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Early adolescent students in upper elementary classrooms are not well acquainted with the words, choice and voice. Yet, choice and voice are tied to engagement and motivation in many ways. This school level, action research project employs a mixed methods design intended to further explain the relationship between content pedagogy that considers student motivation and engagement and subsequent reading achievement. The first section will define and relate the student behaviors, motivation and engagement constructs, and instructional designs considered by this study. The next section will detail a before school reading club developed according to the stated definitions and relations. Finally, the methods and conclusions will be discussed.
Definitions and Relations
There are many literacy related behaviors exhibited by students; however, this study is centered on those students at risk of failing to develop necessary literacy skills to succeed in our society—the marginalized student—and those that have developed the necessary skills, but choose not to use them in academic literacy activities—the aliterate student (Alvermann, 2003) . The two conceptualizations of students are connected in that students that become aliterate in grades four, five, and six run the risk of failing to develop the necessary skills and strategies to attain academic literacies in middle and high school. As such, it is imperative that elementary teachers, administrators, policy makers, and parents consider what many researchers are saying about reading motivation, engagement, and adolescent literacy.
Motivation and engagement are two separate but tightly woven concepts. Motivation refers to a student’s enacted goals (working for mastery (instrinsic) versus working for acceptance or praise (extrinsic), values, and sense of self-efficacy (believing the student can access the necessary strategies to succeed at a task) when facing various topics and processes in reading (Guthrie & Wigfield, 2000). Engagement involves the systemic networking of motivation, knowledge, strategies, and social interaction while reading (Wigfield, 2004). The system needs to run seamlessly from year to year in order to build and sustain engagement; and it is sustained engagement that leads to achievement (Guthrie & Wigfield, 2000; Patrick, Ryan, & Kaplan, 2007).
Guthrie and Wigfield (2000) reviewed the research focused on engaged reading and developed a model that captures a reading engagement construct. Achievement, knowledge, and practices are determined by motivation, conceptual knowledge, strategy use, and social interactions. The latter four predictors are influenced by pedagogical decisions or policies pertaining to many curricular influences (i.e. learning and knowledge goals, real-world interactions, autonomy support, interesting text, strategy instruction, collaboration, rewards and praise, evaluation, and teacher involvement).  In fact, there is a call for what Alevermann (2003) refers to as a re/mediation of curriculum in order facilitate the teachers use of pedagogical moves that lead to increased motivation and engagement. For example, environments that incorporate real-world interactions, autonomy support, and collaboration scaffold motivation and engagement and mediate achievement 
 ADDIN EN.CITE 
(Alvermann, 2003; Guthrie, Wigfield, & VonSecker, 2000; Patrick et al., 2007)
. 

Real-world interactions, autonomy support, and collaboration are three pedagogical uses or instructional designs involved in the current study. Real-world interactions are those in-school learning experiences that connect easily to the personal experiences (within ethnic, socioeconomic, and youth culture realms) of the students (Guthrie & Wigfield, 2000).  Wigfield (1997) found that curiosity and interest increased involvement which added to intrinsic motivation. Guthrie et al (2000) substantiated this idea finding that real-world interactions and personal connections lend themselves to intrinsic motivation and contribute to attention, interest and sustained effort. Sustained effort allows students to develop and maintain engagement when students can regularly access and use their background knowledge as they encounter new learning (Hinchman, Alvermann, Boyd, Brozo, & Vacca, 2003). Real-world interactions are one type of support in the scaffold that mediates increased engagement and motivation.

Autonomy support is another buttress in this scaffold. Autonomy support provides choice to students. Guthrie et al. (2000) found that students that felt as though they had choice in classrooms were more intrinsicly motivated to engage in reading activities. Guided choice involves titles to be read, reading alone or with others, types of text to be read, types of issues to research, ways to respond, etc. As with real-world interactions, systematic opportunities for choice can add strength to the scaffold that supports engagement and mediates achievement.

