Development of Reading Comprehension:
The Engagement Perspective

Development of Reading Comprehension:
The Engagement Perspective
A study of reading comprehension, vocabulary, strategy use,
reading motivation, and leisure time reading of third- and fourth-grade
students from diverse backgrounds in the Netherlands

Een wetenschappelijke proeve op het
gebied van de Sociale Wetenschappen

PROEFSCHRIFT

ter verkrijging van de graad van doctor
aan de Katholieke Universiteit Nijmegen,
volgens besluit van het College van Decanen
in het openbaar te verdedigen op
woensdag 17 april 2002
des namiddags om 3.30 uur precies

door

Willy van Elsäcker-Bok
geboren op 29 mei 1951
te Beilen

Promotor: Prof. dr. L. Verhoeven
Co-promotor: Dr. J. F. J. van Leeuwe
Manuscriptcommissie:
Prof. Dr. H. P. J. M. Dekkers
Prof. Dr. R. Schreuder
Prof. Dr. D. H. Schram (VU, Amsterdam)

This project was financially supported by the Dutch Ministry of Education and Sciences on the advice
of the Dutch Platform for Reading Promotion (Stichting Lezen)

CIP-DATA KONINKLIJKE BIBLIOTHEEK, DEN HAAG
van Elsäcker, Willy
Development of reading comprehension: The engagement perspective. A study of reading
comprehension, vocabulary, strategy use, reading motivation, and leisure time reading of third- and
fourth-grade students from diverse backgrounds in the Netherlands /
Willy van Elsäcker. - [S.I.: s.n.]- IIl.
Thesis Nijmegen. - With ref. - With summary in Dutch.
ISBN 90 9015570 8
Printed by: Feboprint, Enschede
Photos cover: Children of basisschool Prinsehaghe, Den Haag
© Willy van Elsäcker, 2002
All rights reserved. No part of this book may be reproduced, stored in a retrieval system, or
transmitted, in any form, by print, photocopy, microfilm, or any other means, without prior written
permission from the author.

Contents

Pages

Acknowledgements
1

Introduction.................................................................................................................... 1

2

Theoretical background............................................................................................... 5
2.1 Basic reading processes ............................................................................................ 5
2.1.1 Reading .............................................................................................................. 5
2.1.2 Reading development....................................................................................... 10
2.1.3 Reading in a second language ......................................................................... 11
2.2 Linguistic and cognitive components of reading ....................................................... 13
2.2.1 Oral proficiency................................................................................................. 13
2.2.2 Word recognition .............................................................................................. 13
2.2.3 Lexical knowledge ............................................................................................ 13
2.2.4 Text comprehension ......................................................................................... 14
2.2.5 Intelligence ....................................................................................................... 14
2.3 Metacognition and strategy use in reading ............................................................... 15
2.3.1 Metacognition ................................................................................................... 15
2.3.2 Strategy use ..................................................................................................... 16
2.3.3 Development of metacognition and strategy use .............................................. 17
2.3.4 Metacognition and strategy use of bilingual students........................................ 20
2.4 Role of reading motivation........................................................................................ 21
2.4.1 Motivation versus attitude and interest.............................................................. 21
2.4.2 Reading motivation research ............................................................................ 23
2.4.3 Development of reading motivation and leisure time reading ............................ 28
2.4.4 Reading motivation and leisure time reading of minority groups ....................... 29
2.5 Home and school factors.......................................................................................... 31
2.5.1 Home literacy education ................................................................................... 31
2.5.2 Strategy instruction and its limitations............................................................... 32
2.5.3 The engagement perspective in reading instruction.......................................... 33
2.5.4 Literacy education of students from different backgrounds ............................... 35
2.6 The state of the art ................................................................................................... 35

3

The present study ...................................................................................................... 39
3.1 Educational context .................................................................................................. 39
3.1.1 Sociocultural and linguistic diversity in the Netherlands .................................... 39
3.1.2 Bilingual education policy in the Netherlands.................................................... 40
3.1.3 The educational system.................................................................................... 40
3.1.4 Literacy education in the Netherlands............................................................... 41
3.1.5 Literacy development in the Netherlands.......................................................... 41
3.2 Main research questions .......................................................................................... 42
3.3 Design and data collection ....................................................................................... 43
3.4 Participants .............................................................................................................. 44
3.4.1 Selection of participants.................................................................................... 44
3.4.2 Students characteristics.................................................................................... 46
3.4.3 School, classroom and teacher characteristics ................................................. 48
3.5 Instrumentation ........................................................................................................ 51
3.5.1 Instruments at the student level ........................................................................ 51
3.5.2 Instruments at the classroom level.................................................................... 53
3.5.3 Data analysis.................................................................................................... 55

4

Current practices of literacy education .................................................................... 57
4.1 Introduction .............................................................................................................. 57
4.2 Method ..................................................................................................................... 64
4.2.1 Participating students and schools ................................................................... 64
4.2.2 Design and procedure ...................................................................................... 65
4.2.3 Materials........................................................................................................... 65
4.3 Results ..................................................................................................................... 69
4.3.1 Teacher attitudes and views ............................................................................. 69
4.3.2 Literacy facilities and activities.......................................................................... 70
4.3.3 Time spent on literacy activities ........................................................................ 72
4.3.4 Nature of comprehension instruction ................................................................ 74
4.3.5 Literacy instruction in different sociocultural settings ........................................ 77
4.4 Conclusions and discussion ..................................................................................... 79

5

Development of reading skills, strategy use, motivation, and leisure time
reading........................................................................................................................ 85
5.1 Introduction .............................................................................................................. 85
5.2 Method ..................................................................................................................... 91
5.2.1 Participants....................................................................................................... 91
5.2.2 Design and procedure ...................................................................................... 92
5.2.3 Materials........................................................................................................... 93
5.3 Results ................................................................................................................... 101
5.3.1 Reading skills ................................................................................................. 101
5.3.2 Reading strategies.......................................................................................... 105
5.3.3 Reading motivation and leisure time reading .................................................. 109
5.3.4 Comparison of good versus poor readers ....................................................... 115
5.4 Conclusions and discussion ................................................................................... 117

6

Interrelations between reading skills, strategy use, motivation, and leisure time
reading...................................................................................................................... 123
6.1 Introduction ............................................................................................................ 123
6.2 Method ................................................................................................................... 130
6.2.1 Participants..................................................................................................... 130
6.2.2 Design and procedure .................................................................................... 130
6.2.3 Materials......................................................................................................... 131
6.3 Results ................................................................................................................... 132
6.3.1 Relations between literacy variables............................................................... 132
6.3.2 Longitudinal development of literacy variables................................................ 134
6.3.3 Effects of linguistic and cognitive skills on reading comprehension................. 137
6.3.4 Effects of strategy use on reading comprehension ......................................... 142
6.3.5 Effects of reading motivation on reading comprehension................................ 143
6.3.6 Effects of leisure time reading on reading comprehension.............................. 146
6.3.7 Toward an integrated model ........................................................................... 146
6.4 Conclusions and discussion ................................................................................... 156

7

Home and school predictors of reading achievement........................................... 163
7.1 Introduction ............................................................................................................ 163
7.2 Method ................................................................................................................... 169
7.2.1 Participants..................................................................................................... 169
7.2.2 Design, selection of variables, and procedure ................................................ 169
7.2.3 Materials......................................................................................................... 172
7.3 Results ................................................................................................................... 173
7.3.1 Exploring the relations between home, school, and student variables ............ 173
7.3.2 Home and school predictors of literacy variables: Regression analysis .......... 176
7.3.3 Home and school predictors of literacy variables: Multilevel analysis.............. 181
7.4 Conclusions and discussion ................................................................................... 188

8

General conclusions and discussion...................................................................... 195
8.1 Current practices of literacy education .................................................................... 195
8.2 Development of reading skills, strategy use, motivation, and leisure time reading... 196
8.3 Interrelations between reading skills, strategy use, motivation, and leisure time
reading.................................................................................................................... 198
8.4 Home and school predictors of reading achievement .............................................. 200
8.5 Theoretical implications........................................................................................... 201
8.6 Educational implications.......................................................................................... 205

References ........................................................................................................................ 207
Appendices ....................................................................................................................... 227
Appendix A ...................................................................................................................... 228
Appendix B ...................................................................................................................... 230
Appendix C ...................................................................................................................... 231
Summary ........................................................................................................................... 235
Samenvatting .................................................................................................................... 239
Curriculum Vitae ............................................................................................................... 245

Acknowledgements

I would like to express my appreciation to the following persons for their contributions to this
thesis. First of all, I thank my advisor Ludo Verhoeven, who made sure that I did not get lost
in the details by providing the overview and the direction in which to proceed, and who
motivated and inspired me when I needed it. Second, I thank Jan van Leeuwe for his
stimulating comments on the manuscript. Jan also advised me on the statistical procedures
in general and conducted the structural equation analyses in Chapter 6. Third, I am grateful
to Lex Bouts and Pierre Souren, who assisted me with most of the statistical analyses. In
addition, Pierre conducted the multilevel analyses of Chapter 7.
In the first year of the study, I had the full-time support of my colleague, Hanna
Stoutjesdijk, who worked as a voluntary trainee at the time. Her assistance in the first stages
of the study proved of great value. In addition, I would like to thank all the test-assistants, in
particular Wendi Blom, Xerva Blom, Danielle van den Bogaart, Tamara van Duin, Widia
Mahabier, Maya Soekhoe, and Ria Verkade, who conducted many of the tests, interviews,
and classroom observations and assisted with the data administration. I also thank Mienke
Droop for her support and advice during the study, Berend Stellingwerf for drawing the
figures in Chapter 5, and Radha Gangaram Panday for checking the final draft of the
manuscript.
I want to express my thanks to Stephen Powers and Lee Ann Weeks, who edited my
English writing and greatly improved it by doing so. I also thank my family and friends, and
my colleagues in The Hague and Nijmegen for their support and interest in the study. Last
but not least, I thank the teachers and the students of the schools that participated in the
study and without whose cooperation this study would not have been possible.
Having worked as a teacher, as an author of teaching programs, and as a staff
developer mainly for inner-city schools in The Hague, my special interest is in issues that are
relevant to students from diverse backgrounds. I hope this study is a small contribution to the
knowledge base on the teaching of reading of both monolingual and bilingual students.

Introduction

1

Introduction

In contemporary post-industrial society, reading is an essential skill because most new
knowledge is transferred either via printed or digital text. In addition to this, reading
comprehension is crucial for most school learning (Daneman, 1991). Basic literacy, that is,
knowing how to decode words, read texts aloud, write neatly, and spell accurately is simply
not enough (Allington & Johnston, 2000). In addition to these skills, children must have an
adequate knowledge base, vocabulary, numerous metacognitive skills, and sufficient
motivation. In other words, children need to become engaged readers.
The research reported here was conducted from the engagement perspective as put
forth by Guthrie and his colleagues at the National Reading Research Center (NRRC). The
engagement perspective on reading is based on achievement motivation theory and views
readers as motivated, strategic, knowledgeable, and socially interactive and also "...
emphasizes that motivation, cognition, and social interaction are equally important to reading
development" (Grant, Guthrie, Bennett, Rice & McGough, 1994, p. 338). According to
Guthrie (1997), engagement lies at the base of a positive spiral of reading, knowing, and
sharing. The engaged reader wants to understand and is therefore likely to apply important
cognitive skills and share his or her knowledge with others. If students have to struggle too
much to read and write or the reading and writing have no personal significance for them,
they may simply disengage. Engagement and achievement are reciprocal and, in Guthrie’s
view: students need both, teachers need both, and schools need both.
While different researchers have stressed different aspects of reading engagement,
they concur that readers are decision makers with particular desires and intentions that
enable reading processes to occur. They read and comprehend texts not only because they
are capable of this but also because they are motivated to do such (Guthrie & Wigfield,
2000). Without motivation and voluntary engagement in often cognitively-demanding
activities, even the most intelligent students may not learn much in school (Wigfield, 1997).
Research has shown that reading engagement can be greatly enhanced when readers are
intrinsically motivated and also find personal meaning in what they read (Deci & Ryan; 1985,
Harter, 1981; Oldfather, 1992). In addition, engaged reading may compensate for low family
income and a low educational background (Campbell, Voelkl, & Donahue, 1997). And
engaged readers may even overcome such reading obstacles as severe dyslexia (Fink,
1995).
Not every child starts out with the same skills or opportunities, however. Huge
differences exist between children with regard to their linguistic and cognitive abilities, family
income, and parental support. Minority students, in particular, often live in poor conditions
and are generally second language learners. Minority students may also, as a result of these
circumstances, experience a mismatch between the home and school cultures, which
typically produces lower achievement scores. Schools cannot influence family income or
basic intelligence but they can adapt their literacy practices to the needs of students. If
schools function primarily to maintain the status quo, they run the risk of perpetuating the
structural inequality that characterizes mainstream versus minority groups (cf. Au, 1993). If
schools strive to engage their learners, however, this can often compensate for low income
and a lack of second language skills.
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National research in the Netherlands showed the reading comprehension scores of
Dutch students not to be very good with regard to various aspects of reading comprehension
(CEB, 1994a/b). International research has also shown Dutch students to lag behind
students in other countries (Elley, 1994). In addition to this, several groups of minority
students have been found to lag one or two years behind their Dutch peers on a number of
early language and reading skills and these same groups of students only catch up slightly to
their Dutch peers over the elementary school years (Tesser, Meerens, & van Praag, 1999;
Tesser & Iedema, 2001). A lack of knowledge of the Dutch language and the lower socialeconomic backgrounds of minority students are often viewed as the main cause of their
delay. In addition to this, the fact that most of the schools only use teaching programs
developed for first language learners has been mentioned as a cause of poorer results for
minority students.
In the present thesis, the term students from different backgrounds will be used to
refer to students who may be distinguished by their ethnicity, social class, and/or language
(cf. Au, 1993). It is increasingly being acknowledged that students from different
backgrounds have different needs with regard to language and literacy skills. In addition,
their use of various strategies and their reading motivation may also differ. In order to provide
literacy education tailored to the needs of both Dutch and minority students and thereby
produce engaged readers, the different relations between reading skills, strategy use, and
reading motivation must be understood along with the effects of various home and school
variables on the reading achievement and engagement of different groups of children.
Unfortunately, the research on such issues is still scarce.
Outline of the thesis
In the research reported in this thesis, four groups of third- and fourth-grade elementary
school students in the Netherlands were examined: 1) Dutch students from high- and middleclass families; 2) Dutch students from lower-class families; 3) students from the ex-colonies
(i.e., Suriname and the Dutch Antilles); and 4) students from the Mediterranean area (i.e.,
Turkey and Morocco). The first two groups differ in socioeconomic status (SES). The second
two groups both are minority groups of low SES but differ in their linguistic background, with
the ex-colonial group speaking more Dutch at home than the Mediterranean group. The
central questions were: How do cognitive and linguistic skills, strategy use, and reading
motivation affect the reading achievement of the four groups of children? How do different
home and school variables affect the reading achievement and engagement of the children?
Do the children from the different sociocultural backgrounds differ with regard to the home
and school variables and, if so, how?
In Chapter 2, an overview of the relevant research literature on first and second
language reading is presented with a focus on the role of reading strategies and reading
motivation for different groups of students. It should be noted that the terminology of the
original authors is maintained as much as possible when reviewing the results of the various
studies.
In Chapter 3, the Dutch educational context, the main research questions, and the
design of the present study are presented.
In Chapter 4, the manner of conducting Dutch literacy instruction during the middle
elementary school grades will be examined along with which literacy activities are
undertaken and just how frequently these activities are undertaken. In addition, the extent to
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which literacy instruction differs across schools with different school populations will be
examined.
In Chapter 5, the development of several literacy skills, the use of various reading
strategies, reading motivation, and leisure-time reading will be examined longitudinally and
compared for the different groups of students. A comparison of good versus poor Dutch
readers and good versus poor minority readers will also be made.
In Chapter 6, the interrelations between reading skills, strategy use, reading
motivation, and leisure time reading will be examined. The central question, here, is how the
interrelations differ for the different groups of students.
In Chapter 7, the prediction of reading comprehension, reading vocabulary, use of
monitoring strategies, and intrinsic reading motivation by a number of home and teacher
variables will be examined along with how the Dutch and minority students appear to differ in
this respect.
In Chapter 8, some general conclusions will be drawn on the basis of the results of
the present research. The theoretical and practical implications of these findings will also be
discussed.
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2.

