the world and go beyond the
classroom boundaries. Sun, a female high achiexges strongly interested in reading
Chinese literature and the translated novels. $tetn“l would not be able to use the
Internet and new technology if | could not read’2(2007). The field notes indicated
that the students were more engaged in activitidsasgademic subjects they valued,
which contributed to their future career aspiratiddu was a low achiever in Chinese,
but she valued English as the most important suldgne also read English novels or
materials more than Chinese ones. She communieatiedier friends from time to time
after class about her possible future career. 8ide ‘¢ want to be an English teacher or
an English professor just like my mother” (Fieldew 1/9/2007). Even though she was
not identified in Chinese reading, the value slaeg@dl in English motivated her to read
literature written in English, and she took pridébeing able to read English young adult
literature.

Different students personally valued reading ifedént ways. Students who
were interested in historical novels valued readis@ thinking activity. Huang said, “I
was pondering and puzzling about why some histbeicants still influence today’s
society. Are there any better solutions to makkvespeacefully?”(12/19/2006). Yang
was a fan oHarry Potter, indicating, “I admired the author’'s (J.K. Rowling
imagination. | sometimes embraced unrealistic idegasworlds when | was reading
Harry Potter’ (1/3/2007). Some high reading achievement stigleonsidered reading
an achievement activity. Yu said, “I want to impeawy Chinese scores, so | plan to
read more books” (12/29/2006). Chan noted, “Reantiagased my Chinese
comprehension scores” (12/19/2006). Still othetsa@reading as a discovery activity.

Hsu said, “l want to find out the myth of the huntaody. Why do we get sick? How can
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we protect our body? ” (1/2/2007). Personally vaduihe subject also increased the
amount students read. Tan mentioned, “I have isec#he amount of time | spent
reading science books since | value reading scibaoks or science related reading
materials as one of the most worthwhile tasks fet (0/4/2007).

Theme 4. Goal setting was a strong indicator oflehts’ intrinsic motivation to
read.

The students who were motivated to read often egpiestrong personal goals.
These goals were related to reading more bookse dhifircult books, or to gain
expertise and self-fulfilment in a selected aitga, a male high achiever, liked to read
adventure and science fiction. He said, “I lik&kéep upgrading reading levels and read
more challenging books. | would like to be a strongcal reader” (12/26/2006).Yu,
another high achiever, mentioned, “I want to beaavedgeable reader, so | plan to
read three or four more books outside of the alassn this semester” (1/2/2007).
Sometimes the students measured their readingge®yy the amount of effort put
forth. For example, Chan, Sun, You, and Lee couhtad many pages they read each
day and made a note on their calendar plannerssdiehto her friends, “I will finish
reading this bookThe Wellby Mildred D. Taylor) within two weeks. | will stato read
a new book very soon” (Field notes, 1/8/2007).

Students with personal goals sought to developsskild to increase their ability.
Sun mentioned, “I want to make an effort to readgerfficult books so that | can
improve my writing skills” (12/28/2006). The fieltbtes showed that several low
reading achievement students liked to highlight mreenorize good phrases and

sentences from the texts they read and use thémeimessays (Field notes, 12/28/2006).
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Having personal reading goals helped the studeetseverance in reading
challenging materials. Students with personal regadbals also tended to seek out
different strategies to help them comprehend tkieatled master new vocabulary when
the text was difficult for them. Lin noted, “I like participate in the reading club to help
me read classical literary Chinese even thoughhtird to understand” (12/27/2006).
Huang said, “I want to take the challenge of regdire three important Chinese
historical novelsRomance of the Three Kingdo(@s[H i ), Water Margin(7K i)
andJourney to the Wes#ti#ic)” (12/19/2006). Students believed that ability cdugd
achieved through effort when they had a clear repdoal. Chang said, “I want to read
tons and tons of books to be an environmental 8stehbelieve my goal could be
accomplished if | want to make the effort” (12/2%908).

Reading Achievement and Reading Motivation
Quantitative Results

Descriptive statistical analysis was conductedkam@ne overall mean scores on
four subscales for three groups: high, middle, lamdreading achievement groups (H,
M. L). The motivation subscales are self-efficaayrinsic motivation, extrinsic
motivation, and social motivation. The group meand standard deviations of four

motivation subscales are presented in Table 4.
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Table 4

Mean & Standard Deviation by Reading Achievemerdups

High Middle Low Total

Mean Mean Mean

(S.D) (S.D) (S.D)

N=80 N=83 N=75
Self-Efficacy 2.99 2.75 2.64 2.79

(.51) (.48) (.48) (.51)
Intrinsic 3.01 2.82 2.82 2.88
Motivation (.47) (.47) (.53) (.50)
Extrinsic 2.87 2.64 2.69 2.73
Motivation (.58) (.57) (.56) (.56)
Social 2.62 2.34 2.42 2.46
Motivation (.56) (.55) (.53) (.48)

The findings showed that the high achievement gsmgoed higher on all four
subscales than other two groups. The mean scotbs afiddle achievement group were
very similar to those of the low achievement grolipe middle group scored higher than
the low group only on the self-efficacy subscalee Tow achievement group scored
higher than the middle achievement group on extriasd social motivation subscales.
Both middle and low reading achievement groupsesttine same on the intrinsic
motivation subscale.

To further examine the difference between theseetgroups of students on the
four motivation subscales, a one-way MANOVA (Mu#tnate Analysis of Variancey (
=.05) was conducted. The MANOVA showed a statdigcsignificant difference with

Wilks’s A = 0.92,F (4, 464) = 2.8p< .05. Based on this result, ANOVAs were
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conducted to find out if there is a significant gpadifference on each dependent
variable. Results of the one-way ANOVAs are shawiable 5.
Table 5

ANOVA Summaries of Motivation Subscales among Regdichievement Groups

Sources df SS MS F

S. E.

B. 2 4.60 2.30 7.63*
wW 242 73.04 .30

[.M.

B. 2 73 .865 3.60*
W. 238 57.34 241

E.M.

B. 2 A 1.080 53
W. 241

S.M.

B. 2 71. .883 N3le 4
W. 242 46.6 192

Note: S.E = Self-Efficacy; .M. = Intrinsic Motiviain; E.M= Extrinsic Motivation;
S.M. = Social Motivation. B= between groups; W= kit groups
*p<.05

Tukey post hoc tests also were also conductedrdhadts are shown in Table 6.
The groups were significantly different on the safficacy variables. The high and
middle groups were significantly different on aluf motivation variables with the high
achievement group performing better than the middbeip on all variables. The high
and low groups were significantly different on gedf-efficacy variables (H>L), and the

result also approaches a statistically significhfierence on the intrinsic motivation
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variable (H> L). The middle and low groups only fstatistical differences on the self-
efficacy variable (M> L).
Table 6

Group Differences on Motivation Subscales

Dependent Variables Reading Achievement Groups
Self-Efficacy H>M
H> L

M> L
Intrinsic Motivation HM

H> L*
Extrinsic Motivation H>M
Social Motivation H>M

*approaching statistical significange=.053

Table 7 shows the correlation among the readingvatoin subscales and the
students’ final Chinese exam scores in this stlithe. correlations were statistically
significant between the students’ final exam scares self-efficacy, final exam scores

and intrinsic motivation, and final exam scores arftinsic motivation.
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Table 7

Correlation among Reading Motivation Sub-scalesRedding achievement

S.E. .M E. M. S. M.

Self-efficacy

Intrinsic B62**
Motivation

Extrinsic 56** . 611**
Motivation

Social A48** 61** 62**
Motivation
Final Exam 24%* A7 .15* A1

Scores

** Correlation is significant at the 0.01 level {@Hed)
* Correlation is significant at the 0.05 levettédled)

Qualitative Results

The qualitative results highlight the relationshgiween reading motivation and
reading achievement for groups of high and low ireadchievement students. Three
themes emerged from the qualitative analysis.

Theme 1. High reading achievement students shbetter attitudes and
employed better study skills in the subject of megd

The high reading achievement students always f@tbtheir teachers’
instructions, listened to the lectures attentivalyl took notes frequently. They
previewed the textbook to understand its main @teta locate particular information
before each reading class started. They beliewaddiading without comprehension was
meaningless. Reading carefully was the most impodiategy for the students to
comprehend the texts and to be knowledgeable reddes noted, “I did not want to

lose any points so | studied the text carefullyobef took the examination” (1/3/2007).
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The field notes indicated that the high readingegment students were more
organized and cleared their desks between diff@lasses. They normally spent a lot of
time studying and reviewing the textbooks befokenig quizzes or examinations. They
wanted to be well-prepared for quizzes and examoingt They asked more questions
related to the contents of the tests during theeites. They also had high academic
performance in all subject areas. To these studacéslemic success was considered a
high priority as well as an obligation that was ested of them.

The low achievement readers tended to rest thanden their crossed arms and
turned around more frequently when the teachereasring. They often read other
reading materials or did other things during tretdees. For example, Wang was a low
achiever; he often did math homework and corretgstipapers during the Chinese class
(Field notes, 12/28/2006). They had many mateseddtered around on their desks and
in their drawers. They only took notes when thelea mentioned that it would be on
the test. They did not preview and review the teore the class or at the end of the
class. They sometimes skimmed through the textderao respond to the teachers’
guestions. They heavily relied on text memorizatidnang said, “Text memorization
was my major learning strategy in Chinese. | somesi could memorize the entire text
if the text was very interesting” (12/19/2007). Yiweould follow the teachers’
instructions only when the texts or the instrucsiorere interesting to them. Yeh was
once observed carefully listening to the lecturly trecause the reading texts were
related to his life experience. He said softly imdlassmate, “My whole family went to
that place (Kent Ting Beach). It was a very intengsplace. We ate different kinds of
sea food over there” (Field notes, 1/9/2007). Is\@avery interesting place. We ate

different kinds of sea food over there” (Field r&t&/9/2007). Tan also noted, “I could
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not pay attention when the content of the text matselevant to our daily life”
(1/4/2007). The field notes also indicated thatltdve reading achievement students
often appeared disengaged and uninterested inabg iastructions about the text.
Sometimes, they negotiated with the teacher albeuamount of assigned homework
and reading tasks, and they tried to manage daiti¢tla academic reading as possible.
They also complained about having to do their regdissignments.