The third pedagogical consideration to be considered in this study is collaboration. Guthrie and Wigfield (2000) describe collaboration as discourse around text that allows students to socially construct knowledge through the perspectives of others. Collaboration with peers and teachers also builds a sense of relatedness within the students, which is an important factor in determining motivation and engagement (Furrer & Skinner, 2003). The study conducted by Furrer and Skinner (2003) found that “classrooms, and schools in general, can be considered a ‘relational zone’ in which ‘pedagogical caring’ and the quality of relationships with classroom companions matters to children’s participation and academic success” (p. 160). Teachers play important roles in building relationships with students that increase motivation and engagement in reading (Patrick et al., 2007). Additionally, adults must note that developing relationships with students involves listening to their voices and developing trust that will lead to action taken in reforming or re/mediating curriculum (Brozo, 2006; Cook-Sather, 2002).  Therefore, the supports focused on collaboration build relationships and facilitate the use of cognitive strategies to construct new learning as a means of engaging students and mediating achievement.

Real-world interactions, autonomy support, and collaboration frame a strong support aimed at increasing and maintaining motivation and engagement in reading. These three pedagogical factors offer students a choice and voice in their academic literacy experiences. The participants in this study attempt to further explain ways to increase engagement and strengthen the academic identities of marginalized and aliterate students through the use of real-world interactions, autonomy support, and collaboration in a before school reading club.

Connecting the Reading Club to Student Engagement 
The Reading Club

The reading club meets in the library from 8:45 to 9:00 each morning. The club begins in the fall with one read aloud activity which uses a book selected by the participating students. Other activities develop based on student input and the vision of the involved teachers and parents. These activities include blogging, digital stories, shared reading, buddy reading with kindergarten and first grade students, creating book celebrations for the news show, and reading articles in magazines and on the internet. As the activities build in intensity and variety the club becomes a place of managed chaos, but the activity is so positively sound that the adults and students do not seem to mind. The positive energy is in the choice and voice taken on by the students and adults as they engage in real-world connections, autonomy support, and collaboration. 
Researcher Identity


It is necessary to include my researcher identity as this is a participatory, action research project. My experiences, observations, and readings as a reading specialist in a public elementary school and as a developing scholar have lead to some beliefs that has shaped this research.  First, I believe that the great majority of children can learn to high standards because affective domains and social contexts and relationships power cognitive development. Ultimately, I feel there may be some truths within given domains, but providing a diverse community access to those points will depend on the teachers and students within their contexts. Therefore, this research is grounded in critical constructivism and employs an action research methodology.  

Research Questions


This work will replicate and extend a quantitative study that found engagement scores on the Upper Grade Developmental Reading Assessment (Upper Grade DRA) predicted the scores on the state Standards of Learning test across 72 fifth grade students (McIlwain, 2006). The research questions driving the current study are the following:
1. To what degree do the engagement scores on the Upper Grade DRA explain the achievement scores on the Standards of Learning Reading Test?

2. Will participation read-world interactions, autonomy support, and opportunities to collaborate during a before school reading club change students’ engagement in academic reading? If engagement does change, then will this lead to increased achievement on the Upper Grade DRA and the Standards of Learning Reading Test?
Method

Design

This study uses a participatory action research methodology. The project employs mixed methods, pre post design to explain the influence of real-world interactions, autonomy support, and  collaboration on academic reading engagement and achievement.  The first phase involved quantitatively determining how engagement is related to reading achievement on the Upper Grade DRA and the SOL Reading Test. Second, fifth and sixth grade students completed a pretest measure of reading engagement using a survey that combines a Lickert scale and open ended questions. Additionally, three students were chosen participate in open ended interviews as part of the pre treatment data gathering stage. These students were also observed in their classrooms six times throughout the study. Finally, post measures were statistically examine how possible changes in engagement changed reading achievement. Post measure also included the completion of the engagement surveys and interviews with the same three students.
Participants


Seventy-two fifth and sixth grade students were included in the data collection pool. Thirty-five were male and 37 were female. Forty-six students were Caucasian, nine were African-American, 12 were Latino, two were Middle-eastern, and three were Asian.  These students attended a small suburban public elementary school that served 385 students from Head Start through sixth grade.