Theoretical background

In this chapter, an overview of previous research with regard to the issues addressed in this
thesis is provided. In section 2.1, a number of basic reading processes, models, theories,
and perspectives on reading in a first as well as a second language are reviewed. In sections
2.2, 2.3, and 2.4, a review of the research with regard to reading skills, strategy use, reading
motivation, and leisure time reading of students from different sociocultural backgrounds is
presented while section 2.5 deals with research related to home and school factors in
reading achievement. Section 2.6 provides a state of the art discussion. It should be noted
that this review is not exhaustive and that in subsequent chapters, the research literature
with regard to the issues under examination will be discussed in greater detail in that
particular chapter.

2.1

Basic reading processes

2.1.1 Reading
A fully-fledged theoretical model of reading does not exist yet. Nevertheless, in the last four
decades, tremendous progress has been made in the development of reading theory. Theory
has moved from quite simple views of reading to more elaborate frameworks that involve
cognitive, metacognitive and motivational aspects. While some researchers focused on the
identification of sub-skills, others have developed models to explain the reading process. In
these models, a distinction is made between cognitive processes of lower order (word level
processes) and processes of higher order (text level processes). On the word level, two
processes are involved: encoding the visual pattern of a printed word (word encoding) and
accessing its meaning in a mental dictionary or lexicon (lexical access). Text-level processes
are higher level comprehension and integration processes at sentence and text level. Text
level processes compute semantic, syntactic, and referential relations between words,
phrases, and sentences in a text.
There is now considerable agreement that both word recognition processes and
higher-level comprehension processes contribute to individual differences in reading
performance. However, there is less consensus concerning their relative contributions
(Daneman, 1991). Moreover, no consensus exists on the amount of variables that contribute
to reading development. According to Carroll (1977) reading comprehension depends on
three major factors: language, cognition, and reading skills. Hoover and Gough (1990)
proposed that: "reading consists of only two parts, decoding and linguistic comprehension,
both necessary for reading success, neither sufficient by itself" (p. 132). In their view, skill in
reading can be simply characterized as the product of these two factors. Accordingly, they
called their theory the simple view of reading.
Carver (1993), however, argued that empirical support for the product aspect of the
simple view of reading is "scanty at best" (p. 411) and proposed that reading ability can be
predicted by simply averaging students' levels of word recognition and their level of language
comprehension, rather than taking the product of the two factors. Bast and Reitsma (1998),
on the basis of evidence that there may be more factors involved in reading development
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than just word recognition and linguistic comprehension, have argued that the simple view
theory is just too simple.
In bottom-up models, the development of reading skills is said to be a linear,
accumulative process; the mastering of lower processes is seen as conditional to the
mastering of higher processes. The serial stage model of Gough (1972) is a typical example
of a bottom-up model. The lower cognitive processes word encoding and lexical access play
a central role in this model. First, children learn sound-symbol correspondence, then they
learn the principles of decoding, and only after that they learn to interpret sentences and
texts. In reading instruction, this focus on word recognition sometimes led to an
overemphasis on elementary skills, practice with decontextualized language and isolated
component skills. Several researchers have challenged this reductionistic and additive model
of learning (e.g., Paris, Wasik & Turner, 1991; Winograd & Smith, 1987). On the other hand,
there is general consensus that automatic decoding is an important skill because
comprehension can be seriously impeded when readers have to struggle too much with
decoding (Adams, 1990; Perfetti, 1985; Snow, Burns, & Griffin, 1998).
Conversely, in top-down models, the reading process is said to be driven by higher
cognitive processes, such as the use of context clues and prior knowledge. The reader is
continually engaged in interpreting and guessing while reading (Goodman, 1976). In the topdown view, the higher-order processes support and control the reading process; the
decisions made at higher levels are used to guide choices at lower levels. In Goodman's
view, the more a reader is able to make correct predictions, the less confirmation via the text
he or she needs. Reading is seen as a "psycholinguistic guessing game"; the reader need
not use all textual clues. However, other researchers have shown good readers do not use
more context clues than poor readers. There is evidence that at the level of word recognition,
poor readers make more use of contextual clues than good readers, in order to compensate
for their slow word encoding (Perfetti, 1985; Stanovich, 1991). In addition, good readers do
not appear to guess much during reading (van Dijk & Kintsch, 1983), indicating that it is not
only higher processes that control the reading process.
In interactive models, the view is taken that during reading both lower and higher
processes are used at the same time and in interaction with each other. Rumelhart (1977), in
an early interactive model of reading, proposed that the processing of text involves a flexible
interaction between higher- and lower-level processes, such as the use of general and
semantic context, syntactic environment, and surrounding letters. The process runs from
lower to higher levels and vice versa. Dependent on the ability of the reader, alternately
lower or higher processes are brought into action. Processes are assumed to influence each
other. Moreover, one process can start before another has been completed (Just &
Carpenter, 1987; Stanovich, 1980, 1984; van Dijk & Kintsch, 1983).
In recent research, the importance of higher order, top-down processes with regard to
reading comprehension is more and more acknowledged. The schema theory of Anderson
and Pearson (1984) is an example of an interactive model in which higher order processes
play a dominant role. Anderson and Pearson proposed that the meaning the reader
constructs or assigns does not come from the printed page; it comes from the reader's own
experiences that are activated by the ideas presented in the text. Schema theory focuses on
one important aspect of comprehension: the interaction of new information with old
knowledge already stored in memory. According to schema theory, readers already have
schemata (abstract representations of available knowledge) for a particular topic or concept
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in their memory. When they read a text, new information interacts with the existing schemata,
leading to the formation of new, expanded schemata. In schema theory, prior knowledge and
knowledge of the world are seen as major elements in one's ability to construct meaning.
However, critics of schema theory have argued that the invoking of real-world knowledge in schemata is too simple (Rayner & Pollatsek, 1989); the theory is too limited, and the
stored record of any event is much more complicated than schema theory implies (Alba &
Hascher, 1983); and the theory does not account for our understanding of a text (van Dijk &
Kintsch, 1983). Perfetti (1989) acknowledged that schemata are critical to comprehension,
but in his view, this does not imply that differences in reading ability can be explained by
schemata.
Another view of reading is the working memory view (Daneman, 1991). Working
memory refers to the conception of an active, short-term memory with processing as well as
storage functions. Theorists assume that readers have to buffer several words or phrases in
short-term memory to assemble and integrate the underlying propositions. According to
Baddeley and Hitch (1974), working memory has only a limited pool of resources, and
storage and processing functions trade off against each other. According to Daneman and
Carpenter (1980), skilled readers have larger functional working memory capacity than less
skilled readers, and readers who are efficient (e.g., faster or more automatic) at encoding,
lexical access and higher-level processing will have more capacity left in working memory for
temporary storage of words.
In a similar vein, Perfetti (1985), in his verbal efficiency theory, argued that the
processes of decoding and comprehension compete for a limited amount of space in shortterm memory. Perfetti hypothesized that higher processes of comprehension are impeded
when lower processes such as decoding take up too much of the short-term memory
capacity (the bottleneck hypothesis). However, measures of verbal efficiency are frequently
observed to be weakly correlated with reading comprehension (Frederiksen & Warren, 1987;
Walczyk, 1995). In addition, Stanovich (1980) demonstrated that in addition to lower
processes, students with poor decoding abilities appear to apply higher order processes as
well. Moreover, Aarnoutse, Mommers, Smits, and van Leeuwe (1986), in a longitudinal study
in Grades 2 through 4, demonstrated that about 10% of the students obtained low scores for
decoding skills and high scores for reading comprehension at the same time.
In the 1970s, metacognition became an important concept in reading research (Baker
& Brown, 1984). In their metacognitive theory, Baker and Brown argued that in addition to
cognitive skills, metacognitive skills are essential for skilled reading. They particularly
highlighted comprehension monitoring as critical for self-regulation. When readers come
across a word or part in the text they do not understand, comprehension monitoring is
essential to planful use of strategies and changing of tactics (e.g., slower reading, rereading).
Pressley and Afflerbach (1995), on the basis of a review of verbal-protocol studies of
skilled readers, concluded that reading is more than what bottom-up, schema, or
metacognitive theorists have suggested, encompassing all of the processes proposed by
these theories and more. They labeled the reading of skilled readers constructively
responsive reading. Constructively responsive reading is defined by the following
characteristics: 1) it is opportunistic in that readers use text clues when opportunities arise; 2)
it varies with prior knowledge; 3) it is extremely mindful; 4) there is extensive self-monitoring;
5) there is reflection after reading to determine if text should be processed; and 6) it is
motivated, with readers highly engaged with text. Furthermore, responsive comprehension
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depends greatly on vast prior knowledge of the world. (Pressley, Brown, El-Dinary, &
Afflerbach, 1995).
Based on previous models and theories of reading ( e.g., Baker & Brown, 1984;
Carver, 1996; Perfetti, 1985; Pressley & Afflerbach, 1995), Walczyk (2000) proposed the
Compensatory-Encoding Model (C-EM) for readers beyond the fourth-grade level, who
passed the initial stages of learning to read. The unifying concept of the model is time.
Walczyk argued that with enough time most readers can comprehend most texts when
properly motivated. Many factors can delay comprehension, however. A reader may have
subcomponents that are less automated (e.g., inefficient decoding skills) or a small working
memory capacity. The reader may lack the relevant background knowledge or vocabulary
knowledge. The text may be difficult or poorly written. To overcome these obstacles, the CEM identifies compensatory behaviors and strategies. Compensatory behaviors (e.g.,
slowing reading rate, looking back in text, reading aloud, pausing) can overcome less
efficient subcomponents, without shifting attention from text modeling for more than a few
seconds. Compensatory strategies (e.g., rereading text, consulting a dictionary or other
texts), in contrast, require a sustained shifting of attention away from text modeling to
diagnose and correct a problem.
C-EM predicts that readers with more verbal efficiency will do better on standardized
tests with time constraints. However, when reading occurs under no time pressure, verbal
efficiency will be weakly correlated with comprehension because of compensatory
mechanisms. Studies have confirmed these predictions (Walczyk, 1993, 1995; Walczyk &
Raska, 1992). Moreover, the C-EM predicts that when reading occurs under no time
pressure, correlations between verbal efficiency and compensatory behaviors and strategies
will be negative. Readers with less verbal efficiency will use more compensatory
mechanisms.
In keeping with Pressley and Afflerbach (1995) and Walczyk (2000), many
researchers have recently acknowledged the importance of motivational factors in reading
development and argued for an integration of cognitive, metacognitive, and motivational
factors in reading theory (e.g., Alexander, Graham, & Harris, 1998; Paris & Oka, 1986; Paris,
Wasik, & Turner, 1991; Wigfield & Guthrie, 1997a/b).
Guthrie and his colleagues from the National Reading Research Center (NRRC) in
the United States have developed an approach to reading that is grounded in the
engagement perspective. The engagement perspective emphasizes that motivation,
cognition, and social interaction are equally important to reading development.
"Simultaneous support of motivation, cognition, and social interaction enables students to
become self-determining readers who are the architects of their own learning" (Grant,
Guthrie, Bennett, Rice, & McGough, 1994, p. 338). This perspective is an extension of the
self-determination theory of Deci, Vallerand, Pelletier, and Ryan (1991). It also draws on
constructs defined and developed by achievement motivation researchers.
Guthrie and his colleagues examined the nature of children's reading motivation,
along with the study of cognitive and metacognitive aspects of reading (see Baker,
Afflerbach, & Reinking, 1996; Guthrie, McGough, Bennett, & Rice, 1996; Oldfather &
Wigfield, 1996; Wigfield & Guthrie, 1997b). In their view, engagement starts a positive spiral
of reading, knowing, and sharing. The engaged reader wants to understand, and is likely to
use cognitive skills and to share knowledge with others. If students have to struggle too