Theme 2. High reading achievement students hagrelift orientations toward
competence than low reading achievement students.

High reading achievement students often assocaegbetence with high grades
and top ranking in class. They viewed grades aajamndicator of competence. The
hierarchical ranking was highly prevalent and gaxgher reading achievement students
a high social status in the class. Lee said, “dligbout reading for a better grade and
higher ranking in school” (1/3/2007). The high readachievement students were
greatly concerned about their grades and educatiated activities; they often
compared their grades with other students who rech#ar academic standing in the
class. They were very grade-oriented and wantée tacademically competitive.
Checking and comparing each others’ scores wasaom social interaction with the
high reading achievement students after their grade available. They knew how to
negotiate grades with the teachers when the testigns were not clear to them. Hsu
raised his hand and said, “Teacher, question nutalzeon the reading comprehension
part was contradictory. All four choices could aptd the question. You needed to give
us extra two points” (Field notes, 12/26/2006). Figh reading achievement students

would work harder to retain their rankings whenytbe not receive good grades. Lin
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said, “I did not do well on the previous examinatiso | needed to study harder for the
final exam. | did not want to see my ranking dr¢p2/26/2006).

The low reading achievement students also defined geaders in terms of the
test scores. The majority of them perceived thewesehs average or poor readers
because of their low scores. Huang said, “My Clenesding scores were around 70 out
of 100 points. | would say | am an okay reader/1922006). Low reading achievement
students also valued good scores. Tsai commenteauld be very glad to receive a
better score. Good scores would be a good motivétar20/2006).

The Chinese teachers normally read each studeststores to the whole class
before they returned the test papers to them. Gedading achievement students felt
embarrassed when they received low test scorese Students, without deliberate
intention to cause harm, tended to laugh at thdszvad low test scores. Teachers
reading test scores out loud produced some negatiteemes for the low reading
achievement students, especially for female stgddisai noted, “I sometimes felt
ashamed when my test scores were very low” (12(8&p Yang also said, “I felt | had
less confidence when | received low test score8/2007). In general, the low reading
achievement students cared less about their regdattes than the grades they got from
a subject that interested them more. However, llaglymore confidence in reading texts
and school subjects that matched their persoraiasts. Du noted, “I have been doing
well in English” (1/2/2007). Chang said, “It wassaich easier for me to study science
than Chinese” (12/29/2006). Although the low regdachievement students did not
have high performance in Chinese, they believetitti®y could perform well when they
made an extra effort. Tsai commented. “I could irecbetter scores if | studied hard”

(12/20/2006).
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Theme 3. High reading achievement students hadgt@ationships with
teachers and peers of high academic standing.

The students faced more challenging academic tasksocial environments
when they entered middle school. Thus, their neegupport from others also increased,
especially from teachers and peers.

Teachers are important role models as well as atghmures in Chinese
schools. The high reading achievement studentsimadre positive feeling about their
teachers, and they tended to comment on speciatetrat left an indelible mark on
their paths to literacy. Chan reported, “I canl &l the emotions of one of my
elementary school teachers, Mrs. Shieh, when gtk“tseyour Mama a LlamaBy
Deborah Guarinb (12/19/206). Lee reported, “One of my elementaagchers led us on
a literary nature hike, where together we took toneto read and write about what we
saw in nature. Many years have passed; the menwiribs first literary trip are still
vivid” (1/3/2007). The high achievement studentsodknded to attribute their love for
reading to what their teachers did. Chan said, “Gfmay elementary school teachers
gave me some children’s books to read. | have logading ever since” (12/19/2006).
The teachers often asked more questions to highingachievement students and made
more positive and encouraging comments on theporeses, such as “You have good
insight”, “You have good academic achievement. ¥an study at a good high school”,
and “You will do better next time” (Field notesp12007).

In contrast, the low achievement students indictiatithey did not receive
much attention from their teachers because marmhéea still classified students as
good or poor based on their test scores. Wang ‘$didteachers hardly call my name

and ask me questions in class” (12/29/2006). Tiede\ed that this view of test scores
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could undermine their reading motivation and ultiehaachievement. Tan said, “My
teachers cared for grades more than for my perseading interests” (1/4/2007). Chang
stated, “I often heard my teacher mentioning haotkvio receive better test scores. She
did not know about what types of books | likedd¢ad” (12/29/2006). However, both
groups of the students believed that teachershgagncouragement, and values of
reading had great impact on their reading motivatidhey also desired a democratic
teacher-student interaction rather than teachetepssh relations.

The students had their own peer networks at schidel .high reading
achievement students chose friends similar to tk&ms in terms of their academic
achievement and performance. Wu was a high reaihggvement student. He noted, “I
like to discuss school work with my friends who bdetter academic performance, and
then | can improve my test scores” (12/29/2006)eRts of the high achievement
students also encouraged them to make friendsthate who had similar academic
performance or higher academic performance. Suh ‘9dy mother always asked about
the grades that some of my friends got. She asletbrapend time with those who had
better grades” (12/28/2006).

The low reading achievement students did not carehnabout their friends’
academic performance because they were alreadyoteted as low achievement
students. They chose friends who had similar pedgaes or interests. Liu said, “I did
not see any reason to compete with my friends”2@/2006). Huang stated, “I like to
play with friends who are also interested in histrfiction and Japanese comic books”
(12/20/2006). Yang said, “I felt excited when migfrds and | were reading about the
same topics” (1/3/2007). They sometimes changad sbats without being noticed by

their teachers. They tended to sit with their fiigm the same areas (Field notes,
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1/9/2007). Peer influence had the power to encauoagnhibit the students’ reading
interests, especially for those who strongly neestexial approval and support from
their peers. Huang mentioned, “I felt | was appbwden my friends said | read a lot of
books and | was an intelligent reader” (12/19/2006)
Sociocultural Factors and Students’ Motivation tea

Quantitative Results

Table 8 presents the mean and standard deviatieacbfitem in the social
motivation subscale for all 247 participants. Theam of the subscale was 2.4lhe
items with the highest means were item 51 (“I alsvay to finish my reading on time”)
and item 53 (“I always do my reading work exactytlae teacher wants it”). The lowest
mean was for item 49 (“I like to tell my family alowhat | am reading”).
Table 8

Means of Social Motivation Item Scores

Subscale: Social Motivation ( Mean: 2.41) Mean Std.
Dev.

42 |1 visit the library often with my family. 2.02| .40
43 |1 often read to my brother or my sister. 2.36 051,
44 |1 sometimes read to my parents. 2.45 .06
45 | My friends and | like to trade things to read. .02 .97
46 || talk to my friends about what | am reading. 422. | .99
47 |1 like to help my friends with their schoolwarkreading. 2.27 1.02
48 |My friends and | share reading experience fratjiye 2.14 .96
49 |1 like to tell my family about what | am reading 2.05 91
50 |l do as little schoolwork as possible in reading 2.47 1.03
51 |l always try to finish my reading on time. 3.19 .88
52 || read because | have to. 2.20 1.00
53 |l always do my reading work exactly as the tea@ants it. 2.80 .93
54 |Finishing every reading assignment is very irtgodrto me. 2.76 .90
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Qualitative Results

The qualitative results illustrate the role of audt and the learning context in
Chinese seventh-graders’ motivation to read. Hoemes emerged from the qualitative
analysis.

Themel. Parents’ and teachers’ expectations shapetbnts’ reading
achievement orientations, academic decisions, atfekfficacy.

Parental expectations were mentioned by all salesttedents. They all
mentioned that their parents were concerned wéhr #tcademic performance, expected
them to be successfand had specific career goals for them to pursupatticular,
parents generally had different expectations orciieer development of boys and girls.
Boys were expected to be in the medical field erlard sciences; girls were expected
to be school teachers or work in government agsncie

Students, whose fathers were medical doctors, expd great pressure to
succeed academically and have a successful cameert®th would be indicative of a
good family upbringing. Having an excellent acadeathiever is extremely important
for parents of the selected students. Hsu sai@n‘expected to be a high achiever in all
subject areas. Three generations in my family wetke medical field. | have a great
responsibility because | need to continue my fartndgitions” (1/2/2007).

The parents of these students also had a strordsetiand belief that academic
success can help a person gain a higher stathe sotial hierarchy. Tsai said, “I was
asked to read the bestselling books on the anistiaMy parents believe | would have a
better chance to study at the most prestigious $iglool and university if | could read
most books in the hot selling list” (12/20/2006heTstudents were taught to work hard

to increase their scores if their parents felt thair probability of success was low. Tan
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said, “My parents always asked me to study hardnaakke an extra effort to improve
my Chinese scores” (1/4/2007). Wang also said, ffdsents believe that hard work is
the best way to get high scores” (12/28/2006). @Qhaoted, “I have been told working
hard is a crucial element to being successful ythang” (12/29/2006).