Twenty-two fifth and sixth grade students participated in the before school reading Twelve were Caucasion, four were African-American, four were Latino, one was Middle-eastern, and one was Asian. 

Measures


Pre treatment measures given to all participants. The pre treatment measures included the Standards of Learning Reading Test from the previous spring. This is the standardized, state wide, accountability test. The students’ Upper Grade DRA scores from the fall of the current school year were also collected. Finally, each student completed a teacher made survey which used a lickert scale and open ended questions to explain students’ level of engagement. However, only the scaled scores were used for all students.

Pre treatment measures given to students participating in the reading club. The open ended questions from the survey were coded for the treatment group. Additionally, three students were chosen to participate in semi-structured interviews.


During treatment data collection. The three students that participated in the interviews were observed in the reading club and classroom environment four times throughout the year. Field notes were collected and coded.


Post treatment measures given to all students. Post treatment measures include the SOL Reading scores and the Upper Grade DRA scores from the spring of the current school year. Additionally, all students completed the teacher made, engagement survey.


Post treatment measures given to students participating in the reading club. The open ended questions included on the survey were coded. Also, the three focus students participated in a final semi-structured interview which was transcribed and coded.
Procedure


SOL data from the previous spring and current fall Upper Grade DRA data were accessed from the school’s digital assessment boards. I visited each of the four fifth and sixth grade classrooms to administer the engagement surveys. I also invited the students to join the before school reading club as this time.
Fidelity


A sign in sheet was used to determine the routine participation of the students in the reading club. A student was considered a participant in the treatment group if that individual attended 75 sessions.  

Scoring Procedures and Reliability of Scoring


Quantitative scoring procedures and reliability. A regression analysis was run to determine to what degree the SOL Reading test score was predicted by the Upper Grade DRA engagement score. The SOL test carries with it a reliability estimate of .85 for the state population. The Upper Grade DRA uses rubric scoring. All teachers analyzing the Upper Grade DRA were trained on analysis procedures. Additionally, I will score each of the assessments and resolve inconsistencies with the original scorers. A reliability estimate should also be developed.
Finally, the total mean scores and the mean scores for each survey question were compared between the entire group and the participants in the reading club.


Qualitative analysis procedures and trustworthiness. Open ended survey questions were coded using the constant comparative analysis. First, each of the five questions were analyzed using open coding, which lead to the development of categories and themes. Then each of the themes for the five separate questions were analyzed collectively. The three interviews will be analyzed using the same coding procedures. Trustworthiness of the coding will be determined through member checking with the students and or via a critical friend experienced in qualitative analysis.

Results


We are not finished analyzing the Upper Grade DRA, so I do not have the Upper Grade DRA – SOL Reading test regression information at this time. The data collected up to this point includes the quantitative and qualitative aspects of the surveys. 


The total mean scores and the mean scores for each of the five questions were compared between the total group and the treatment group. The total mean is lower for the total group at 18.41. The total mean for the reading club participants is 18.86. I think I need to run another mean comparison to include a control group, which will include those students that are not participating in the reading club at this time. 

The question receiving the highest mean score for the total group is, “I know what strategies make me a good reader.” The mean score for this question is 4.10. The highest mean score for the reading club group is for the question, “There are lots of books that connect with my interests.” The mean for this question is 4.18. The question showing the lowest mean score (3.30) for the total group is, “I have a plan to make me a better reader.” The questions showing the lowest mean score for the treatment group (3.50) include, “I have a plan to make me a better reader” and “I read books from different genres.”
Conclusions
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