much with reading and writing, or when reading and writing are not personally meaningful,
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students may disengage. Engagement and achievement are reciprocal, and students need
them both (Guthrie, 1997).
The reading process can be understood from both cognitive and behavioral
perspectives but increasingly from a neurobiological perspective as well. Recent neurological
research can shed light on the process of learning to read and can help shape reading theory
(Meyer & Rose, 1998). Scientists nowadays use PET scans and several other advanced
techniques to study the living, working brain. PET scans show which parts of the brain are
active during an activity such as reading. PET scans have shown that there is no reading
center in the brain, no one place where reading occurs. As can be seen from the PET scans,
reading is a whole-brain activity. Many parts of the brain are involved in the brain's reading
network: each major area plays a different role, each making its own contribution to success.
The active parts of the brain do not just form a pattern but a network because they work
together (Meyer & Rose, 1998).
In line with earlier descriptions by Luria (1973), neuroscientists (e.g., Cytowic, 1996)
have identified three distinguishable but interconnected systems in the learning brain: 1)
recognition systems; 2) strategic systems; and 3) affective systems. Broadly speaking, the
recognition systems recognize patterns, the strategic systems generate patterns, and the
affective systems determine priorities. All three systems appear to be crucial to reading and
learning to read. The recognition systems make it possible to recognize letters, words,
paragraphs, headings, chapters, et cetera. The strategic systems generate patterns that
underlie our reading behavior. They are critical for knowing how to read a word, a sentence,
or a text.
The affective systems neither recognize nor generate patterns but they help a person
determine which meanings and strategies matter to them. Feelings and emotions have an
impact on the activity of the prefrontal cortex, the area of the brain involved in working
memory (LeDoux, 1996). For example, a rapid negative emotional response can impair
learning and thinking while positive emotions can facilitate learning achievement.
Based on these neurological findings, Coles (1999) proposed that thinking and
emotions are integrative and interactive processes, and argued for addressing multiple goals
of cognition and emotion in literacy learning. He cited Vygotsky who, at the beginning of the
20th century, already observed that the separation of cognitive and affective aspects of
thinking damaged the study of psychology. Vygotsky (1987 translation) argued that by not
identifying how our emotions contribute to our thinking, the providing of causal explanations
of thinking is seriously impaired. Coles noted that "although models can isolate cognition as a
means for understanding facets of thinking, in 'real life', cognition is never an isolated
process" (p. 3).
In conclusion, reading theory seems to have evolved from purely linguistic and cognitive
models to theories that view reading as a highly complicated metacognitive activity (Baker &
Brown, 1984), to an approach that recognizes that, in addition to cognition and
metacognition, reading is also dependent on aspects of motivation (Wigfield & Guthrie,
1997b). Recent findings in neurological research seem to be in support of this latter view
(Meyer & Rose, 1998).
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2.1.2 Reading development
Reading is not an instinctive human ability such as speaking. Reading is a recent
development in the history of the human race. Not every society reads. Humans have not
evolved in a way that there is a reading center in the brain (Meyer & Rose, 1998). In order to
read, we have to adapt or train our brain to perform in ways it was not naturally designed to
work (Shaywitz in: D’Arcangelo, 1999). Nevertheless, oral and written language have much
in common. Both are based on the same lexical, grammatical, syntactical and textual rules.
The first thing that beginning readers have to experience is that written material is a
representation of knowledge they already have, in other words, they have to learn to see the
relation between meaning and print. However, while oral language usually is acquired
without formal instruction, most children need explicit instruction in the process of learning to
read. First, children have to develop the awareness that words are made up of sounds.
Second, they have to develop the awareness that print represents these sounds. Third, they
have to develop the understanding that the letters on the page represent these units of
sound. Once they have reached this level of phonological awareness, they are ready to learn
to read. For some children this is very difficult. The code-breaking strategy of identifying
phonemes as units in the alphabetic code in particular, seems to be problematic for
beginning readers because these phonemes can hardly be perceived as speech (Bertelson,
1987). In addition to being able to break up spoken words into smaller units and to
understand that letters represent sounds, children need to have a knowledge base,
vocabulary knowledge, metacognition, and motivation.
Several models of reading development have been proposed to describe the abilities
and phases that characterize reading development (e.g., Chall, 1996; Ehri, 1991; Frith,
1985). Frith, for example, distinguished three stages in learning to read words: the
logographic stage, the alphabetic stage, and the orthographic stage. In the logographic
stage, children mainly use graphic features to read words without insight into the letter-sound
correspondence. Children do not really read in this stage, they remember the features of the
letter, the word or the logo. In the alphabetic stage, children learn to understand the principle
of mapping graphemes onto phonemes to be able to decode both known and unknown
words. Crucial is this stage is phonological awareness or the awareness of the fact that
speech can be divided in smaller units such as syllables and phonemes (Adams, 1990). The
orthographic stage distinguishes itself from the alphabetic stage by operating with bigger
units, making use of spelling patterns, and being nonphonological.
Chall (1996) also regarded reading acquisition as a developmental process involving
qualitatively distinct phases. However, whereas Frith distinguished three stages centered
around word recognition, Chall distinguished six stages of reading development from its
beginnings to its most mature forms: Stage 0, the prereading stage (from birth to age 6);
Stage 1, the decoding stage (ages 6-7); Stage 2, the confirmation and fluency stage (ages 78); Stage 3, the "reading for learning the new" stage (ages 9-14); Stage 4, the multiple
viewpoints stage (ages 14-18); and Stage 5, the construction and reconstruction stage (ages
18 and above). According to Chall, many people never reach the highest stage, and those
who do typically take 20 years or even more to get there. Chall emphasized that the process
of comprehension is practiced in all of the stages, including the decoding stage.
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2.1.3 Reading in a second language
Among researchers, no consensus exists on how bilingual memory works or how bilinguals
process information in a second language (L2). However, most recent studies of reading of
bilingual students take an interactive view of the reading process (Barnitz, 1985; Hudelson,
1981; McLaughlin, 1987). Interactive models assume that the reader engages
simultaneously in top-down and bottom-up processing of the text.
Hornberger (1994) proposed a framework for understanding biliteracy development
by defining three interrelated continua: from oral language to written language, from
perception to production, and L1-L2 transfer. The interrelatedness of the continua shows that
there are possibilities for positive transfer between L1 and L2 but also demonstrates that
contextual, developmental, and media factors can impede transfer or development.
Hornberger (1990) suggested that to a large extent, progress along these continua depends
on the instructional alternatives offered to the learner. Thus, different models of literacy
instruction may result in different skills on the part of the learner.
Pavlenko (2000) noted that many bilingual memory models do not distinguish
between a semantic and a conceptual level of representation. However, the study of global
aphasia has shown aphasia patients to exhibit language loss but preserve conceptual
representations (Paradis, 1997). Based on this finding, Pavlenko proposed a model of
bilingual memory that includes lexical, semantic as well as conceptual components. She
distinguished between language-comparable versus language-specific concepts. In
language-comparable concepts, L1 and L2 share a common core while in language-specific
concepts a concept may exist either L1 or in L2. Concepts may interact with each other. For
example, there can be conceptual transfer from L1 to L2. The interaction of two languages
and cultures may result in conceptual change. In case of convergence a unitary domain may
be created, distinct from both L1 and L2. Pavlenko proposes that in the study of bilingualism,
conceptual representations should be treated as knowledge-based, dynamic and languageand culture-specific. Others have criticized Pavlenko's approach (e.g., Appel, 2000; de Groot,
2000). Appel, for example, argues that clear definitions on the terms concept and culture are
lacking, which makes it difficult to clarify the complex relation between language, culture and
concepts.
An example of a model that involves conceptual components is Verhoeven's (1994b)
interactive model of the bilingual language user. In Verhoeven's view, bilingual learners use
quite a specific information processing system containing two subsystems that are "somehow
geared to each other, and aimed at the comprehension of L1 and L2, respectively" (p. 209).
Each subsystem contains information on letters and spelling patterns, as well as lexical,
syntactic and textual information. In order to arrive at an interpretation of a text, the bilingual
reader may use information from either the L1 or the L2 subsystem. The model allows
interaction between the L1 and L2 subsystem as well as bottom-up and top-down
processing. The conceptual system in long-term memory is linked to both L1 and L2
systems. In the conceptual system, a structure of concepts is built which represents the
meaning of consecutive input sentences. The conceptual system also allows for the use of
background knowledge and contextual information outside the text.
As bilingual students often experience two cultures and two languages, their
processes of learning to read may differ from monolingual students in certain aspects. Many
studies have shown bilingual minority students to lag behind their monolingual peers on
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various language and reading skills. In addition, there is evidence suggesting that the
knowledge sources they draw from (García, 1991), the strategies they use when confronted
with printed text (Jiménez, García, & Pearson, 1996), and their motivations for reading
(Baker & Wigfield, 1999; McKenna, Kear, & Ellsworth, 1995) may be distinctive.
Elley and Mangubhai (1983) identified five critical differences between L1 and L2
learning. The first one is strength of motivation. A young child has an urgent need to
communicate and to understand the language it encounters. Conversely, L2 learners already
have a perfectly good language to communicate their needs. Thus, there is a greater
dependence on extrinsic or instrumental motivation to learn the second language. The
second difference between L1 and L2 learning is the emphasis on meaning versus form.
Parents typically are more concerned with the meaning of a message than with the form of
their young child’s language. However, in many L2 classrooms, the focus is on form,
practice, and repetition of structure. The third difference is the amount of exposure to
language. Young children are continuously surrounded by their first language while the time
of exposure to L2 typically is limited. The fourth difference is the type of exposure to
language. "Exposure to L2 is usually planned, restricted, gradual, and largely artificial, quite
unlike the typical interactions which young children have with their mother tongue" (p. 55).
The fifth difference between L1 and L2 learning is the quality of the models. If the L2
instruction is undertaken by a non-native speaker of that language, pupils may be exposed to
faulty models of language. Furthermore, Elley and Mangubhai found that the listening and
reading comprehension of L2 learners in Grades 4 and 5 improved greatly when the teachers
focused less on structure and form and more on learning situations similar to L1 acquisition,
by using book floods: large numbers of short high-interest story books. Their findings suggest
a reciprocal relation between L2 learning and L2 reading.
Native-like proficiency in second language reading, however, is often difficult to
achieve (Cummins, 1984; Lambert & Tucker, 1972). Lambert and Tucker (1972) showed that
even middle-class Anglo students in French immersion programs in Canada did reach high
levels of French literacy but not to the same degree as the native French-speaking students.
Despite differences, also similarities between first and second language learning have
been found. Verhoeven (1987), for example, found that in the initial stages of reading, the
differences between bilingual and monolingual children are temporal rather than structural.
Verhoeven examined decoding and comprehension skills in first and second graders. Turkish
bilingual children appeared to lag behind their Dutch monolingual peers on various subprocesses of reading. Despite temporal differences, no structural differences were found.
Although L2 learners generally were slower in acquiring verbal efficiency, the strategies used
by L1 and L2 learners in decoding words and larger units of discourse, turned out to be
based on the structure of the target language. From these findings, Verhoeven concluded
that the structural features in acquiring both word decoding and reading comprehension are
highly comparable for first and second language learners. He argued that in the initial stage
of literacy acquisition, it is the structure of the target language that accounts for various
comprehension difficulties and not the structure of the source language.
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2.2