Like many Chinese parents, these parents were éehtptfind more resources
for their children when their test scores were tovdid not reach their expectations. The
cram schools represent a typical aspect of theegSkieducational phenomenon. They
believed that cram schools could provide bettenieg strategies and help their
children get higher scores in addition to the undion their children received at school.
Liu said, “I have been very tired of being bombaktyg the textbooks day and night at
my school and also at cram school” (12/26/2006).

Teachers are not only to instruct, but also toesassmotivators and
communicators in Chinese middle schools. The utengaals that many Chinese
teachers have for their students are high sco@passing of the national entrance
exam to get into a high school or college. Teach#en set up goals for students to
achieve. Teachers’ high expectations could incréasstudents’ self efficacy. Huang
mentioned, “| was asked to reach a score of 8@DLO0 by the Chinese teacher. It
meant | was a capable reader and learner” (12/08)20eacher expectations also
greatly influence the students’ engagement in thgscoom context. Hsu said, “l was
more fully engaged in the learning activities wineyteachers had higher expectations
of me” (1/2/2007). Similarly, Wu said, “I would kkto try my best to meet my teachers’
expectations of me by doing a better job in otasks$” (12/29/2006). Overall, the

students cared greatly about their teachers’ eafiens of them. Lee told her friends,
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“My quiz was below 90 out of 100 points this tinfdie Chinese teacher must be very
disappointed(Field notes, 1/11/2007).

Theme 2. Teachers, families, peers, and the contynuafiuenced students’
choice of reading materials.

Teacher influencedl'he students would have liked to have more reading
experiences related to their thoughts and feeiimgise reading they did, but they were
not given many choices at school. Huang said, d\weshed that the teacher could give
us some free time to read in the class insteaelamhing the textbooks” (12/19/2006).

Teachers had a great influence on the books thdésts would choose to read.
For example, a book callédbw to Beat the Exarfk/B51i*%) was recommended to the
students by the teachers. This book was a mustheaki according to many middle
school teachers; it was about the strategies stsidan use to get high scores. Sun
commented, “I disliked reading books about howamdiigh scores. That was such a
boring reading topic for me” (12/28/2006). Wangetht‘My teachers tended to find
books about preparing for tests” (12/28/2006). Stuelents often read books or did
activities that they did not particularly enjoy,thbey did them anyway to conform to
their teachers’ expectations. Lee said, “I wasgmesd a reading task. | disliked it, but |
did not have any other choice” (1/2/2007). Yeh sdidvas not interested in this type of
book, but | cannot challenge my teacher’s authd(it2/26/2006).

Sometimes, teachers also influenced students’ bboices in a positive way.
One of the Chinese teachers recommendexiBook ThiefArZ*/4) by Markus Zusak
for her class to read after school. She told theahthis book was from her personal
reading list. Many students chose to read the lalof curiosity. Wu noted, “l was so

curious about my teacher’ personal reading magersal | wanted to read the book”
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(12/29/2009. Several female high and low reading achievemeilestis read he Book
Thiefeven though it is over 300 pages long. They padlbow Liesel (the main
character) fell into the wonderful world of wordgw words can change one’s destiny
and thinking, and were eager to share their thaugbout the book (Field notes,
1/12/2007).

Peer influencedReading comic books was widespread in this schdud.
majority of the comic readers were boys. Theseesttgltraded comic books among their
classmates. Some Chinese teachers were conceroidtlad content of the comic books,
which often included violence. They tried to disage the students from reading comic
books. Some subject teachers would confiscate cbanks when students read them in
class. Many male students had several comic bodksghin their desks. A series
entitledCase Closed £ 7 ##7 %) was the most popular of the comic books, and it was
very similar to the television seri€&Slin the United States.

A couple of high reading achievement students roaetl that their parents had
the wrong idea about comic books, so there wereonuc books allowed at home. They
could only read comic books when they were in stHe@me low reading achievement
students indicated that comic books sucRase Closethcreased their interest and
curiosity in reading. Hsu mentioned, “Reading cobwoks was kind of a relaxing
activity. | read comic books when | was feelingdmbor stressed at the school” (1/2
/2007). Some male low reading achievement studeeits giggling quietly when they
placed a comic book under the textbook or helah itheeir laps during the regular
Chinese class. They sometimes traded books, p#ssedaround unnoticed during
lectures, and enthusiastically shared their thaighout the books during breaks (Field

notes, 1/12/2007).
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Family influencedThe majority of the selected students placed gregghasis
on reading at home because their parents valuéichgeas an important activity. Most
mentioned that books of different levels, genresl, authors were available at home.
Hsu said, “My father and grandfather like to pussn@ooks, and they also share with
me about their reading topics” (1/2/2007).Yang aleted “All my family members like
to read. My parents and grandparents like to rea®that focus on practical categories
and religious practices” (1/3/2007). Some studergationed that they were more likely
to be engaged readers and writers when the conndmtitween home and school was
strong. Yu mentioned, “My father would researchpementary books and suggest the
books for me to read” (1/2/2007). Du also said, “Mgther likes collecting reading
materials” (1/2/2007).

The students were more motivated to read booksteeldy their parents when
the books matched their reading interests andiabiliLin said, “My parents knew my
reading interests, so they always purchased bavksad¢ and asked me to read”
(1/2/2007). Some parents of the selected studésds/eewed themselves as teachers of
their own children; Lin noted, “My father was thest person who taught me how to
read and write. He has suggested to me that readiegsively will enable me become
an intelligent reader” (12/26/2006).

Community influencedubsidized private charity organizations and local
libraries have cooperated with local universit@®tganize various kinds of reading-
related activities, including monthly poetry fesiis, reading centers, and reading clubs.
Some students stated that reading poetry openkdramel for the expression of aesthetic

experiences. They also indicated that poetry chald express ones’ feelings and then
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transform the feelings into words. Tsai said,”dlized that there were many fun ways to
learn Chinese poetry after | attended the acti\ity2/20/2006).

In the last two years, some local communities gtedireading programs that
were congruent with the school curriculum, sucheasling clubs. Lin reported, “My
group is focused on the book calledeam of the Red Chambef/¢##%), which is
considered the most widely read book in Chinesgsdal literature. We sometimes
dramatized the story, and it was a fun activity2/@6/2006). Some boys liked to spend
time reading “free and new books” at the local tsioke on the way home from school.
The bookstore contained the most popular and istiegereading topics. Huang stated,

“I liked to spend time reading new books in the ksiore. The bookstore is a good place
to be exposed to reading” (12/19/2006). Wu alsotiaead, “I normally did research on
the latest science fiction in the bookstore. Thekistore was part of my resource center”
(12/29/2006).

A couple of students mentioned that they attendexiathly storytelling
program, which was held by the American Institmtdaiwan (AIT). Sun reported, “I
had a great opportunity to meet students from ghffeschools in the storytelling
program. | developed social insights and creatiagyvell as writing skills through the
program. This program was totally different frorne tisual classes | have at school”
(12/28/2006). Storytelling could increase theienest in reading as well. Yeh mentioned,
“I felt I was living through a part of the story wh | was listening to it” (12/27/2006).
One of the local vendors promoted a unique reapiiogect; students could get a free
bowl of beef noodles when they finished readingakiband keeping a reflection journal
(beef noodles are one of the most popular locad$horan reported, “I have never

thought that reading for a meal could be such @resting activity” (1/4/2007).
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Theme 3. Social competition played an importarg rolstudents’ motivation to
read but produced different motivation outcomedgifferent students.

The Chinese middle school climate is filled witkttecores, competition, and
pressure to enter a top high school. Thus, stugeatexpected to be mentally
competitive when they are in middle school. Huasig,s‘l needed to be a highly
competitive reader and learner in order to get theohigh school of my choice”
(12/29/2006). All middle schools are ranked by tlstudents’ test scores. Lin and Wu
made similar comments. Lin said, “We face acaderompetition in order to be
admitted into one of the prestigious high scho{12/26/2006).Wu said, “We are
expected to attach great importance to educatextaevement and to be more ability-
focused” (12/29/2006). Competition became an ezldorce shaping the students’
motivation to read and their choices of readingemnals. Lee mentioned, “I somehow
need to focus on studying textbooks to receiveagank in class instead of reading for
personal interest and pleasure” (1/3/2007).

A fixed sequence of three exams per semester wasetered to Chinese
students. The students were ranked within eacls elad also against all other seventh-
graders. Chang said, “My teachers like to compardest scores with other classes”
(12/29/2006). The class ranking increased the rattim and competence beliefs for
high reading achievement students. Lin noted, ‘4 veamked in the top three among the
seventh-grade classes. | would like to choose moa#enging books to read”
(12/26/2006). Chan was also one of the top higleaement students. She mentioned,
“I was asked to read different genres of readinteneds because | had higher reading

scores” (12/29/2006).
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Students were also ranked across four differerda@shn the same school
district. The schools exchanged test papers anergiynused the students’ ranking
across the different schools to predict the stigleate of success on the high school
entrance exam. The teachers also liked to compargrades of their students with those
of the students in other schools. “If you couldrbéhe top fifty percent among these
schools, then you could study at a good high s¢i{&@ld notes, 1/2/2007). The
comparison of grades across different school haakdive influence on high
achievement students and led them to be more aarhmvt-oriented. Yu aid, “l want to
study at the First-Girl High school (the best gidh school in Taiwan) so | have to
outperform the others” (1/2/2007).

The field notes also indicated that teachers askeatknts to increase scores to
compete with students. One teacher told her cldssir scores in other schools
represent our school’s reputation,” and “Some sitglm other schools receive full
marks on each subject. Those of you are high aehient students need to catch up
with them” (Field notes, 1/5/2007).