Linguistic and cognitive components of reading

2.2.1 Oral proficiency
In general, high correlations are found between oral proficiency (or listening comprehension)
and reading achievement (Carlisle & Felbinger, 1991; Gruwel, Aarnoutse, & van den Bos,
1995). The relations are strongest in adults, moderately strong in the middle grades and
weak but still significant in the early elementary grades. Once readers get beyond the initial
stages of reading, the influence of word encoding and lexical access decreases while the
role of general language comprehension skills increases (Daneman, 1991).
2.2.2 Word recognition
A wealth of research has documented the strength of the relations between word recognition
(or decoding) and reading development especially in the early stages of reading (see
Daneman, 1991). Many researchers have found bidirectional relations between phonological
skills and reading development in the early phases of reading (Perfetti, Beck, Bell, & Hughes,
1987; Wagner, Torgesen, & Rashotte, 1994). Numerous studies have shown the relation
between decoding and comprehension to be strong for beginning readers but to decrease
when readers become more proficient (e.g., Bast & Reitsma, 1998; Carver, 1993; Hoover &
Gough, 1990).
2.2.3 Lexical knowledge
Several researchers have demonstrated the influence of vocabulary knowledge on reading
comprehension (Aarnoutse & van Leeuwe, 1988, 1998; Bast, 1995; Stanovich, 1986;
Sternberg, 1987). Carver and Leibert (1995) stated that growth in vocabulary is not only
important in its own right but is also an important indicator of growth in general reading
ability. Proponents of schema theory also argued that vocabulary and conceptual knowledge
are important factors in reading comprehension, as both contribute to the development of
schemata (Anderson, 1978; Cooper, 1993).
Also the reverse effect of free reading on vocabulary development has been found
(Fielding, Wilson, & Anderson, 1986; Nagy, Herman, & Anderson, 1985; Nicholson & Whyte,
1992; Swanborn & de Glopper, 1999). Nagy, Herman, and Anderson (1985), for example,
claimed that the amount of free reading is one of the most important sources of vocabulary
development of students in the middle grades. They estimated that free reading, in and out of
school, accounts for one third of the average child’s annual vocabulary growth. Swanborn
and de Glopper (1999) conducted a meta-analysis of 20 experiments examining incidental
word learning during normal reading. They found that students on average learn about 15%
of the unknown words they encounter.
In a longitudinal study of Dutch children in Grades 1 through 3, Bast (1995)
suggested that the patterns of interrelations he found, i.e., the effects of vocabulary on
reading comprehension, as well as the effects of decoding on leisure time reading, and
leisure time reading on vocabulary, can be interpreted as a reciprocal causal relation
between reading development and vocabulary development.
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The relative influence of vocabulary appears to become stronger over the elementary
school years. In the early stages of reading, when word recognition skills still have to be
developed, vocabulary size seems to have a minor influence on reading because the texts in
these stages contain mainly easy and high-frequency words. In the later stages of reading it
becomes increasingly important to know the meaning of words as children with a wider
vocabulary are more able to infer meanings of new words encountered in the text (Aarnoutse
& van Leeuwe, 1988; Bast, 1995).
Although readers with small vocabularies are more likely to encounter unknown
words, which hinders comprehension of the text, the pre-training on vocabulary items from a
text does not necessarily lead to a better understanding of that text (Tuinman & Brady,
1974). Knowledge of words seems to be a necessary but not sufficient condition to improve
comprehension.
2.2.4 Text comprehension
Research has shown that of the higher-level comprehension processes, integration
processes in particular, seem to be responsible for individual differences in reading
comprehension. Poor readers seem to have problems integrating new information with
information encountered earlier in the text or retrieved from semantic memory. Poor readers
have difficulty interrelating successive topics (Lorch, Lorch, & Morgan, 1987), deriving the
main theme (Daneman & Carpenter, 1980, Palincsar & Brown, 1984), making inferences
(Oakhill & Yuill, 1986), computing the referent for a pronoun (Daneman & Carpenter, 1980;
Oakhill & Yuill, 1986), and using story schema (Rahman & Bisanz, 1986). In addition, less
skilled readers often are deficient in syntactic parsing (Willows & Ryan, 1981), often fail to
detect semantic inconsistencies, and do not demand informational coherence and
consistencies in a text (Garner, 1980).
2.2.5 Intelligence
Research has demonstrated that differences in reading comprehension can partly be
contributed to intelligence (Aarnoutse & van Leeuwe, 1988). Not surprisingly, reading
comprehension scores appear to correlate higher with verbal intelligence than with nonverbal
intelligence (Singer, 1977; Farr, 1969). Researchers have argued that verbal intelligence
tests and reading comprehension basically measure the same construct (e.g., Boland,
Mommers, & Hulsmans, 1985). Because verbal IQ tests and reading comprehension show a
large amount of overlap, researchers have preferred the use of nonverbal IQ tests in relation
to reading comprehension (Aarnoutse & van Leeuwe, 1988; Bast, 1995; Droop, 1999;
Seegers & Feenstra, 1982).
The relations between intelligence and different reading skills appear to change over
the elementary school years. Singer (1977) for example, showed the relation between
intelligence and decoding to gradually decrease while, at the same time, the relation between
intelligence and reading comprehension increased. In a review of the research literature,
Stanovich, Cunningham, and Feeman (1984) also found that in the higher elementary grades
the correlations between IQ and comprehension were stronger than in the early grades. They
reported correlations of .30 to .50 for the primary grades and of .45 to .65 for the higher
grades. They did not differentiate between verbal and nonverbal IQ, however. Seegers and
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Feenstra (1982), using a nonverbal IQ test, found correlations of .42 for third graders and .49
for fifth graders between IQ and reading comprehension.

2.3

Metacognition and strategy use in reading

2.3.1 Metacognition
In the past, most studies have examined reading mainly from a cognitive view. In the
cognitive view, reading involves several subprocesses: visual analysis, phonological
recoding, lexical access and word interpretation, syntactic parsing, semantic integration, and
textual organization. However, in the 1970s, the term metacognition came into use. Baker
and Brown (1984), in their metacognitive theory, described the metacognitive status of a
child as "the knowledge and control the child has over his or her own thinking and learning
activities, including reading" (p. 353). Simpler definitions of metacognition are "thinking about
thinking" (Gruwel, 1995, p. 12) and "knowledge about knowledge" (Daneman, 1991, p. 532).
Baker and Brown (1984) do not have a unitary view of metacognition. They
distinguished: 1) awareness of one’s own cognitive resources and the complexity of the task;
2) comprehension monitoring; and 3) deployment of compensatory strategies. They argued
that if children are not aware of their own limitations as a learner, they can hardly be
expected to take actions in order to anticipate or recover from problems.
Most recent theories of reading comprehension acknowledge that comprehension
monitoring is a crucial aspect of metacognition, and that monitoring activities are essential for
adequate understanding of texts. Poor readers often do not seem to be aware when their
comprehension fails or do not know what to do about it (Paris & Meyers, 1981). Instead of
being passive, poor readers can also be "actively inefficient". Actively inefficient readers use
all sorts of strategies but not efficiently. They either have difficulty in choosing the right
strategy for the situation or they use the same strategy in all situations (Swanson, 1990).
Baker and Brown (1984) stated that although mature readers typically engage in
comprehension monitoring, it is not often or usually a conscious experience. They quoted
Brown (1980) whose characterization of a skilled reader captured much of the essence of
comprehension monitoring. Brown distinguished between an automatic and debugging state:
The skilled reader is one who can be characterized as operating with a lazy
processor. All her top-down and bottom-up skills (Rumelhart, 1980) are so fluent that
she can proceed merrily on automatic pilot, until a triggering event alerts her to a
comprehension failure. While the process is flowing smoothly, her construction of
meaning is very rapid, but when a comprehension failure is detected, she must slow
down and allot extra processing to the problem area. She must employ debugging
devices and strategies, which take time and effort ... we enter a deliberate, planful,
strategic state that is quite distinct from the automatic pilot state. (pp. 356-357)
Similarly, Anderson (1980) and Flavell (1981) suggested that mature readers need not
devote constant attention to monitoring their understanding. They postulated that there are
probably few conscious metacognitive experiences when comprehension is proceeding
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smoothly. When comprehension is blocked, however, metacognitive experiences are more
likely to become conscious, and strategies have to come into use.
2.3.2 Strategy use
With respect to a definition of reading strategies there is no consensus among researchers. It
is difficult to differentiate between reading strategies and other processes such as thinking,
learning, or motivational strategies. Moreover, there are opposing viewpoints considering
intentionality and consciousness of strategies (see Paris, Wasik, & Turner, 1991). Pearson,
Roehler, Dole, and Duffy (1992), for example, defined strategies as conscious and flexible
plans that readers apply and adapt to particular texts and tasks, and Wellman (1988) argued
that a strategy has to be "employed deliberately, with some awareness" (p. 5). Conversely,
Pressley, Forrest-Pressley, & Elliot-Faust (1988) stated that "it is now recognized that
strategies function best without deliberation" (p.102). Paris et al. (1991) defined reading
strategies as "a wide range of tactics that readers use to engage and comprehend text" (p.
610). Paris et al. also made a distinction between reading skills and strategies. In their view,
skills refer to automatic techniques, which are applied unconsciously. Strategies, in contrast,
are deliberately selected actions to achieve certain goals. A strategy can become a skill and
vice versa.
According to Alexander, Graham, and Harris (1998), general strategies can be
classified as either cognitive, metacognitive, or self-regulatory. General cognitive strategies,
for example, are rehearsal, summarization, predicting, elaboration, and patterning. In
Alexander et al.'s view, metacognition or executive control can be seen as the ability to
contemplate or monitor one’s cognitive thoughts and actions. Successful learners must
possess the ability to oversee, evaluate, and control their thinking. Self-regulation not only
pertains to cognitive performance but also to the regulation of one’s motivational state,
behavior, and social environment.
Paris, Lipson, and Wixson (1983) made a different distinction in their description of
the strategic reader. In their view, a strategic reader must have: 1) declarative knowledge
(knowing that certain strategies exist); 2) procedural knowledge (knowing how to apply
them); and 3) conditional knowledge (knowing when and why to apply them).
Strategies that promote reading comprehension can be organized as ones that occur
before, during, or after reading (Paris et al., 1991). However, as Paris et al. noted, looking
forward and backward through text during reading makes it possible to use strategies from all
three categories at the same time. Strategies before reading involve skimming text; looking
at pictures, title and sub-headings; and activating prior knowledge. Children use the
schemata they already have making inferences and elaboration during reading. Also the
knowledge of story grammars for narrative texts and knowledge of the structure of expository
texts helps the students organize the text (Calfee & Chambliss, 1987). Langer (1984) found
activating children’s prior knowledge by asking questions, and encouraging discussion about
a topic before reading, to enhance reading comprehension as well as reading motivation.
Graves, Cooke, and La Berge (1983) found the same in a study of fifth- and seventh-grade
poor readers. However, pre-reading strategies are difficult to execute spontaneously without
teacher support. Many students do not understand the value of these strategies and think
they are time-consuming (Paris et al., 1991).
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Researchers have described the strategy of identifying main ideas as the "essence of
reading comprehension" (Johnston & Afflerbach, 1985; Pearson & Johnson, 1978). Two
other important strategies during reading are making inferences, and looking forward and
backward in the text (Paris et al. 1991). As the most important strategy after reading, Paris et
al. (1991) mentioned summarizing. Other post-reading strategies often noted in the literature
are the ability to organize information and to transform it from one state to another
(Alexander et al.,1998). In science, for instance, this may imply the use of the strategy of
recording observations in graphic and tabular form while in history, the organization and
transformation of information may take the form of timelines.
Research on strategic reading has focused almost entirely on text-processing
strategies such as planning and monitoring. In addition to these cognitive strategies,
however, there are also executive control strategies and strategies for managing time,
attention, and anxiety. These strategies have been called self-regulatory strategies (see
Alexander et al., 1998) or motivational tactics that regulate the investment of effort,
perceptions of competence, and satisfaction with reading (see Paris et al., 1991). For
example, students sometimes adopt strategies to avoid reading or to minimize thinking about
text. Some students simply withdraw participation while other students avoid thinking by
trying to appear involved when they are not, or they devalue reading as an activity (Paris et
al., 1991). Students who are capable of reading sometimes adopt strategies to avoid failure
by using a variety of defensive tactics (Covington, 1983; Dweck, 1986; Johnston & Winograd,
1985).
In a similar vein, Johnston (1997) differentiated between literate and coping
strategies. Literate strategies help solve the reading or writing problem. Coping strategies, in
contrast, help manage the situation but do not necessarily help solve the reading problem.
These coping strategies are not always productive; students sometimes use these strategies
to put the blame for reading failure on external factors: the teacher, the difficulty of the task,
the noise in the classroom, accidentally having read the wrong pages, or forgetting the
assignment (Paris et al., 1991). Some students try to "beat the system" by choosing very
simple texts only or by cheating. All of these strategies are used to protect positive
perceptions of the self despite failure. They diminish shame, guilt, and anxiety. Students who
remain passive, avoid thoughtful thinking, and make excuses all the time, run the risk of
ending up in a negative spiral. As a result they do not get enough exercise with texts, which
eventually leads to greater failure, and possibly to a humiliating collapse of confidence and
self-worth (Covington, 1984).
2.3.3 Development of metacognition and strategy use
Many differences in strategy use and metacognition have been observed between younger
and older readers, and between skilled and less skilled readers. In the initial stages of
learning to read, monitoring and strategy use are primarily focused on the decoding process.
In the later stages, when decoding has become more automated, a shift in attention occurs in
favor of comprehension processes.
Pressley and Afflerbach (1995) reviewed 40 verbal protocol studies of good readers.
These studies involved mostly adults but included some children as well, who were past the
initial stages of reading. Pressley and Afflerbach identified many similarities among the good
readers and constructed a list of the conscious processes that they used while reading a
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complicated text. Based on this review, Pressley (1998a) gives the following description of
the good reader:
A great deal of evidence exists to show that good readers are very strategic as they
read. Their strategies include overviewing, selectively reading, summarizing, and
rehearsing information they want to remember for later. Good readers are highly
metacognitive. ... Good readers use their prior knowledge as they read to make
predictions about what might be reported in text and to understand ideas as they are
encountered in text. And, finally, good readers are motivated. (p. 127)
Although these findings suggest that skilled readers use more strategies than less skilled
readers, Paris, Wasik, and Turner (1991) have pointed out that: "Strategic readers are not
characterized by the volume of tactics that they use but rather by the selection of appropriate
strategies that fit the particular text, purpose, and occasion" (p. 611). The scarce Dutch
research on strategy use indeed showed negative relations between frequency of strategy
use and performance of students (de Jager & Reezigt, 1996; Mooij, 1994).
There are also developmental differences in strategy use (for a review see Paris et
al., 1991). The ability to be aware of one's own cognitive processes and to solve problems
during reading is a skill that develops over many years (Baker & Brown, 1984). That is not to
say that younger children do not have monitoring skills. Research has shown younger and
poorer readers to often generate signals of comprehension failure although they do not
notice these signals consciously, nor do they know how to interpret them (Harris, Kruithof,
Terwogt, & Visser, 1981). Even in kindergarten children appear to give nonverbal signs of
their non-understanding when presented with confusing instructions. Nonetheless, they do
not identify the instructions as problematic (Flavell, Speer, Green, & August, 1981). These
results indicate that the development of monitoring comprehension starts at an early age. In
the first stages of development, the child generates signals of comprehension failure but
does not recognize their significance.
There is general consensus that younger and poorer readers do not monitor their
comprehension as effectively as older and better readers; they proceed on automatic pilot
(Baker & Brown, 1984; Duffy & Roehler, 1987; Garner & Taylor, 1982; Paris & Meyers,
1981). Paris et al. (1991) mention several handicaps that young and unskilled readers have
to read strategically: 1) they fail to monitor comprehension; 2) they believe that using
strategies will not make a difference; 3) they lack knowledge about text features; 4) they are
not interested in the texts and do not want to use strategies; and 5) they prefer known
strategies over lesser-known but more effective strategies.
Forrest and Waller (1980) interviewed third and sixth graders of different reading
levels. They examined the knowledge of the children with regard to decoding, comprehension, and study skills. They found that better readers showed more metacognitive
knowledge than poorer readers. Garner (1980) found that 13- and 14-year-old good readers
were significantly better at detecting inconsistencies in texts than poor readers. Garner and
Kraus (1981/1982) interviewed 13-year-old students and also found that good readers had
significantly more metacognitive knowledge than poor readers. For example, the poor
readers in their study believed that the purpose of reading was errorless word pronunciation
and that good reading included verbatim recall of text. Many other researchers reported
similar findings (Canney & Winograd, 1979; Clay, 1973; Myers & Paris, 1978; Wixson &
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Lipson, 1986). Canney and Winograd (1979), for example, found that the poorer readers in
Grades 2 and 4, and even in Grade 6 focused on the decoding aspect of reading while the
better readers in Grades 6 and 8 knew that "meaning-getting" was the primary goal of
reading.
When skilled readers encounter complex texts they do not comprehend, they use
strategies to restore meaning (Johnston, 1983; Pressley, 1986). Poor readers on the other
hand, tend to possess relatively less awareness of the language system and of the
importance of strategic reading activities (Canney & Winograd, 1979; Meyers & Paris, 1978)
and, therefore, are less able than skilled readers to infer strategies from generalized, less
explicit instruction.
Strategy use depends on the familiarity children have with a specific subject. If the
subject is relatively new to them, they rely heavily on their general strategic knowledge
(Brown & Palinscar, 1989). Often these general strategies are inefficiently executed because
mastery of the material is incomplete and fragmented in this stage of learning (Alexander &
Judy, 1988), and they are only just beginning to develop domain-specific strategies. As
children become more competent in a subject, their strategic behavior changes, in a
qualitative as well as in a quantitative way. Some procedures become routinized and no
longer require purposeful control (Bjorklund, 1990). Strategic behavior becomes more
effective and more flexible. Reliance on general strategies, particularly lower-level strategies
(e.g., rereading or changing reading speed) declines while the role of strategies that are
allied with deeper processing of content is enlarged (Alexander, Graham, & Harris, 1998).
According to Alexander et al. (1998), a general description of a strategic reader does
not reflect the individualistic nature of strategy development, however. Developmental
patterns vary from person to person. Children of the same level of development within a
domain may use different strategies to solve the same problem (Bjorklund, 1990; Graham &
MacArthur, 1988; Pressley et al., 1990).
Developmental differences have been found on the use of several on-line and postreading strategies. With respect to the on-line strategies, a strategy such as identifying the
main ideas appears to be very difficult even for 12- and 13-year-old students, who have
problems in discriminating between important and irrelevant information, and in generating
topic sentences about paragraphs. However, students can be taught to improve main-idea
comprehension (Aarnoutse & Schmitz, 1991; Baumann, 1984).
Although an on-line strategy such as inferencing mainly is an automatic skill, young
and unskilled readers can be taught to improve their inferential comprehension (Aarnoutse &
Schmitz, 1991; Paris et al., 1991). With older and more skilled readers, instruction to improve
inferential comprehension appears to have less effect (Hansen & Pearson, 1983; Raphael &
Pearson, 1985). Looking back in text (backtracking) is described by Garner (1987) as a
strategy that develops substantially between sixth and tenth grade. Garner and Reis (1981)
demonstrated good readers in Grade 8 to use backtracking while poor readers read the text
only once in a linear fashion. But via direct instruction it is possible to improve children’s
backtracking (Garner, Hare, Alexander, Haynes, & Winograd, 1984). Furthermore, research
suggests that backtracking develops earlier than the reading ahead strategy (Di Vesta,
Hayward, & Orlando, 1979).
With respect to the post-reading strategy of summarizing, researchers have
demonstrated clear developmental trends, with older and more skilled readers performing
better on this task than younger, less expert readers (Paris et al., 1991). However, children in
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Grades 5 and 6 can be trained to follow the rules that more expert readers use (Aarnoutse &
Schmitz, 1991; Brown, Day, & Jones, 1983; Rinehart, Stahl, & Erickson, 1986).
2.3.4 Metacognition and strategy use of bilingual students
Although research on metacognitive development in bilingual students is still in its infancy,
there is some evidence that the strategy use of bilingual students may differ from the strategy
use of monolingual students. In the 1930s, Vygotsky (1962 translation) already raised the
possibility that cognitive differences may exist between bilingual and monolingual children in
their awareness of language and its functions. Similarly, Hosenfeld (1978) suggested that
second language learning is unique and may bring about greater awareness of cognitive
processes. Research by Ianco-Worrall (1972) supported this hypothesis. She found that 4- to
5-year-old bilingual children in South Africa understood better than comparable monolingual
children that language is arbitrary, e.g., that a concept can have more than one label.
Jiménez, García, and Pearson (1996) examined the strategic reading processes of
eight bilingual Latin-American students in sixth grade who were identified as successful
English readers. This group of students was compared with three monolingual Anglo
students who were good readers and three bilingual Latin-American students who were less
successful English readers. It appeared that the successful Latin-American students carefully
monitored their comprehension by identifying comprehension obstacles and used an array of
strategies. In addition, they actively transferred information across languages, translated
from one language to another, and made use of cognates (words that are related across
languages) in their less dominant language. The less successful Latin-American students
were less efficient in their strategy use. In addition, they believed that Spanish and English
were more different than similar and that knowledge of one was not useful for reading in the
other.
A surprising finding was that the successful Anglo readers seemed to monitor their
comprehension less than the two Latin-American groups; they commented on
comprehension problems less frequently. These students did not find the text particularly
difficult, however, and the few times they encountered problems they solved them quickly by
making inferences and using prior knowledge. Moreover, they rarely encountered unknown
vocabulary. Thus, it appeared that overt monitoring was less necessary for them. The Anglo
students expressed more concern with detail than the successful Latin-American readers.
The Anglo students were able to devote more attention to comprehension at micro-level
because they did not face a difficult task.
These results are in line with findings of Haquebord (1989), who found that 12- and
14-year-old Turkish bilingual students in the Netherlands scored higher on macro-level text
comprehension while the Dutch monolingual students scored higher on the micro-levels of
vocabulary and grammar. Hacquebord concluded that the bilingual students used text
comprehension strategies to compensate for their lack of lexical and syntactic knowledge.
In keeping with Jiménez et al.'s (1996) findings, Langer, Bartolomé, Vàsquez, and
Lucas (1990), found that bilingual students used their knowledge of Spanish as support when
they encountered difficulties in English texts. Students who tended to be good readers in
either of the two languages also tended to be good readers in the other language. According
to Langer and her colleagues, this was due to the transfer of good comprehension strategies
across languages. Other researchers have also used the notion of strategy transfer to
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explain why students who are good readers of their native languages are often good readers
of their second languages (Miramontes & Commins, 1989; Saville-Troike, 1984). Miramontes
and Commins (1989), for example, speculated that effective transfer of strategies from one
language to another may depend on a certain level of metacognitive awareness. Carrell
(1989), in a study of bilingual reading, found that only the better native-language readers
demonstrated cognitive flexibility in their second language reading; they adjusted their
reading strategies depending on the language of the text and on their perceived proficiency
in that language.
In contrast with these findings, Padron, Knight, and Waxman (1986) found that thirdand fifth-grade bilingual students used more decoding strategies and fewer comprehension
strategies than their monolingual peers. Padron et al. suggested that, in line with Perfetti's
(1985) verbal efficiency theory, the L2 learners could not attend as closely to higher order
processes of text comprehension as the L1 learners, resulting in poorer comprehension
scores for the L2 learners. Other researchers have also suggested that the emphasis that
many second language readers place on correctly decoding is the main problem in achieving
fluent reading (e.g., Hatch, 1979; Rigg, 1977). These contradictory results may be explained
by Miramontes and Commins' (1989) theory that differences in metacognitive awareness
among bilingual students may lead to differences in strategy use, with highly metacognitive
students being more effective in strategy transfer across languages than less metacognitive
students.