On the other hand, the ranking system kept ther&ading achievement students
from wanting to try. Chang noted, “| sometimes ldssire for learning because my
name was always on the bottom of different lisfi2/26/2006). Heavy competition
devalued the real purpose of reading for the laadiregy achievement students in many
ways. Yang noted, “The emphasis on academic ramangnly prevented us from
becoming critical and deep thinking readers, itaredtimated our abilities” (1/3/2007).
Tan also mentioned, “My ranking in class indicatieak | was not a competent student

“(1/4/2007).
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Theme 4. Chinese cultures related factors exerngabitant influence on
Chinese students to read.

Culture-related instructional practices, gendefed#nces, and parental
occupational background were all related to thdestts’ reading motivation.

Chinese culture-related instructional practices atddents’ motivation to read.
Instructional approaches and textbook contentectftl cultural values and had a strong
impact on the students’ motivation to read. Thilfrfetes strongly indicated that
reading instruction in middle school placed a hefaeys on memorization and accurate
interpretation of the text. Text memorization wasaor strategy for taking
examinations and getting good test scores becaasetests consisted of test items that
required accurate word-for-word memorization. Ttuglents were asked to study a text
many times and be able to transcribe the text fre@mory. Huang said, “My Chinese
teacher always asked us to memorize new wordsrag@phs from the textbook”
(12/19/2006). Students were also given an extraargiamount of homework, including
text memorization. Yang noted, “We had to memotieetext almost every day”
(1/3/2007.

Text memorization also was a major student strategseading other books.
Huang reported, “I liked to memorize good senterasebphrases when | was reading
interesting passages. | even memorized my favpdgesongs. | stored them in my long-
term memory, then I could apply them when need&@r1(9/2006). Lee noted, “Text
memorization increased my test scores, includiagirgy” (1/3/2007). Yu also indicated,
“I memorized many Chinese idioms and proverbs a®dluhem in essay writing. |

attended several writing composition contests,randived an award” (1/2/2007).
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The field notes also indicated that the Chinesehteis placed great value and
emphasis on text memorization. “That is a very inga passage. You have to
memorize it. It will be on your test”; “If you wamo get good scores on Chinese, you
need to memorize the words’ meanings and the tEkéxt memorization is the best
strategy for you to get high scores”; “If you doniemorize the text then you cannot
receive high scores”. These statements were oftaterhy the teachers in the Chinese
class (Field notes, 1/12/2007).

Most students were more interested in reading Bpcaented books and
materials that include positive role models. Rot®deis increased students’ motivation
and desire to learn. The field notes indicated tiathers also liked to use successful
figures to encourage students to read widely. “Repdidely can help you become a
knowledgeable reader and successful academic ledikeeProfessor Yu (a well-known
Chinese literature scholar and poet in Taiwan)éldnotes, 1/10/2007).

All selected students believed that Chinese tetbogere a major source for
learning Chinese language and culture. There avddmns of Chinese written language

presented in the textbook: classical literary Ceangr = ) and modern Chineséi

i). Some students found that reading classical liteCdmynese texts was a dull task

because this form of Chinese language was notaetdwo their daily livesThe majority
of the selected students disliked studying thestthdt were written in the archaic form
of Chinese.

Chinese poetry plays a significant role in the @saculture and society. It is
also part of the Chinese literary scene and thd higkly regarded literary genre. These

students reported that they were asked to memdheee Hundred Tang Poerg7 77 —
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£ 27) when they were still in kindergarten. Some ofritn@st popular forms of Chinese
poetry rhyme and are composed of five or sevenachens per line. Several students
(Chang, Huang, Hsu, Lee, Liu, Tan, and Wu) ackndgael that Chinese poetry uses
very simple language and usually portrays partityensitive feelings about humanity;
however, the meaning of some of the poems is diffio understand. The students also
stated that they could visualize the landscapediaesiin ancient China in their mind
when they were reading the poems. Wang also said“thseemed that | returned to the
old Chinese time when | tried to imagine the sgtin12/28/2006). Some female
readers mentioned that they would prefer to reacemammantic poems rather than the
patriotic and sentimental ones. Du mentioned, $likied reading poems that are too
sentimental or moody” (1/2/2006).

The selected students were inspired by the legéhdRai (Z=1) (BC. 701-762)
who was one of the greatest poets in Chinese kidtowas a lazy boy when he was
young. One day, he saw an old woman making a needlef a metal rod. The old
woman explained to him, “If you are hard-workinglgrerseverant, a metal rod can be
made into a needle.” The hard-working spirit israiged in the Chinese mind. All
selected students strongly believed that efforttzard work are important if one wants
to achieve and have success in any school subject.

Learning Chinese idiomgi(i#) was another challenging task for the students.
Chinese idiomsre traditional cultural expressions, most of whiohsist of four
Chinese characters. They have been widely usddssical Chinese and are still
commonly used in modern writing and speech. Middleool students are expected to
properly use the Chinese idiofsth orally and written. The students said thay tvere

interested in Chinese idioms, but that they fre¢iyanisused them. Sun noted, “I liked
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to use pertinent Chinese idioms in essay writingpbise they made the essay more
coherent and interesting” (12/28/2006).

Gender differences in students’ motivation to re&tudents’ favorite school
subjects differed among the selected studentsbdie indicated that they were more
interested in mathematics, science, and computentdogy than the girls. In contrast,
the girls were fonder of language arts than most@boys. Several of the male students
were enthusiastic about reading material relatextience .These books were Chinese
translations of works such ake Sea Around Usy Rachel CarsoandNight Watchby
Sergey Lukyanenko. The boys in the low readingeadment group were more
interested in learning Chinese historical fictiordadventure stories suchRemance of
the Three Kingdoms.

The selected female students were generally stenien reading classical
literary Chinese and Western literature. They beliethat literature played a strong role
in helping them understand and value their cultbhesitage. It also helped them develop
positive attitudes toward their own culture and¢htures of others. They liked reading
classical and popular Chinese literature suclbesam of the Red Chambgt/ ##)
andbooks in theHarry Potterseries, which presented them with background kndyéde
of different cultures, lifestyles, and languages.

The boys seemed to be more confident than thewirén given opportunities to
discuss in small groups or make a presentatioroint bf the whole class. Boys were
more likely than girls to ask for help. They coedpress themselves freely in public.
Huang said, “I could see myself being able to expray ideas in class when the teacher

offered me the opportunity to lead small group déston” (12/19/2006). The field notes
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also indicated that the boys liked to participatgroup activities. They also liked to ask
the teachers to give them the opportunity to perfoertain tasks.

Conversely, female students felt less confidemty tivere less likely to be
involved in group reading activities. The seleaj@ts were normally quiet, and
preferred to work individually rather than in a gposetting. Du said, “I do not have
confidence in expressing myself in public” (1/20Z(.

Parental occupation and students’ motivation tod.€Bhe students directly or
indirectly indicated their parents’ job occupaticush as, medical doctor, engineer,
teacher, officer in a government agency, or exeeutarents who had strong
educational backgrounds and worked in the medécagineering, government, or
teaching professions often spent a large amoutntnef assisting their children in finding
reading materials and purchasing books for theredd. They also held a higher
academic standard for their children. Lin and Yuwmaimilar comments. Lin said, “My
parents spent time searching for books to meetaaging levels” (12/26/2006). These
parents expected their children to do excellenkwoill school subjects, including
Chinese. Lin pointed out, “I was expected to bega lchiever” (12/26/2006).

Parents who were in the business field or self-eyga gave their children more
freedom and choices. Wang said, “My parents dovaott me to be an idiot in daily life.
They would prefer | practice the skills and knovged have learned from the books”
(12/28/2006). These students had more choicesnstef selecting their reading
materials and reading activities. Huang said, Scdvered reading interests and topics
through browsing books in the bookstore and onrteznet” (12/19/2006). Liu noted,
“My parents once taught me how to search for b@widslocate books in the library”

(12/26/ 2006). These students were more likelyetabdependent readers and learners,
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and they tended to apply what they learned fronbtieks to their everyday lives.

Chang mentioned, “I liked doing some experimeniated to my surroundings”

(12/29/2006). Wang also mentioned, “I have beentmiag the knowledge | have

learned from the physics class about how to saaatredal power” (12/28/2006).
Summary of Results

The first question examined the profile charactiessof Chinese students’
motivation to read. The quantitative descriptiwaistics on the profile of Chinese
students’ motivation on the MRQ showed that themszre of self-efficacy and
intrinsic motivation subscales were higher thamiegic motivation and social
motivation subscales. The qualitative findings fddimat (a) personal interests in
particular topics and genres of reading materiads@ students’ motivation to read; (b)
personal choices fostered the students’ intringitivation to read; (c) personal value of
reading strongly influenced students’ intrinsicdieg motivation; and (d) goal setting
was a strong indicator of students’ intrinsic matign to read.

The second question looked at the relationshiywédst reading achievement and
reading motivation. The high reading group scoigdicantly higher on the four
variables. The qualitative findings revealed dethilifferences between high
achievement and low achievement readers. In cosgrawith low reading achievement
students, high reading achievement students hduk{eer attitudes and employed better
study skills in the subject of reading; (b) diffet@rientations toward competence; and
(c) strong relationships with teachers and peelsghf academic standing.

The last research question investigated the sotimalifactors that influenced
Chinese students’ motivation to read. The quantgatescriptive statistics showed that

the students scored the highest on two items #hatied to meeting teacher expectations.
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The qualitative findings have discovered that @pepts’ and teachers’ expectations
shaped students’ reading achievement orientataaralemic decisions, and self-efficacy;
(b) teachers, families, peers, and the communityenced students’ choice of reading
materials; (c) social competition played an impottrole in students’ motivation to read
but produced different motivation outcomes in defg students; and (©hinese

cultures related factors exerted important infleean Chinese students to read
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CHAPTER FIVE
Discussion and Conclusions

Chapter 5 is comprised of two major sections. Tis¢ $ection focuses on the
discussion of the significant findings from bothajtative and quantitative analyses.
The second discusses the implications for futuseasch and educational practices.

Reading Motivation in the Chinese Context
Intrinsic Motivation

The results indicated that Chinese middle schamlestts’ reading motivation
was first and foremost interest-oriented. Persomiatest was the most prominent aspect
in the characteristic profile of Chinese studentstivation to read. Personal interest
enabled the participants to be highly engagedadirg challenging materials and
various reading activities. Personal interest alggported them in processing the text at
deeper levels and making progress toward acconmpdjgheir reading goals. These
findings support the claims from earlier studiest fpersonal interest increases students’
levels of attention and comprehension even whemnghd@ing materials were quite
difficult for them to read (Renninger, 1992; Sckief 1991; Wigfield, 2000).

Personal interest played an even bigger role wighdw reading achievement
students. For example, Huang, Yeh, and Tan haddading scores, but they were
engaged in reading classical literary Chineseditee to fulfill their personal interest in
heroes and military strategies when it came ta tfeaiding interests. They also
demonstrated great self-efficacy and confidencd thay even created and played
games related to their readings. This finding waslar to the findings of Wentzel

(1996) and Renninger and Hidi (2001) that studetitts a well-developed interest had
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higher reading efficacy and positive competenceefsethan students with a less well-
developed interest.

Personal reading choices were a strong motivatrgeffor the students. The
students who chose their own reading materials wereh more interested in reading
them. They also used more strategies, made greffbets toward achieving the reading
goals, and enjoyed sharing their reading with @hersonal reading choices led them
to higher levels of engagement. These findingsotmmrate those in several motivation
studies (e.qg., Gambrell & Morrow, 1996; Spauldi®®2; Turner, 1995, 1997; Widfield,
2000), which acknowledged that intrinsic motivataond reading efficacy are increased
when students are offered opportunities to makécebabout their reading materials
and learning activities. In addition, this studyma that those students who were given
personal choices were more likely to be self-dedand self-determined readers. This
finding is supported by Oldfather and Dahe (1994)¢ found that opportunities for
autonomy support students’ motivation to read.

Extrinsic Motivation

Chinese middle school students were strongly cegeidward reading for grades.
In this study, there was evidence showing thategauld have a positive effect on
some students’ motivation to read. For examplehtglk reading achievement students
were motivated to read because they wanted goatbgi@nd higher academic standing
in the class. However, their motivation for betjerdes also supported their motivation
to read more books that matched their personakst@nd gave them a sense of
personal enjoyment. On the other hand, grades dmuttetrimental to reading

motivation and the quality of reading and learnimgsome other students. The result of
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this study also showed that some students didketéading because of their low
reading scores.

The hierarchical testing system has been deephpimgd in the Chinese society
(Salili et al, 2001). Taking tests is inseparabtet the larger school context which is
highly competitive, and grades are often usedyasdstick to measure students’
learning. Students with higher grades also haviglzeh status in Chinese middle
schools.

As a result, Chinese students are more likely todoon studying for grades. In
this study, the use of grades as a reading motil@dahe students to focus on studying
their textbooks for literal understanding and pregafor examinations rather than
interacting and responding to the reading matematersonal and meaningful ways.
When doing reading, most students tended to takdfarent stance (Many, 2004) that
focused on obtaining the information to pass tren@ration rather than an aesthetic
stance that focused on reading for personal pleasur

Upon entering Chinese middle schools, students Haveloped a grade-oriented
and competitive mentality that can lead to moredlan@ac competition and social
comparison. This aspect of reading motivation feslated findings in the study by
Wigfield and his colleagues (2004) that statedetkteinsic motivators are still
enormously powerful forces in students’ lives. Tmdy difference is that grades are
more heavily weighted for Chinese.

Social Motivation

The study found that social relationships greatfluenced students’ reading

motivation and engagement in classroom contexts.dEgree of teacher support was

crucial to students’ motivation to read. Teachargions, such as caring for students’
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personal reading interests, providing support wétadents needed it, and making sure
they understood difficult reading materials ledtanger motivation and achievement.
In this study, high reading achievement studentsidedter teacher-student relationships,
and they tended to receive more attention and stifpon their teachers. Close and
caring relationships with teachers facilitated tmeading motivation. Similarly, Birth

and Ladd (1996), Connell and Wellborn (1991), Weh(x997), and Wigfield and his
colleagues (1998) have found that middle schoalesits’ motivation is strongly related
to their teachers’ caring and support. A positeationship with teachers strongly
influences how students learn and achieve in school

The Chinese middle school setting provides nog anleducational arena but
also a social context. Friendships with peers wangly tied to social competence,
academic success, and motivation to read. Shandgliacussing what they had read
reinforced their motivation to read. This studyriduthat peers served as great resources
for both academic and social needs. The studefievbd that their classmates were also
a source of support for their self-perceptions laadning how to accomplish reading
goals and specific tasks.

High reading achievement students tended to seesther high achievers as
friends in order to keep themselves motivated anddintain their reading standing in
class. On the other hand, the low reading achieméstadents often identified closely
with others in their low-achieving peer group. Thegded to engage in other social
activities together rather than school work. Thegstdered social activities very
important and more enjoyable than academic ac#iflhe idea of “books make good
friends” (L& & &) — (friendship) was well-accepted by low readinbiavement

students. Friendship was a special key to help stesninvolved in reading because
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they liked to get together to share their ideasiibiee books that sparked their common
interests. Reading was used as a social devicétbaght friends together. In this study,
some low reading achievement students were ofteareed discussing and trading
books in the hallway. This study confirmed the hessiniom other research studies that
peer groups influence students’ learning motiva{mg. Berndt & Keefe, 1996; Eccles
et al, 1993; Kindermann, McCollan, & Gibson, 198&u, 1997).

A careful examination of the quantitative resuliggested a need for further and
closer investigation on the social motivation camstt with Chinese middle school
students. The students scored the lowest on thistiewt among all four constructs.
However, qualitative data indicated that socialiwadton played a strong role in these
students’ motivation to read. The item on the douiativation construct may not
accurately represent Chinese middle school studsrdtsl motivation and therefore the
construct should be revised.

Reading Achievement and Chinese Students’ Motiv&ti&Read

The results indicated that students who were irhtble reading achievement
group had stronger self-efficacy, intrinsic motigat extrinsic motivation, and social
motivation than those students in the middle amdrieading achievement groups. The
findings confirmed that high reading achievemeatiehts have strong motivation
(Baker & Wigfield, 1999; Guthrie & Wigfield, 199%ang, 2001; Wang & Guthrie,
2004).

By contrast, low reading achievement students wmholdave lower self-efficacy,
lower competence beliefs, less interest, and fésaning strategies in Chinese, which
could lead to more negative effects on their regudnotivation engagement and

performance. The findings support some earlieraresestudies that show low test
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scores had a negative influence on low achievestedents (e.g., Pintrich & De Groot,
1990; Wigdfield & Eccles, 2002).

It is interesting to point out that the high acl@ment students had better
performance in all academic subjects, includinglire® regardless of personal choices
and interests. They were more likely to adopt perBmce goals, more committed to
getting high grades, and more determined to maurkesir class ranking as they looked
toward their future in a prestigious high schoal amiversity. Their competence and
efficacy beliefs were more closely tied to indigatof their performance. They were
also more likely to be individually and competifiv@riented. The Chinese school
context and culture led many high achievement stisd® focus on mastering the
materials and tasks, and also to strive to outpertbeir classmates in the breadth and
quality of afterschool reading. These findings aonéd that students who adopt a
performance-focused goal are concerned with gradégend to concentrate on
outperforming others (Pintrich, & Schunk, 1996).

Grades were an important reading motivator for matngents in Chinese middle
schools, but they could also produce diminisheeredt and performance, especially for
low reading achievement students. The low readamgeaement students were more
likely to adopt goals in their interest areas treottexts that they were interested in
reading. They had positive competence beliefs ombertain reading areas in which
they felt they were capable of achievement. Intes@s a major reading motivator for
low reading achievement readers.

It is imperative that we closely re-examine thedreg motivation of low reading
achievement students. In most quantitative reachotivation studies, motivation is

generally categorized as extrinsic, intrinsic,-sdficacy, and social for all students. No
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specific effort has been devoted to finding out heagh motivation construct plays out
with low reading achievement students.

In this study, low reading achievement studentsrofelt underestimated and
disapproved of, which created problems for theadreg motivation and achievement.
They were asked to undertake school tasks and eations, but they did not feel any
need to perform well because teachers and peerstithve high expectations of them.
Personal reading interests and interesting texte e major reading motivators for the
low achievement students. In some cases, persueadsts were directly linked to some
low reading achievement students’ better perforraan@ subject area that matched
their reading interests. This is similar to thedfirg of Guthrie and his colleagues (2000)
and Wigdfield and Guthrie (1997) in that interesttagt are positively related to students’
ability and effort rating. For example, Chang hadmpreading scores and disliked
reading for the Chinese class; however, he likadirg science texts, doing
experimental studies, and was a high achieveriense.