2.4

Role of reading motivation

2.4.1 Motivation versus attitude and interest
Reading is an effortful activity that children often can choose to do or not to do. Thus, in
addition to cognitive skills it also requires motivation. In reading literature, many researchers
have studied this issue through the framework of reading attitudes while others did so
through the concept of reading motivation or interest in reading. Although the terms
motivation, attitude and interest are often used interchangeably in the literature, their
meanings are somewhat different (see Baker, Scher, & Mackler, 1997).
The term motivation is related to the Latin root to move, and basically motivational
psychologists study what moves people to act; why do (or don’t) they engage in a particular
activity (Weiner, 1992). Motivation deals which the whiches and whys of behavior: Which
activity will I choose? What are my reasons for doing it? How much time and effort am I
prepared to invest? Without motivation, even the most intelligent students may not learn
much in school as they will not engage in cognitive demanding activities voluntarily (Wigfield,
1997).
Guthrie, Wigfield, Metsala, and Cox (1999) defined motivation in terms of
"characteristics of individuals, such as their goals, competence-related beliefs, and needs
that influence their achievement and activities" (p. 233). According to Coles (1999),
motivation concerns: "emotional states such as stimulation, intrinsic motivation, enjoyment,
and enthusiasm and how they interact with and affect cognitive strategies and learning
outcomes" (p. 1).
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Although the formal study on motivation did not start before academic psychology
became an independent scientific discipline, educational theorists and philosophers have
always been concerned with motivational issues in learning and education. Many of the early
theories, though, referred to interest rather than motivation. Herbart, as early as in 1841,
argued that education should foster unspecialized, multifaceted interests because it would
facilitate meaningful learning, understanding of facts and domains of knowledge, long-term
storage of knowledge, and the desire for further learning (cited in Eccles, Wigfield, &
Schiefele, 1998). Building on Herbart’s ideas, Dewey (1913) stated that "interest drives
thought" and that interest and enjoyment are central motivational forces in education. He
argued that learning activities that are controlled by external forces will result in only
superficial understanding. Dewey’s work on interest is closely related to the notion of intrinsic
motivation, and his ideas have been incorporated by many current motivational theories (for
an overview of early and current motivational theories see Eccles et al., 1998).
Attitude is a construct that originates from social psychological theory. According to
some theorists, attitude consists of three components: 1) an affective component, defined as
the feelings a person has toward an object (e.g., person, situation, institution, event); 2) a
cognitive component, defined as the beliefs a person harbors in relation to the object; and 3)
a conative component, defined as the behavioral intentions that concern the object
(Mathewson, 1994). In this view, a person who likes reading, thinks that reading is a
desirable or useful activity, and engages in reading voluntarily, has a positive reading
attitude.
Other attitude researchers, however, consider the construct of attitude to be onedimensional. They associate reading attitude primarily with the feelings one has toward an
object or activity and look upon cognitive and behavioral concepts as contributing factors
(Aarnoutse & Boland, 1987; Fishbein & Ajzen, 1975; McKenna, 1994). According to Fishbein
and Ajzen (1975), an attitude is: "a learned predisposition to respond in a consistently
favorable or unfavorably manner with respect to a given object" (p. 6). Alexander and Filler
(1976) provided a reading specific definition of attitudes: "... a system of feelings related to
reading which causes the learner to approach or avoid a reading situation" (p. 1). Taylor,
Harris, Pearson, and García (1995) defined attitude as: "a person’s predisposition toward a
topic" (p. 73).
In attitude studies often only the affective component is examined. Children with
positive attitudes toward reading are supposed to be more motivated to read. However,
attitudes generally are not highly correlated with behavior. Attitudes may or may not be
translated into behaviors (McKenna, 2001). Wicker (1969), in his review of attitude research,
found that in most studies the correlations did not exceed .30, explaining only 10% of the
variance. Although studies dealing with reading attitudes and reading motivation originate
from different psychology disciplines in both cases the aim is to gain insight into the question
Why do children read? Therefore, relevant results from motivation as well as attitude studies
will be discussed in this thesis.
With regard to the concept of interest, theorists have differentiated between individual
interest and situational interest. Eccles et al. (1998) gave the following definition: "Individual
interest is a relatively stable evaluative orientation toward certain domains; situational
interest is an emotional state aroused by specific features of an activity or a task" (p. 1031).
Several theorists argued that intrinsic reading motivation and interest in reading are closely
related concepts (Eccles et al., 1998; Oldfather & Wigfield, 1996; Wigfield, Wilde, Baker,
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Fernandez-Fein, & Scher, 1996). Wigfield et al. (1996) suggested that interest in reading is
an important motivational variable influencing reading comprehension. In Deci's (1992) view,
interest is synonymous with intrinsic motivation; people pursue what interests them.
According to Taylor, Harris, Pearson, and García (1995), interest in the material that
is being read is an element that should be included in an assessment of motivation as well.
They note that high motivation can work in the absence of a positive reading attitude. For
example, when a topic is of high personal importance to readers, they will read it even
though reading is not a favored activity. Readers can also be extrinsically motivated by
offering them rewards. Thus, when readers are intrinsically or extrinsically motivated to learn
about a particular topic, they may read despite a negative reading attitude.
Researchers from the field of achievement motivation have argued that reading
research should move beyond the narrow construct of attitude, as there are many different
motivations for reading (Guthrie, McGough, Bennett, & Rice, 1996; Oldfather & Wigfield,
1996). Others have argued that motivation, as a construct, is more strongly connected with
behavior than the attitude construct. Mathewson (1976), for example, stated that motivation
is the energizing force that actually causes reading to occur when a positive attitude toward
reading exists. He used the term interest to describe the action orientation that occurs when
both favorable reading attitudes and motivation are present. Mathewson argued that a
positive reading attitude by itself does not cause an individual to read. In his view, interest is
the main factor that triggers actual reading. Similarly, Getzels (1966) pointed out that people
usually are not driven by their attitudes, they are driven by their interests.
2.4.2 Reading motivation research
Several studies have shown reciprocal relations between motivational factors and progress
in learning. For example, intrinsic motivation, engagement, personal interest, and positive
efficacy promote learning (Corno & Rohrkemper, 1985; Dweck & Leggett, 1988; Schunk &
Zimmerman, 1994). Conversely, progress in learning affects motivation. Despite these
findings, reading researchers have often neglected the constructs available from the
motivation literature. However, research on motivation and reading is beginning to converge
now. More and more literacy researchers are incorporating constructs from the motivational
literature into their work. They draw for example, on constructs from achievement motivation
research, such as ability and efficacy beliefs, and achievement values and goals.
Although there is no consensus among researchers which of these constructs is most
central to motivation, there is agreement that they play an important role in motivating
students’ achievement behaviors (Oldfather & Wigfield, 1996). This has implications for the
teaching of reading. According to Guthrie, McGough, Bennett, and Rice (1996), active
reading depends partly on comprehension but it depends more heavily on motivations for
reading. Similarly, Paris, Wasik, and Turner (1991) have pointed out that strategic reading
reflects metacognition and motivation, as readers need to have both the knowledge and the
disposition to use strategies.
A number of studies have demonstrated direct or indirect relations between reading
skills and reading motivation. For example, Baker and Wigfield (1999) found several aspects
of reading motivation to correlate moderately with reading achievement in urban fifth and
sixth graders. Gottfried (1990) also found significant correlations between intrinsic academic
motivation and text comprehension for 9-year olds.
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Guthrie, Wigfield, Metsala, and Cox (1999) found reading amount to significantly
predict achievement on two measures of text comprehension in a study in Grades 3 and 5.
Reading efficacy and motivation did not significantly contribute to the prediction of text
comprehension but both intrinsic and extrinsic motivation contributed significantly to the
prediction of reading amount. In a second study in Grade 10, Guthrie et al. (1999) found both
reading amount and reading motivation to be significant predictors of text comprehension.
Furthermore, reading motivation significantly predicted reading amount. According to Guthrie
et al. "... one of the major contributions of motivation to text comprehension is that motivation
increases reading amount, which then increases text comprehension" (p. 250).
Modern motivation theories primarily deal with three motivational aspects: beliefs,
values, and achievement (cf. Eccles, Wigfield, & Schiefele, 1998). These theories can be
grouped around the questions Can I do this task? Do I want to do this task and why? and
What do I have to do to succeed on this task? In addition, other researchers (e.g., Boekaerts
& Simons, 1993; Pintrich & de Groot, 1990; Pintrich & Schrauben, 1992) have added an
affective component to modern motivation theory. The affective component deals with the
question How do I feel about this task? Looking at reading development from a motivational
point of view, similar questions can be asked.
Can I do this reading task?
Several studies have shown relations between ability beliefs or self-efficacy and reading
performance (Nicholls, 1979; Schunk & Rice, 1993). Schunk and Rice (1993) found that
students’ sense of efficacy appears to be related to their academic performance. When
students were trained to become more efficacious and to believe they were more efficacious,
their performance on math and reading improved.
Students who feel little control over their reading and learning often feel helpless or
incompetent, which may lead to the adoption of work-avoiding strategies (Stipek & Weisz,
1981), low expectations for future success, and low self-esteem (Butkowsky & Willows,
1980). These findings implicate that children who believe they are competent and efficacious
in reading will more likely engage in reading (Oldfather & Wigfield, 1996).
A child’s strategic behavior can also be seriously inhibited by negative selfperceptions and judgments about the lack of self-determination, even when the child
possesses the relevant strategic knowledge (Harter, 1990). On the other hand, development
of competence and strategic behavior can positively affect motivational factors, such as selfefficacy (Harris & Graham, 1992). According to Paris et al. (1991): "… knowledge and
practice are not sufficient to assure independent strategic reading. A sense of confidence
and competence helps to motivate students to learn and apply appropriate strategies while
reading" (p. 624).
Do I want to do this reading task and why?
There is abundant evidence that motivational factors such as intrinsic motivation, values, and
interest have an important influence on reading development. Competent readers are usually
intrinsically motivated (Harter & Connell, 1984; Pressley & Afflerbach, 1995). Students who
become personally interested in a domain or a topic and are characterized as mastery
oriented are more likely to engage in strategic processing than students who primarily work
for grades and are characterized as performance oriented (Meece & Holt, 1993). Alexander
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and Murphy (1997) also observed the most strategic effort in undergraduate students who
were mastery or learning oriented.
Intrinsic reading motivation promotes leisure time reading more than does extrinsic
motivation. In a study of 105 fourth- and fifth-grade students, Wigfield and Guthrie (1997b)
found both composites of intrinsic and extrinsic motivations to relate positively to children’s
reading amount and breadth in and out of school. However, the intrinsic composite predicted
the amount and breadth of students’ reading more strongly than the extrinsic composite.
Moreover, Pintrich and de Groot (1990) found students who are intrinsically motivated to
learn the material (not just to get good grades) to be more cognitively engaged in trying to
learn and comprehend the material. Van Kraayenoord and Schneider (1999) reported similar
findings; they found indirect effects of motivation on reading comprehension via
metacognition.
The value placed on a task also plays an important role in the type of strategic
behavior adopted. As Graham and Harris (1994) pointed out, students are less likely to
engage in planful, strategic behavior when they view a task as boring. According to Wigfield,
Wilde, Baker, Fernandez-Fein, and Scher (1996), task values play a crucial role in motivation
and engagement. Even if individuals believe they are competent at an activity, they may not
engage in it if they have no incentive for doing so. Wigfield et al. (1996) suggested that
children’s valuing of reading is an even more important predictor of their engagement in
reading activities than their competence beliefs. For example, achievement task values
predict students’ actual decisions to keep taking mathematics or English courses more
stronger than ability beliefs (Eccles et al., 1983; Eccles, Adler, & Meece, 1984). Thus, it
appears that achievement task values are particularly important as it comes to the actual
decision to engage in an activity.
Dewey’s (1913) insight that "interest drives thought" (and thus reading
comprehension) has been confirmed empirically many times. A number of studies have
found strong support for the relation between interest and text comprehension and recall (for
reviews see Eccles et al., 1998; Schiefele, 1996a/b; Wade, 1992). Interest appears to be
more strongly related to deep-level learning (e.g., recall of main ideas, coherence of recall,
responding to deeper comprehension questions, representation of meaning) than to surfacelevel learning. Schiefele (1991), for example, found that college students processed texts
more deeply, and used more elaborate strategies than did students who were less interested
in the texts, even when their prior knowledge and general intelligence were controlled. In
studies of fifth- and sixth-grade students, Renninger (1992) showed interest in the texts to
enhance reading comprehension even when the texts proved to be quite difficult for the
students. These findings implicate that students who find the reading materials interesting
are more motivated to use cognitive strategies for a better understanding.
How strongly the influence of interest can be was shown by Fink (1995) in a study of
12 adults who had achieved extraordinary professional success despite severe and
persistent dyslexia. Fink discovered that they had one thing in common: in childhood, they all
had a passionate personal interest and a burning desire to know more about a topic that
required reading. If they had not cared so much about the subject, they would have stopped
trying. Thus, it appears that for individuals lacking certain skills, interest can motivate them to
make extraordinary effort to overcome their difficulties.
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What do I have to do to succeed on this reading task?
Theorists addressing this question focus on the ways children regulate their behavior to meet
their goals. They examine how motivation gets translated into regulated behavior and how
motivation and (meta-)cognition are linked (Eccles et al., 1998).
Various researchers have pointed out that students need motivation to use cognitive
and metacognitive strategies. Pressley (1998a) characterized the good reader as very
strategic, highly metacognitive, and motivated. Pressley, Brown, El-Dinary, and Afflerbach,
(1995) proposed that: "Effective comprehension instruction also must do much to motivate
students to use strategies and conceptual knowledge in processing newly encountered text"
(p. 219).
Alexander, Graham and Harris (1998) argued that willfulness in particular, plays an
important role in strategy use. They pointed that there is often a gap between what children
can do and what they actually do. Sometimes children are not very mindful during learning,
operating instead on the basis of the least-effort principle. As Alexander et al. stated: "...
strategic processing, even when well learned and well practiced, cannot eliminate the
cognitive and motivational differences that exist within individuals or classrooms" (p.144).
Guthrie, McGough, Bennett, and Rice (1996) pointed out that cognitive operations
such as monitoring comprehension, drawing inferences, and summarizing text are not
motivating in themselves. "For example, students do not report great satisfaction in improving
their inferencing ability, but these processes are mediators to the satisfaction of intrinsic
motivations such as curiosity" (p. 185). In Guthrie et al.'s (1996) view, strategies are hard to
learn, to remember, and to use; only when strategies are seen as useful (because they serve
students’ interests), will students be motivated to learn them.
While some researchers have found strategy use to enhance motivation (CollinsBlock, 1992; Payne & Manning, 1992), others have shown motivation to enhance strategy
use (e.g., Carr & Borkowski, 1989; Pintrich & de Groot, 1990; van Kraayenoord & Schneider,