As a result, the current research found that tiseabaspect of motivation was
important for the low reading achievement groug,amy in terms of their relationships
with teachers and peers, but also for their readingvation and achievement. This
finding is consistent with the studies of Eccled &er colleagues (1993) and Wigfield
and colleagues (1991), showing that social faatarsinfluence middle school students’
motivation in many ways. An interesting finding tlkame out of this study was that
middle reading achievement groups were not mudbréiit from the low reading
achievement students except in self-efficacy. Tihding further validates the

importance of grades in Chinese middle school stisieompetence beliefs.
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Chinese Culture and Students’ Motivation to Read
Value of Education

Students from different cultures and contexts maynotivated by different
forces in different ways. Different cultures haviedent sets of values and beliefs that
can motivate individuals to succeed in the acadelomains and career practices. More
specifically, Chinese culture and the context afeadion vary from those of the West in
various ways, particularly in their values of ediima It is important to examine how
Chinese cultural factors impact Chinese studentgivation to read.

Education is a major means for a person to movheigocial ladder in Chinese
society (Hau & Salili, 1997). Chinese people bai¢vat better education provides
people with opportunities for social advancemert lagtter financial support in the
future. The high value of education is especiattyphasized to students through the
thousand-year-old motto, “Education is the higldstll works (&% & R &, AT R
)"

Students in this study strongly believed that anadgerformance was the most
important factor regarding their future successnmaing high social status, or
improving current social status. Their parents galheprovided the best possible
educational opportunities to help them achievechosl. Practices such as hiring private
tutors and purchasing supplemental reading bootsextbooks were common among
the students’ parents. This is consistent with &teen’s (1992) finding that Chinese
students have significantly higher aspirationstegldo education than do American

students.
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Collectivistic Orientation

Markus and Kitayama (1991) found that Chinese cellhas a largely
collectivistic orientation. The family, school, asdciety are viewed as more important
than any individual. Individuals need to respondhi® expectations of the people in their
immediate and expanded communities. This is inraghto the highly valued personal
independence and individualism in Western cult¢@sen et al, 1995; Wang, 2001).
The collectivistic values also played a centrag¢riol the reading motivation of the
Chinese middle school students in this study. Stte@ersonal choices and interests in
reading were often influenced by their parents peets. This study supports the idea
that the Chinese are socially-oriented and dematestithat the students’ reading
motivation is driven in part by social conformitiyhe results are consistent with the
findings in Silili and Lai (2001) and Wang (200®hich concluded that students’
attitudes toward reading, learning, and achieveraenaffected by cultural values and
social practices.

Collectivism can drive students’ reading motivatamd achievement in many
important ways in the Chinese middle school leaymiontext. A Chinese middle school
student’s reading motivation could come from indual relationships and a desire to
conform to others’ expectations. Low reading achiment students read some books
which require great effort because their peers weading the same books. Respecting
the teachers’ authority is closely related to tinersy value of education in the Chinese
society. Teachers are respected figures becaubeipkducational expertise. In this
study, the students scored the highest on itertieisocial subscale related to meeting
teachers’ expectations. Results also showed thhtreiading achievement students did

better because teachers had higher expectatidhsmf They worked hard to meet their
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teachers’ expectations. The students also indigdhtgdhey worked hard on their
reading because their parents wanted them to reddTe social values of reading had
a large impact on the students’ reading performamckon their perceptions of personal
advancement.
Parental Expectations

In earlier cross-cultural studies on student admaent, the results showed that
Chinese parents had very high expectations of tgidren’s academic achievement
(Blumenthal, 1997; Salili et al., 2001; Stevenst#92). In this study, parental
expectations played a strong role in students’ingachotivation and choices of reading
materials. Chinese parents tend to set high exjpeasaand high standards of
achievement for their children. Meanwhile, theyeharcompliment their children for
their achievements or efforts because to do wellvaork hard are considered one’s
duties. They are very concerned about their cmidracademic performance. These
high expectations of their children to be succdssftheir academic and future careers
are rooted in the Chinese cultural value of edocatChen et al., 1995). Parents often
challenge their children to achieve the parenténished goals and dreams. Often, this
leads Chinese students to consider excellent acadamevement as fulfilling their
duty toward their parents and bringing honor tofdmily. Thus, the students’ academic
excellence is often motivated by the expectati@idyg their parents or significant
others (e.g. grandparents, uncles, etc). Sevdaited students said that their parents’
expectations affected their academic choices arfdrpeance. Chan, Hsu, and Yu
indicated that their parents had laid out acadguains and future careers for them to
pursue. They believed that academic success wasdbponsibility to their parents and

part of their family heritage.
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Parental Occupation Backgrounds

In this study, some evidence was found that parectaipation can influence
students’ motivation and choice of reading matsriBarents who had high-profile jobs
in the medical, government, and teaching fieldsléeinto suggest or provide more
reading materials and supplemental textbooks far tthildren to read at home. They
wanted their children to retain their higher sosiaitus either at school or in their
community. On the other hand, these students expesgd more pressure from their
parents. The parents who worked in business or Gtlds highly valued education, but
they had different perspectives and choices far tteldren. They perceived reading as
a practice skill, and they tended to give theitdrein more free choices. This study
suggested that parental occupations were relatdebtstudents’ reading motivation and
reading achievement; therefore, they should bentake consideration when examining
Chinese middle school students’ motivation to read.
Value of Hard Work

Several earlier studies found that hard work igléanfark of many Chinese
achievers (Chen et al., 1995; Hong, 2001; Hau &8iSa997). Hard work is a highly
valued virtue in Chinese culture and one of thetrmmportant elements of success. To
work hard and excel in school is considered theary obligation of Chinese students.
Students also consider studying hard as an olaigadi their family and school (Hong,
2001). Students are trained to believe that studlgard is what it takes to be successful
academically, regardless of personal abilities @erdonal interests. They also believe
that the more diligent one is the better studertisnConsequently, hard work is used
by the teachers, parents, and peers to explaieaanient outcomes. They believe that

anyone can be successful academically if they wwark enough. Many well-known
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Chinese proverbs emphasize the importance of effatthard work, such as “If one has
the perseverance, once can even move a mountauh:‘ifoone keeps on grinding, one
can turn an iron rod into a needle.” In this stuthg, participants all commented on the
significance of hard work for their academic pemiance. Therefore, the findings
suggested that motivation to read was influence@Hupese culture.

Social Competition

Evidence from this study showed that teaching stytkacher evaluation, and
feedback had important influences on a studenéidingg motivation and engagement in
reading activities. Taiwanese high school entrax@ans are extremely important for
middle school students because doing well on tlaenexs the only way for them to get
into a prestigious high school, which in turn vgét them into a prestigious university.
Therefore, Chinese middle schools in Taiwan, teaghnd learning heavily focus on
preparation for various examinations, which exexisessive pressure and stress on
teachers and students.

Because of the heavy emphasis on the examinateaxhers gravitate toward
spoon-fed styles of teaching that promote the patierote memorization in students’
learning. Teachers questioning, students providesgonses, and teachers evaluating
students’ reading, along with worksheet practicestasts, are prevalent in most
Chinese middle school reading classrooms. Therdassobservations revealed that the
instructional practices commonly used in Chinesssriooms encourage factual
memorization. They are also more performance angpetition oriented. For some
students, especially low reading achievement stiggénis often leads to a loss of
interest in reading as a subject. Social compaetsioould be taken into consideration

when researchers investigate Chinese studentsvatioin to read.
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Gender differences

In this study there is evidence that under thaierite of the society and the
Chinese culture, gender plays a role in studentdivation to read. The students
typically viewed mathematics, science, and techyphls the male domain. In contrast,
the language arts and reading are associated \igthiaine orientation. The finding is
similar to that of Eisenberg, Marin, & Febels (1996 gender development and gender
choice. The differences in subject areas could a@ffext their reading choices.

The Chinese male readers tended to be more itedresscience fiction and
historical fiction, (e.g.Romance of the Three KingdoarglNight Watch, and the
female readers were inclined to read romanticsteded literature and literature
portraying positive role models(e.¢larry PotterandCharlotte's We)p

Implications for Chinese Reading Instruction

This study has important educational implicatiomstéachers of reading in
Chinese middle schools.

First, Chinese reading teachers should be cognafargrious factors that can
impact students’ motivation to read. Teachers shdalote more attention to helping
students develop intrinsic motivation to read. Beseaof the strong value of education in
Chinese society and culture, students are expéateel intrinsically motivated.
However, this study found that not all studentsianensically motivated to read.
Because of the importance of motivation in studee&ding development, Chinese
teachers should take more responsibility to hedjir tmiddle school students develop
motivation to read.

It is important for teachers to encourage studentsad for personal enjoyment

and pleasure. Because of the competitiwedset in Chinese middle schools, students
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read in order to get high reading scores and adegldemic ranking in class. This could
be detrimental to some students’ development ahsit motivation. Encouraging
students to read for personal enjoyment and allgwtndents to provide personal
responses to what they have read is critical. Texacthould deemphasize reading for
grades and competition. Instead, teachers shouté mha goal to develop lifelong
engaged readers who have a true passion for reading

Second, the study findings suggest that Chinesdlmgthool students are
motivated to read if provided with reading matexilat match their interests and when
allowed to make personal choices about what thag. e Chinese middle schools,
students often read materials of little intereghtem and they are not allowed to make
personal choices. This often leads to some studhavigag little motivation to read and
performing poorly in reading. Teachers should mefikerts to provide students with
opportunities to read at school and allow themhtmose what they read.

Third, the study found that social interaction wakkers is a huge motivator for
some students, especially low reading achieventadests. Encouraging students in
reading activities such as literature circles askbolubs that support social interaction
can lead to stronger motivation to read. Studessatso learn to be members of reading
communities, not just academic competitors.

Implications for Future Research

This study has demonstrated that motivation to nedlde Chinese context has its
own unique aspects. Attempting to simply apply iingd from studies conducted in
Western contexts to Chinese student populationdearoblematic. For example,
reading for grades and social recognition appe@ahate a stronger role in Chinese

students’ motivation to read. Teachers’ and parexjsectations also seem to be critical
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to students’ motivation to read. Furthermore, pastivation studies have not examined
the cultural constructs and factors related toirgaohotivation. This study has identified
several important Chinese culture-specific motmadil factors. Future cross-cultural
motivation research can build on the findings frilms study and refine the MRQ
instrument so that it can be more applicable taGhmese context.

Second, there are few qualitative studies of readiotivation. Although
guantitative studies can help identity the majotiwation constructs and factors, we
have limited understanding of the “why.” In additito this limitation, issues related to
cultural and social aspects of motivation are desa explored in quantitative studies.
Future studies should consider adopting qualitatie¢hodologies and explore reading
motivation in school, home, and community contextshat we can have a better
understanding of Chinese students’ motivation &ulre

Limitations of the Study

This study has four limitations. First, the studgsaconducted at only one school,
which was located in one of the most populated ceroral areas in Taipei, Taiwan.
The results of this study should not be generaliradiddle school students as a whole
in Taiwan.

Second, the original research design focused oretagonship between reading
motivation and reading achievement of high anddeading achievement groups of
students. This study did not include middle readiogievement students for the
gualitative component of the study. Therefore theelack of qualitative findings about

the factors influencing those students’ motivatiomead.
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Third, the participating students were observeg anlChinese regular class and
the after-school programs. The results lack infaromeabout how students perform and
behave in other school subjects.

Fourth, this study did not include teachers an@mmtar Inclusion of teachers and
parents in future studies could yield importantghss about the students’ reading
motivation.

Fifth, this study included selected students (Highow reading achievement
students) referred by the Chinese teachers basttwriest scores in the Chinese
subject exams. This may not accurately reflectélaéreading achievement of some
selected students.

Conclusions

Despite these limitations, the mix-method triaagjoih research design
employed in this study provides several importamdihgs about Chinese middle school
students’ motivation to read. Chinese middle sclstadients, like their Western
counterparts, are motivated to read if they aregmied with materials that match their
interests and if they are presented with choices.

The study identified several external, social, enltural factors that impact
Chinese middle school students’ motivation to ré&ggkcifically, high reading
achievement students placed great value on graesogial recognition. Teachers’ and
parents’ expectations also had a critical impacstodents’ motivation to read.

This study has also yielded important implicatibmsChinese reading
instruction. The most important suggestion is @lihese reading teachers adopt

practices that promote intrinsic motivation andetiephasize reading for grades and
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other external factors. It is critical for studetddocus on developing intrinsic

motivation and to become lifelong engaged readés tnuly love reading.
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Appendix A. An Outline of the School Building
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Appendix B. Schedule (English)

Period | Time | Mon. Tue. Wed. Thru. Fri.

07:30
07:50 Clean Time
07:50 Homeroom Teacher
08:05
08:05
08:25 Assembly and Activity

1 08:30 | Health Class Math Geography Biology
09:15 meeting

2 09:25 | Biology Home Values Math. Chinese
10:10 economic

3 10:20 PE Scout Biology English Math
11:05

4 11:15 | English Math Chinese Chinese Geo.
12:00
12:00 Lunch and Recycling
12:30
12:30 Nap Time
13:00

5 13:10 | Reading| Chinese| Self-study ComputerHistory
13:55 Science

6 14:05 | Math English After- PE Arts
14:50 school

Program

7 15:05 | Music Drama Guidance Science Englis
15:50

8 16:00 | Biology | English Math Chinese Social
16:45 Study
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Appendix C. Schedule (Chinese)

i | | B | = IE ED
07:30 TR
07:50
07:50 XL PR ]
08:05
08:05 lERE) . BYAETLE)
08:25
08:30 fe | PEREE | BeR Hh P G|
09:15
09:25 W) KL NN W 5 ¢
10:10
10:20 A=) T G| JERE EyGs
11:05
11:15 ek W Eipve Eip% Hh 7
12:00
12:00 A YR AR ]
12:30
12:30 SN
13:00
13:10 el Al Ep'a HE G- JFE 5
13:55
14:05 G Do 1 [ HE e
14:50
15:05 4 e i 15 R G
15:50
16:00 G| e EyC 5 5C fhr
16:45
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Appendix D. Classroom Arrangement

JIaysyoog

" Blackboard

Teacher Table

Student Desk

i Display Board

100(Q !

100(
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Appendix E. The Original Motivation for Reading @tiennaire (MRQ)

Reading Efficacy

1. I know that I will do well in reading next year

2.l am a good reader.

3. I learn more form reading than most studentheénclass.

4. In comparison to my other school subjects, lbast at reading.

Challenge

1. I like hard, challenge books.

2. | like it when the questions in books make mekh

3. lusually learn difficult things by reading.

4. If the project is interesting, | can red difficnaterial.

5. If a book is interesting, | do not care how hiaid to read.

Curiosity

. If the teacher discusses something interestimight read more about it.
. | read about my hobbies to learn more about them

. I read to learn new information about topicg theerest me.

. I like to read about new things.

. If I am reading about an interesting topic, ih&bdimes lost track of time.
. | enjoy reading books about people in differ@mintries.

U WNPE

Involvement

. | read stories about fantasy and make believe.

. I make pictures in my mind when | read.

. | feel like | make friends with people in gooodks.
. | like mysteries.

. I enjoy a long, involved story or fiction book.

. I read a lot of adventure stories.

U WNPE

Importance

1. Itis very important to me to be a good reader.

2. Knowing how to read well is very important.

3. In comparison to other activities | do, it igwénportant to me to be a good reader.
4. Reading is so valuable activity.

5. Reading interesting book is a fund activity.

Recognition

1. My friends sometimes tell me | am a good reader.

2. | like hearing the teacher say | read well.

3. | am happy when some recognizes my reading.

4. My parents often tell me what a good job | armgdon reading.
5. | like to get compliments for my reading.
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Grades

1. I look forward to finding out my reading grade.

2. Grades are a good way to see how well you argydo reading.
3. I read to improve my grades.

4. My parents ask me about my reading grade.

Social

1. I visit the library often with my family.

2. | often read to my brother or my sister.

3. | sometimes read to my parents.

4. My friends and | like to trade things to read.

5. I talk to my friends about what | am reading.

6. | like to help my friends with their schoolwarkreading.
7. | like to tell my family about what | am reading

Competition

1. I like being the only one who knows an answesamething we read.
2. | like being the best at reading.

3. Itis important for me to see my name on adfgjood readers.

4. | try to get more answers right than my friends.

5. | like to finish my reading before other student

6. | am willing to work hard to read better than frignds.

Compliance

1. 1 do as little schoolwork as possible in reading

2. | read because | have to.

3. I always do my reading work exactly as the teagtants it.
4. Finishing every reading assignment is very irtgoarto me.
5. I always try to finish my read on time.

Reading Work Avoidance

1. I don’t like reading something when the words o difficult.
2. I don’t like vocabulary questions.

3. Complicated stories are no fun to read.

4. | don't like it when there are too many peopl¢he story.

Note Permission for using the MRQ was given by John Gaitlind Allan Wigfield.
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Appendix F. The MRQ in Lau (2004) Study
Self-efficacy

| know that | will do well in reading next year

| am a good reader.

| learn more from reading than most studenthénclass.

In comparison to my other school subject, Ist at reading.
| usually know most of the word meanings whesald.

It is easy for me to get the meaning of theéessres.

It is easy for me to analyze the text structure

| usually can get the main theme of the tex¢nvhread.

ONOOAWNE

Intrinsic motivation

9. If the teacher discusses something intergskimight read more about it.
10. Iread to learn new information about toplest interest me.

11. Ilike to read about new things.

12. If I am reading about an interesting topispinetimes lose track of time.
13. I make picture in my mind when | read.

14. If a book is interesting, | don’t care howdhéris to read.

15. Ilike and enjoy reading.

16. | like reading different types of book.

Extrinsic motivation

17. 1like hearing the teach say | read well.

18. I am happy when someone recognizes my reading.

19. I look forward to finding out my reading grade

20. | read to improve my grades.

21. | like being the only one who knows answesamething we read.
22. | like being the best at reading.

23. | try to get more answer right than my friends

24. 1 like to compare my reading grade with merfids.

Social motivation

25. | visit the library often with my family oriénds.

26. | often read with my parent, brothers, sisterdriends.

27. | like to exchange the books with my friends.

28. | often talk to my friends about what | amdiea.

29. | like to do my schoolwork in reading with rfriends.

30. I like to tell my family or friends about whigdm reading.
31. | always read the books recommended by myé&rac

32. | always do the reading work because my teaasles me to.
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Appendix G. A Revised Version MRQ in Wang & Gu&éh(2004) Study

Curiosity

| like read because | always feel happy whegadl thins that are of interest to me.
If the teacher discusses something interestnight read more about it.

| have favorite subjects that | like to readuatb

| read to learn nee information about topied thterest me.

| read about my hobbies to learn more aboumthe

| like to read about new things.

| enjoy reading books about people in differanintries.

NouokrwhE

Involvement

8. If  am reading about an interesting topsoinetimes lose track of time.
9. I read stories about fantasy and make believe

10. I like mysteries.

11. I make pictures in my mind when | read.

12. | feel like | made friends with people in gdmobks.