1999). Collins-Block (1992), for example, showed strategy instruction (e.g., planning,
predicting, inferring, using background knowledge, organizing and synthesizing) in an
experimental classroom to enhance reading motivation. By gaining knowledge of strategies,
students felt more empowered and competent. Payne and Manning (1992) found that
metacognitive strategy instruction enhanced students' attitudes towards stories. Deci,
Vallerand, Pelletier, and Ryan (1991) argued that possessing and being aware of cognitive
strategies will enhance the use of these strategies for learning as well as enjoyment through
reading. In keeping with Deci et al. (1991), Guthrie, Schafer, Wang, and Afflerbach (1993)
suggested that cognitive strategies for learning from text enable students to feel more
empowered, which may well lead to an increase in students’ amount of reading.
Other researchers have found indirect effects of motivation on reading performance
via the use of cognitive strategies (Carr & Borkowski, 1989; Pintrich & de Groot, 1990; van
Kraayenoord & Schneider, 1999). Carr and Borkowski (1989) showed that it was more
effective to teach underachieving children both learning strategies and the understanding
that effort and personal control can produce positive outcomes, instead of providing just
strategy instruction. Although attribution training was instrumental in enhancing children's
performances, the correlations between attributions and reading appeared not to be
significant, indicating a indirect effect of attributions on performance via strategy use.
Pintrich and de Groot (1990) found that perceived self-efficacy and valuing of science
and English learning related positively to the reported use of cognitive strategies and self-
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regulation of seventh-grade students. In addition, they found that strategy use and selfregulation directly predicted performance, whereas self-efficacy and values did not. Oldfather
and Wigfield (1996) pointed out the importance of Pintrich and de Groot's findings and noted
that the results provide: "... fascinating information about the ways motivation and cognition
can work together to facilitate (or impede) performance on different school tasks" (p. 92).
Oldfather and Wigfield proposed that students who believe they are competent and who
place high value on reading and writing are more likely to become cognitively engaged, and
to become more autonomous and successful in literacy activities.
In a similar vein, van Kraayenoord and Schneider (1999) investigated the reading
achievement, metacognition, and motivation (i.e., reading self-concept and reading interest)
of German third- and fourth-grade students. They found motivation to have an indirect
positive effect on reading comprehension via decoding and metacognition. In sum, the
findings in this section suggest reciprocal relations between motivational factors and strategy
use and indirect effects of motivational factors on reading achievement, mediated through
strategy use and self-regulation.
How do I feel about this reading task?
Feelings can cause students to engage or disengage in a specific activity (Meyer & Rose,
1998). For the development of reading, a variety of affective reactions may be important,
such as anger, pride, anxiety, and relations with and feelings toward peers, teachers, and
parents. Studies grounded in a social constructivist view of literacy learning emphasize the
social contexts of literacy motivation, and explore ways in which motivations for literacy are
affected by social interactions of the classroom or family culture. In this light, Oldfather
(1993) found that students’ intrinsic motivation was related most often to activities involving
self-expression. When students were engaged in self-expression as part of their reading and
writing activities, they experienced a direct connection between literacy learning and their
own lives, identities, values, and ways of thinking. Learning was personal, integrated, and
meaningful, and promoted students’ sense of self-determination and self-competence as
literacy learners. Oldfather and Wigfield (1996) concluded that reading engagement will be
greatly enhanced when readers are intrinsically motivated and find personal meaning in what
they read.
According to Stevens and Slavin (1995), learning and motivation both are maximally
facilitated in cooperative learning situations that are characterized by both group goals and
individual accountability. These situations create positive interdependence and stimulate
group inquiry, which arouse social and academic motivational goals in turn. Groups of
students appear to be superior in learning strategies for reading when they adopt a common
set of goals (Slavin, 1996). In addition, Guthrie et al. (1993) found a relation between reading
motivation and talking about reading or writing at home or with friends; social factors
predicted reading motivation more highly than did home literacy, cognitive strategies, and
instructional variables.
Dimensions of reading motivation
Reading motivation is multifaceted. According to Guthrie, Wigfield, and their colleagues of
the National Reading Research Center, children should not be characterized as either
motivated or not motivated to read. Rather, they are motivated to read for different reasons
or purposes and it is important to distinguish among them (see Baker & Wigfield, 1999).
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Guthrie, McGough, and Wigfield (1994) and Wigfield and Guthrie (1997b) identified
several different motivations to be related to students’ school-relevant reading. In their
concept of reading motivation they included different aspects of intrinsic motivation (i.e.,
curiosity, aesthetic involvement, challenge) and different aspects of extrinsic motivation
(competitiveness, recognition, grades). In addition, they included motivations of a social
nature (reading to share meanings in groups) and motivations related to compliance (the
internalizing of teachers’ goals by the students) and work-avoidance. Furthermore, based on
research by Paris, Wasik, and Turner (1991) and Schunk and Rice (1987), Guthrie and his
colleagues proposed that self-efficacy (the belief that one can be successful at reading) plays
an important role as well, although they see self-efficacy as a related construct and not as a
motivation for reading (Guthrie, McGough et al., 1996).
Wigfield and Guthrie (1997b) developed the Motivations for Reading Questionnaire
(MRQ) to assess the different dimensions of reading motivation. Wigfield (in: Baker &
Wigfield, 1999) does not claim that the motivation dimensions included in the MRQ are the
only ones; questionnaires containing other kinds of items may identify other aspects of
reading motivation. Indeed, other researchers have identified other functions of reading.
Greaney and Neuman (1990), for example, conducted a study of 10- to 13-year olds in 15
countries to examine the question Why do children read? They identified three distinct
functions of reading: enjoyment, utility, and escape. Enjoyment and utility are closely related
to the constructs of intrinsic and extrinsic motivation, respectively. Greaney and Neuman
defined escape reasons for reading as follows: "... escape, relates to reading in order to
make the time go by, when there is nothing else to do, and to prevent boredom" (p. 193).
This type of reading may help students escape the frenetic pace of modern life (Tellegen-van
Delft & de Zayer, 1989). Previous studies of third, fifth, and eighth graders in Ireland and the
United States (Greaney & Neuman, 1983), Australia (Lewis & Teale, 1980, 1982), and Great
Britain (Gorman, White, Orchard, & Tate, 1981) identified enjoyment, utility, and escape
reasons for reading as well. These results suggest that reading for 8- to 13-year olds may
serve similar functions across a range of cultural settings.
2.4.3 Development of reading motivation and leisure time reading
Gambrell et al. (1993) found that third graders value reading more and have more positive
reasons for reading than do fifth graders. Similarly, most of the studies concerned with the
development of reading attitudes have demonstrated a decline in reading attitude over the
elementary school years (Chapman & Tunmer, 1995; Kush & Watkins, 1996; McKenna,
Kear, & Ellsworth, 1995; Otter & Schoonen, 1996a). McKenna et al. (1995), for example, in a
longitudinal nation-wide study of 18,185 children in Grades 1 through 6, found that
recreational as well as academic attitudes became more negative gradually throughout the
elementary school years, beginning at a relative positive point and ending in relative
indifference. For poor readers this trend was even more clear. Oldfather (1992) found that
literacy motivation declines even more after students go to junior high school.
Parallel to the decline in reading attitudes, leisure time reading also declines over the
years (Knulst & Kraaykamp, 1996; McKenna, Kear, & Ellsworth, 1995; Otter & Schoonen,
1996a). With regard to the effects of leisure time reading on reading comprehension,
however, no consensus exists. While some researchers have found reading at home to have
a positive effect on reading achievement (Anderson, Wilson, & Fielding, 1988; Bast, 1995;
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Campbell, Voelkl, & Donahue, 1997; Cipielewski & Stanovich, 1992; Cunningham &
Stanovich, 1997), others have found no such effect (Carver & Leibert, 1995; Otter, 1993;
Taylor, Frye, & Maruyama, 1990). Otter (1993) argued that children during leisure time
reading may not read very actively. They may not use effective cognitive reading strategies
that are required to improve reading comprehension, e.g., the reading level of the books they
read at home may not be challenging enough to yield the use of learning and thinking
strategies. Therefore, it is not to be expected that children will become better readers just by
reading much at home.
2.4.4 Reading motivation and leisure time reading of minority groups
In the past, teachers and educators have often tried to explain poor achievement scores of
minority groups by their supposed lack of motivation. For example, in the 1960s and 1970s
the belief prevailed that African-American students in the United States lacked the motive to
strive for success. Mussen (1953) conducted one of the first comparative studies between
African-American and white schoolboys and reported that white schoolboys had greater need
to achieve than their black counterparts. In following studies that basically tested the same
hypothesis the results were contradictory.
Graham (1994) reviewed 133 studies on achievement motivation of African-American
students. She found that in many of the early studies the results were contradictory. Most of
these studies did not include SES in the analyses. In the studies that did, the general pattern
of findings was consistent. For example, a study by Rosen (1959) showed that achievement
motivation scores increased with higher social status. Moreover, when social class was
controlled for in the analyses, the differences between the ethnic groups became smaller or
even showed a pattern of reversal; high SES African-American boys having higher
achievement motivation scores than did boys in a number of low SES groups. After 1969, no
study documented unambiguous differences in need to achieve between African-Americans
and Whites. From these findings, Graham concluded that: 1) there is no strong evidence that
African-Americans lack personality traits associated with the need to achieve; 2) it cannot be
concluded that African-Americans differ from Whites in attributing success to one’s ability
and effort and one’s failure to lack of effort; and 3) both expectancy for future success and
self-concept of ability of African-Americans remain relatively high even in the face of failure.
Thus, according to Graham, the question whether African-Americans and Whites differ in
need to achieve, can be answered by a definite no.
In addition to this, several studies have shown minority children to report more
positive views on school and on reading than white children (Baker & Wigfield, 1999;
McKenna, Kear, & Ellsworth, 1995; Stevenson, Chen, & Uttal, 1990). For example, McKenna
et al. (1995), in a longitudinal study of children in Grades 1 through 6, found small but
significant differences between Whites, Hispanics and African-Americans on recreational
reading attitude as well as on academic reading attitude. With respect to academic reading
attitude, the means of African-American children appeared to be higher than those of white
children, the differences being significant at every grade level. Hispanic children started
higher on academic reading attitude than white children but in Grade 6, ended at the same
level. With respect to recreational reading attitude, white children‘s attitudes were lowest in
Grade 1 but highest at the end in Grade 6.
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Stevenson, Chen, and Uttal (1990) investigated achievement in reading and
mathematics of approximately 3,000 black, white and Hispanic elementary school children in
Grades 1, 3 and 5. They found that black fifth graders liked reading better than did Hispanic
and white children. Black and Hispanic children liked homework more than white children. In
the Netherlands, researchers reported similar results, with minority students having a more
positive attitude toward school than Dutch students (e.g., de Jong, 1987; Teunissen, 1986).
There is evidence that the relations between motivational factors and reading
achievement are not consistent across cultural groups and are weaker for minority students
than for mainstream students. Baker and Wigfield (1999), for example, found substantial
differences between white and African-American students in the relations between a
standardized reading achievement test and different dimensions of reading motivation. The
analyses revealed eight statistically significant correlations for the white children with regard
to the following dimensions of reading motivation: challenge, involvement, work avoidance,
self-efficacy, curiosity, recognition, grades, and compliance. For the African-American
students only the first three of these scales related to reading achievement significantly. The
students were also given a performance assessment, which correlated statistically
significantly with three motivation dimensions for the total group: recognition, compliance,
and work avoidance. For the white students five of the dimensions correlated statistically
significantly: self-efficacy, competition, recognition, compliance, and work avoidance. For the
African-American students, however, none of the dimensions correlated significantly with the
performance test.
Stevenson et al. (1990) found that the self-evaluations of the black children were
unrelated to their actual level of achievement, indicating that the children had not received or
had not effectively incorporated, reliable feedback from their teachers and parents about their
performance. Bock and Moore (1986) suggested that in minority schools, where academic
outcomes and norms are likely to be low, teachers and parents may tend to overestimate
children’s degree of success in school. In addition, Alexander and Entwisle (1988) argued
that black parents’ support for their children is often unconditional and therefore may not be
informative to their child in school related matters. Based on these assumptions, Stevenson
et al. (1990) suggested that black, and presumably also Hispanic children, may be less
effective in gaining a realistic concept of their achievement than white children.
Graham (1994) also found African-American students to overestimate their likelihood
of future success in light of current performance. Graham noted that one might argue that
"African Americans have unrealistically high expectancies, unusually positive self regard, and
exaggerated perceptions of control" (p. 108). Graham cited Taylor and Brown (1988) who
found these three "illusions" to promote mental health and well-being in a review of
motivational research. Graham argued that African-Americans, who often carry the burden of
social and economic disadvantage, may adopt these illusions more often than Whites to
cope with the vagaries of life’s successes and failures. In addition, Graham referred to
anthropological and sociological researchers who have suggested that African-American
students' achievement values may be more compromised by the influence of peer groups
than is the case among white students.
Eccles, Wigfield, and Schiefele (1998) stated that: "Any discussion of performance
and motivational differences across different ethnic groups must take into account larger
contextual issues" (p. 1050). Many minority children, in particular those living in poverty, have
to deal with several difficult issues such as racist or prejudicial attitudes, differences between
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the values of their group and those of larger society, and scarcity of high-achieving role
models (Spencer & Markstrom-Adams, 1990). Fordham and Ogbu (1986) suggested that
since society and schools give African-American students the dual message that academic
achievement is unlikely to lead to positive outcomes for them and that they are not valued by
the system, some of these students may create an oppositional culture that rejects the value
of academic achievement. According to Ogbu (1992) this dynamic will be stronger for
involuntary minorities (e.g., African-Americans) than for voluntary minorities (e.g., recent
immigrants from Southeast Asia). The barriers of language and cultural differences can be
overcome somewhat more easily than the racism that involuntary minorities have to face.
This view is in contrast with the findings of Graham (1994), Stevenson et al. (1990),
and Baker and Wigfield (1999) who found no evidence of greater "disidentification" with
school among African-American students. According to Eccles et al. (1998), it is likely that
some students will have these experiences more as they pass through the secondary school
system. Indeed, the positive motivation of minority students during elementary school is not
continued in junior high school and high school (Stevenson et al., 1990).
Only few studies have examined leisure time reading of students from different
sociocultural backgrounds. McKenna et al. (1995) reported a decline in reading attitudes as
well as in the amount of reading over the elementary school years, for Whites, Hispanics as
well as African-Americans. These findings are in line with research by Otter and Schoonen
(1996a), who also found a decline in leisure time reading for Dutch and minority elementary
school students, with the minority students showing a much stronger decline than the Dutch
students.