13. I like to read a lot of adventure stories.

14. 1 enjoy a long, involved story or fiction baok

Preference for challenge

15. 1like hard, challenging books.

16. If the project is interesting, | can readidifft material.
17. 1like it when the questions in books makethiek.

18. 1 usually learn difficult things by reading.

19. If a book is interesting | don’t care how hérid to read.

Recognition

20. | like having the teacher say | read well.

21. | like having my friends sometimes tell marl a good reader.

22. | like to get compliments for reading.

23. | am happy when someone recognizes my reading.

24. 1 like having my parents often tell me whajomd job | am doing in reading.

Grades

25. Grades are a good way to see how well yodairey in reading.
26. |look forward to finding out my reading grade

27. 1 like to read to improve my grades.

28. | like my parents to ask me about my readnagle.

Social

29. | like to visit the library often with my fahgi

30. | often like to read my brother or my sister.

31. My friends and I like to trade things to read.

32. | sometime read to my parents.

33. | like to talk to my friends about what | apading.

34. | like to help my friends with their schoolwan reading.
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35. | like to tell my family about what | am readi

Competition

36. | try to get more answers right than my friend

37. | like being the best at reading.

38. | like to finish my reading before other stotie

39. | like being the only one who knows an ansmwesomething we read.
40. Itis important for me to see my name onteoligood readers.
41. | am willing to work hard to read better thrag friends.
Compliance

42. | always do my reading work exactly as tteeer wants it.
43. Finishing every reading assignment is verydrtgnt to me.
44. | read because | have to.

45. | always try to finish my reading on time.
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Appendix H. The Motivation to Read Profile (MRP)

. My friends think | am .
O a very good reader o a good reader

o an OK reader O a poor reader

. Reading a book is something I like to do.

O never O not very often
O sometimes o often
. I read .
o not as well as my friend o about the same as my friends

o a little better than my friends o a lot better than my friends

. My best friends thinking reading is
o really fun o fun
o OK to do o not fun at all

. When | come to a world | do not know, | can
o almost always figure it out o sometimes figure it out
o almost never figure it out o never figure it out

. | tell my friends about good books | read
o | never do this o | almost never do this
o | do this some of the time o | do this a lot

. When | am reading by myselfl understand .
o almost everything | read o some of what | read
o almost none of what | read o none of what | read

. People who read a lot are

O very interesting o interesting
O not very interesting o boring
9. lam .
O a poor reader o an OK reader
o a good reader o a very good reader

10. I think libraries are

O a great place to spend time o an interesting place to spend
time
o an OK place to spend time o a boring place to spend time

To be continued
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11. I worry about what other kids thinking about regding
O every day o almost every day
o once a while O never

12. Knowing how to read well is .
O not very important o sort of important
o important o very important

13. When my teacher asks me a question about wizate read, |
o can never think of an answer o have trouble thinking of an
answer
o sometimes think of an answer o always think of an answer

14. 1 think reading is .
o a boring way to spend time o an OK way to spend time
O an interesting way to spend time o a great way to spend time

15. Reading is
O very easy for me o kind of easy for me
o kind of hard for me o very hard for me

16. When | grow up | will spend .
o none of my time reading o very little of my time reading
o some of my time reading o a lot of my time reading

17. When | am in a group talking about stories, | .
o almost never talk about my ideaso sometimes talk about my ideas
o almost always talk about my ideas always talk about my ideas

18. 1 would like for my teacher to read books autd to the class
O every day o almost every day
o once in a while O never

19. When | read out loud, | am a .
O poor reader o OK reader
o good reader o very good reader

20. When someone gives me a book for a preses] | f
O very happy o sort of happy
o sort of unhappy o unhappy

Note Permission for using the MRP was given by Linda Giih
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Appendix I.  The Modified MRQ English Version

1 2 3 4

. very littlelalittle |alot
Please make your answer under the appropriate |y« enddiferentike ke

column from mefrom mgme me

| know that | will do well in reading next year.

| am a good reader.

| learn more from reading than most students i
class.

4  |In comparison to my other school subjects, | like
to read Chinese literature.

5 |l like hard and challenging books(e.g. classica
Chinese literature).

6 |l like reading when the questions in books make
me think.

7 |l 'usually learn difficult things by reading.

8 |If the project is interesting, | can read difficu
materials.

9 If a book is interesting, | do not care how hiaid
to read.

10 |If the teacher discusses something interesting,
might read more about it.

11 |l read about my hobbies to learn more about them

12 |l read to learn new information about topicg tha
interest me.

52

13 |l like to read about new things.

14 |If I am reading about an interesting topic, |
sometimes lost track of time.

15 |1 enjoy reading books about people in different
counties( e.g. the bibliography).

16 |l read stories about fantasy and make believe

17 |1 make pictures in my mind when | read.

18 |l feel like | make friends with people in good
books.

19 |l like mysteries.

20 |l enjoy a long, involved story in a fiction book

21 |l read a lot of adventure stories.

22 |Itis very important to me to be a good reader.

Tallentinued
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23 |In comparison to others activities | do, Chinese
language is very important for me to be a good
reader.

24 |Knowing how to read well is important.

25 | Spending time in reading is a valuable activity.

26 |Reading interesting book is a fun activity.

27 | My friends sometimes tell me | am a good reader.

28 |l like hearing the teacher say | read well.

29 |l am happy when someone recognizes my reading.

30 |My parents often tell me what a good job | am
doing in reading.

31 |Ilike to get compliments for my reading.

32 |Ilook forward to finding out my reading grade.

33 |Grades are a good way to see how well you are
doing in reading.

34 |l read to improve my grades.

35 | My parents ask me about my Chinese grades.

36 |l like being the only one who knows an answer in
something we read.

37 |l like being the best at reading.

38 |Itis important for me to see my name on adlist
good readers.

39 |Itry to get more answers right than my friends

40 |1 like to finish my reading before other student

41 |1 am willing to spend time reading extra rea
materials to get better than my friends.

42 |1 visit the library often with my family.

43 |l often read to my brothers or my sisters.

44 ||l sometimes read to my parents.

45 |My friends and | like to trade things to read.

46 |l talk to my friends about what | am reading.

47 |1 like to help my friends with their schoolwark
reading.

48 |1 like to make friends through reading projemts
reading clubs.

49 |1 like to tell my family about what | am reading

50 |Ido as little schoolwork as possible in reading

51 |l always try to finish my reading on time.

52 |l read extra reading materials wHeam asked b
teachers.

53 |l always do my reading work exactly as the teq
wants it.

54 | Finishing every reading assignment is very

important to me.
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Appendix J. The Modified MRQ Chinese Version
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Appendix K.  Students’ Interview Protocol (Engljs

What is your favorite subject in school? Why?

What subject(s) do you like least? Why?

Do you like to read? Why?

Do you read outside of school or just at school3/%h

Are you a good reader? How do you know?

How do you describe yourself as a reader?

How often do you read for fun on your own time?

What types of books do you like to read? Why?

When you read, what kinds of image you have in ymad?

10.What are your favorite books? Would you tell mewtlthe book or story? How

do you know them?

11.Do you like to share books with your friends?

12.How often do you go to the library to check out k®to read?

13.What make you want to read? Why?

14.What are some things in school that help or géteénway of your wanting to read?

How do they help or not help?

15.Do you attend any afterschool program? Which agviwhy?

16.Is it importance to your teacher if you do welr@ading? How do you know?

17.Tell me about reading in your classroom, do youl ridane or with others? Do

your classmates value reading? How do you know?

18.What do you think you read in school?

19.Do you think your parents and peers think you agead reader? How do you

know?

20.1s being a good reader important for you to be essful in school or in your

future career?
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15.
16.
17.

18.
19.

20.

Appendix L. Students’ Interview Protocol (Chinese)
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Appendix M. Student Interview Assent Form

EEIEE

—m|

You are invited to participate in the interview.eTimterview is part of the research study
titted: 7" Grade Chinese Students’ Reading Motivation in Taian. A tape recorder
will be used while you are being interviewed. Theadion of the interview will take you
approximately 20-30 minutes. All interview quessare about your reading activities.
There is no risk involved in participation with $tproject. All information obtained for
this study will be kept confidential and your idigies are protected. If you agree to
participate, please sign your name.

R R
YRR > B S

‘fﬂll

”@ﬁ%*@wﬁ @?§W¢M%ﬁ@mﬁoagg
(i * E{Jﬁﬁtj{ﬁj’;@—jj B Fupﬁi P oo ﬁm,lh:g;{gj'p (e afis

L,

TR 7 - I e el L
Name:
Print name
s ?I(J_})FF‘[) : [IHA
Signature:
LR
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Appendix N. Categories and Subcategories of Matwai
Factors Regarding Chinese Studentsivboon to Read

Questions Carezp

Subcategories

Profile of reading motivation  Personal intéres

Choices

Personal values

Personal goals

Motivation and Achievement  Study skills/Straésgy

Competence

Relationships

Topics of reading/ Genres of
reading materials

Teachers/ Parents/Personal
choices of reading materials

Academic values/ Future
career

Levels of challenging
reading materials/ Amount
of reading/ Self-fulfillment

Note-taking/ Text
Memorization
Grades/ Rank in class
Teachers/Peers (positive

and negative
influenced)

Social factors Staldeos’ expectations Teachers/ Parents

Social influence on
book choices

Competitions

Chinese culture factors

Teachers/ Parents/
Peers/ comityu

Individual/ class/ school

Instructional
Practices/gender differences
in reading materials /
Parental occupation
backgrounds
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