2.5

Home and school factors

2.5.1 Home literacy education
There is abundant evidence that parents play an important role in the development of
motivation and literacy skills of their children. Early studies in the 1960s already established
the importance of four parental factors on the development of achievement motivation in their
children: 1) developmentally appropriate timing of achievement demands; 2) high confidence
in one’s children; 3) a warm and supportive family climate; and 4) highly motivated role
models (for an overview see Eccles, Wigfield, and Schiefele, 1998). The early findings also
showed such family factors to typically operate in combination with each other. Furthermore,
the data suggested that parental factors and child factors interact in a reciprocal and dynamic
process: parents influence their children and children influence their parents.
The results of contemporary work are highly consistent with the results of this earlier
work. For example, Grolnick, Ryan, and Deci (1991) have stressed the interplay between
three components of general parenting: 1) involvement and interest in the child’s activities; 2)
support for autonomous activities; and 3) adequate structure. Csikszentmihalyi, Rathunde,
and Whalen (1993) have mentioned support, harmony, involvement, and freedom as
important variables while Eccles (1993) has stressed the importance of emotional support,
role models, and the right balance between structure, control, challenge, and
developmentally appropriate levels of support for autonomy.
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Parents can also clearly influence children’s motivation, interests, and aspirations via
the explicit and implicit messages that they convey. However, the relation between the value
attached to a task by the parent and the value attached by the child may be stronger for
younger than for older children and thus curvilinear (Eccles, Wigfield, & Schiefele, 1998). In
fact, research indicates that excessive attempts to influence a child’s interest in a specific
activity can backfire and even lead to a decrease of interest and involvement (e.g., Deci &
Ryan, 1985; Lepper & Green, 1978).
Several studies have reported relationships between home literacy experiences and
several (pre)literacy skills and school literacy achievement (Dickinson & Tabors, 1991;
Leseman, 1993, Leseman & de Jong, 1998; Mason, 1992; Wells, 1985). In addition, a great
deal of research indicates that differences between home and school uses of literacy may
create problems for children's engagement in literacy learning (for an overview see Baker,
Scher, & Mackler, 1997). Middle-income parents are more familiar with the language and
also with the learning and thinking strategies that the schools use than low-income parents,
which means that middle-income parents can provide a better preparation for school tasks
than low-income parents (e.g., Heath, 1983; Leseman, 1992; Ninio, 1980; Teale & Sulzby,
1987). Moreover, culture and ethnicity can influence parents’ behaviors and children’s
motivation as well. Several researchers have described cultural differences in valued
activities, motivational goals and behavioral styles (for an overview see Eccles et al., 1998).
2.5.2 Strategy instruction and its limitations
Although many researchers (e.g., Harris & Graham, 1996; Pressley, 1998a/b) have argued
that students who have not received explicit strategy instruction, may well fail to discover
strategies that are vital to their learning and development on their own, not all researchers
are convinced that explicit strategy instruction enhances reading comprehension.
Hodges (1980) for example, noted that direct instruction of strategies does have its
limitations. She argued that not all strategies can be easily explained or modeled. In addition,
direct instruction often is verbal and requires much of the listening and concentration skills of
the children. Moreover, a stepwise and explicit direct instruction may seem effective in the
short term but can make the children more dependent on the teacher in the long run (cf.
Schumaker, Deshler, & Ellis, 1986).
Pearson and Fielding (1991) noted: "Recent thinking suggest that it is not explicit
instruction per se, but the nature and content of the interactions that occur between teacher
and student during instruction that count" (p. 841). They argued that if teachers focus on
comprehension of a particular text instead of the teaching of strategies that have no relation
with the text, then the comprehension strategies and generic structures would take care of
themselves.
Baumann, Seifert-Kessell and Jones (1992) compared two groups receiving strategy
instruction by means of group interaction with a control group reading the texts without
strategy instruction and without group interaction. One strategy group received "thinking
aloud" instruction on several strategies. The other strategy group was taught the strategy of
predicting and verifying only. The two experimental groups both performed better than the
control group but did not differ from one another, suggesting that it makes no difference how
many or which strategies are used, as long as there is group interaction. Rosenshine and
Meister (1994) reported similar findings in a review of reciprocal teaching evaluation studies.
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Walraven (1995) noted that it is difficult to give hard evidence that the explicit
instruction of strategies enhances reading comprehension. She suggested that it may just as
well be the social interaction in small groups that is beneficial to reading comprehension
because opportunities for thinking about texts are provided. Moreover, some researchers
(e.g., Beach & Hynds, 1991) have claimed explicit strategy instruction to be detrimental to
reading pleasure, in which case it can lead to a decrease in students’ amount and breadth of
reading.
Alexander, Graham, and Harris (1998) pointed out that students learn by doing, and
that development of strategic behavior will be inhibited if the classroom environments and the
tasks are so tightly structured and so strictly evaluated that students have little incentive to
initiate their own learning. They noted that it is not only the teacher who can help enhancing
strategic behavior. Active engagement is also facilitated in collaborative settings in which
students engage in problem finding as well in problem solving. Alexander et al. argued for
strategy instruction in two ways: 1) by explicitly teaching, modeling, and helping children
develop ownership of relevant strategies; and 2) by creating environments in which
strategies are not only required but also valued and rewarded.
Other researchers have also warned against the practice of training structured skills
in isolation. For example, Baker and Brown (1984) have argued against the common practice
in schools that takes the form of exercises in isolation from the actual process of reading or
studying, for example: students reading in groups and then practicing skills in workbooks.
Baker and Brown argued for the teaching of strategies in the context of actually reading or
studying with the goal of arriving at understanding. Pressley (1995) proposed a balanced
approach with both skills instruction and in-context learning opportunities. He cites Vygotsky
(1962 translation) who pointed out that formally-taught concepts are only really understood if
they are related to naturally acquired ones.
Still others have noted that reading cannot be taught as a set of decontextualized and
isolated skills (e.g., Paris, Wasik, & Turner, 1991; Winograd & Greenlee, 1986). In Paris et
al.'s (1991) view, strategic reading is a companion to strategic writing, strategic listening, and
strategic speaking because the strategies, metacognition, and motivation are interwoven in
the same developmental and educational experiences but they have been disassembled and
fractionated in many curricula that focus on components of reading. According to Paris et al.,
research shows that they must be reassembled in order to be sensible and useful for
students.
2.5.3 The engagement perspective in reading instruction
Guthrie and his colleagues (see Guthrie & Alao, 1997; Guthrie, McGough, Bennett, & Rice,
1996; Guthrie, van Meter, McCann, Wigfield et al., 1996) constructed an instructional
framework to develop motivations and strategies for reading, which they termed conceptoriented reading instruction (CORI). Their approach to reading is grounded in the
engagement perspective. The term reading engagement refers to "the motivated use of
strategies and conceptual knowledge during reading" (Guthrie, van Meter, Hancock et al.,
1998, p. 261). The CORI framework builds on approaches for direct explanation (Dole, Duffy,
Roehler, & Pearson, 1991) and transactional strategy instruction (Pressley et al., 1992).
However, Guthrie, McGough et al. (1996) claim that there is one big difference between
theirs and other strategy instruction approaches. Strategies are important but they are boring
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when used in isolation. Therefore, in CORI the placing of strategies in a rich conceptual
context is paramount. It gives students content-based purposes for reading. Strategies must
be necessary and useful. Strategies are hard to learn, to remember, and to use. Only when
strategies are seen as useful because they serve students’ interests, will students be
motivated to learn them.
Guthrie and Alao (1997) proposed a set of eight design principles for classroom
contexts to promote motivation and strategy use. They expect their set of principles to have
broad applicability across a wide range of ages, reading levels, settings and learning goals.
They have drawn from a variety of studies to inform their thinking about the CORI principles.
The first and most important principle is the use of conceptual themes (i.e., themes such as:
adaptation, patterns of weather, or simple machines). Another design principle is curricular
coherence. According to Guthrie and Alao, integration of subjects makes learning interesting
and meaningful at the same time (cf. Lipson, Valencia, Wixson, & Peters, 1993).
Another important CORI principle is social collaboration: "Something worth learning
through reading is worth sharing" (Guthrie, McGough et al., 1996, p. 186). Furthermore,
cognitive strategy instruction plays an important role in CORI. In the CORI program, strategy
instruction is situated within the conceptual topic. Only those strategies are taught that
enable the students to find the answer to their research questions. Instruction in the form of
modeling, guided practice, and whole-class direction are provided when needed by the
students.
The other CORI design principles are real-world experience (enabling students to
interact with concrete objects and events and providing hands-on activities), self-direction
(enabling students to make choices and personally identify with the learning goals in the
classroom), interesting texts (providing students with various genres of books that match the
topical interest and cognitive competence of the students), and self-expression (enabling
students to publish their own books, write reports, prepare videotapes, compose diagrams or
models, or perform for a real audience). Although Guthrie and Alao present the eight design
principles as a necessary and sufficient set, they suggest that there may be other necessary
and instructional designs available, in addition to the one they proposed.
To evaluate the CORI program, Guthrie, van Meter, Hancock et al. (1998), performed
a study of 172 third- and fifth-grade students, who were low achievers from lower income
schools with a multicultural population. Guthrie et al. compared students who had received
CORI to a control group of students who received traditionally organized instruction with the
same objectives. CORI appeared to have a positive effect on strategy use and on a
traditional text comprehension measure for students in Grade 3 as well as in Grade 5 when
accounting for past achievement and prior knowledge. An interaction between instruction and
grade level was found, indicating that CORI was more beneficial for third than for fifth
graders. In addition, CORI had a positive, indirect effect on conceptual knowledge mediated
by strategy use: path analysis showed that the direct route from instruction to conceptual
knowledge was not significant, but the indirect route via strategy use was. Furthermore, there
was an indirect effect of instruction on conceptual transfer through strategy use and
conceptual knowledge, the CORI groups outperforming the control groups. However, the
direct effect of instruction on transfer was higher for the CORI condition in Grade 3 but higher
for the control condition in Grade 5. Guthrie et al. concluded that the results suggest that
long-term strategy instruction is effective and that instruction can increase the processes of
reading engagement in natural classroom settings. They note that the results add to the
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growing knowledge base that integrated instruction, such as CORI, is beneficial for the
acquisition of reading strategies and knowledge acquisition skills.
2.5.4 Literacy education of students from different backgrounds
An important question is whether instruction is adapted to the students' needs. Schools have
been much less successful in educating students from diverse backgrounds compared to
students from mainstream backgrounds. Au (1993) mentioned two major theories to explain
this phenomenon. In the first theory, the theory of cultural discontinuity it is hypothesized that
there is a mismatch between the culture of the home and the culture of the school. The
second theory is the theory of structural inequality. In this theory, the conditions of schooling
are seen not simply as a mismatch between home and school culture but as a reflection of
larger historical, political, economic and social forces. In this theory, some groups are seen
as subordinate or oppressed and some groups are seen as dominant. The terms "minority
group" and "majority group" do not simply refer to numbers but are often used as synonyms
for subordinate group and dominant group. In the structural inequality theory, schools
function primarily to maintain the status quo by not providing all students with a high-quality
education.
Several researchers have provided examples of perpetuating structural inequality.
Allington (1983, 1991), for example, found that students who are identified as having "weak
language skills" are often placed in the bottom reading group or sent out of the classroom for
remedial reading instruction. Allington demonstrated that children in these conditions often
received lower quality instruction, which centered on oral reading, skill instruction, and other
rote learning activities. Teachers appeared to pay more attention to pronunciation errors and
surface level skills when they were working with poor readers while reserving the teaching of
comprehension strategies for better readers. In Au's (1993) view, most teachers and
educators do not intend to discriminate against students but discrimination results when old
patterns are perpetuated.

2.6

The state of the art

In the Netherlands, research examining the linguistic and cognitive skills of Dutch and
minority groups, indicates that the Surinamese, Turkish, and Moroccan children generally lag
behind the Dutch children on most sub-skills of Dutch language proficiency (Damhuis, de
Glopper, & van Schooten, 1989a/b; Droop, 1999; Smits & Aarnoutse, 1997; Verhallen, 1994;
Verhoeven & Vermeer, 1992a; Vinjé, 1991). Moreover, the differences on diverse language
skills between the different sociocultural groups hardly decline over the years. Reports of the
Bureau for Social and Cultural Planning (SCP) have shown that, when they enter school, the
Turkish, Moroccan, and Antillean groups, lag behind their Dutch peers for two years on
language and literacy skills while the Surinamese, South-European, and Moluccan groups
lag behind about one year. When the children leave elementary school after Grade 6, the
differences between the different sociocultural groups are still large (Tesser, Merens, & van
Praag, 1999). Only the most recent SCP report showed a small decline in the differences.
The Surinamese students in secondary education in particular, appear to catch up to the
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Dutch students. However, the Antillean, Turkish and Moroccan students still lag behind their
Dutch peers considerably (see Tesser & Iedema, 2001).
With regard to the use of reading strategies of elementary students, research is still
scarce. Although there is general consensus that better and older readers possess more
metacognitive knowledge, some studies have found negative relations between frequency of
strategy use and performance. Furthermore, a number of studies have shown differences in
metacognition and strategy use between L1 and L2 learners. L2 students who are successful
students in L1 in particular, appear to make use of similarities between L1 and L2, using
cognates, and transferring strategies across languages. Because bilingual learners
encounter more comprehension difficulties than monolingual learners, their comprehension
monitoring may be more overt. Research suggests that minority students may use more
metacognitive strategies and more text-level strategies to compensate for their lack of lexical
and syntactic knowledge.
In contrast with earlier views, there is now general consensus in the literature that
minority children do not score lower on motivational and attitudinal measures than
mainstream students do. On the contrary, several researchers have shown minority students
to have higher motivation and attitudes for school and for reading. Furthermore, research has
shown that motivation and self-evaluations of minority children are not as strongly related to
their achievement scores as is the case for mainstream students.
With regard to the interrelations between linguistic and cognitive skills, strategy use,
motivation, and leisure time reading, there is considerable agreement that reading
comprehension correlates with decoding ability, language comprehension, vocabulary
knowledge, and IQ but not much is known about the relative contributions of strategy and
motivation variables to reading comprehension. Also not much is known about the effects of
home and school variables on the reading skills, strategy use, and reading motivation of
different groups of students.
With respect to the relations between motivational factors and reading
comprehension, research is not conclusive either. While some researchers have found small
direct effects of motivational and attitudinal factors on reading achievement, others have
found no such relations. In addition, some researchers have reported a positive effect of
leisure time reading on reading achievement while others have found no such effect. Some
researchers have suggested an indirect effect of motivation on reading achievement via
leisure time reading. Others have suggested an indirect effect of motivation on reading
achievement via the use of (meta)cognitive strategies. A lack of longitudinal studies makes it
difficult to establish the direction, and the exact nature of the relations.
The goal of this study is to gain a better insight into the interrelations between
linguistic and cognitive skills, strategy use, motivation, and leisure time reading of students
from different sociocultural backgrounds and the different effects these variables may have
on their reading achievement and engagement.
As can be seen from Figure 2.1, home literacy, leisure time reading, and literacy
instruction in school are hypothesized to affect reading achievement directly or indirectly via
strategy use and reading motivation. Reciprocal relations are assumed to exist between
reading achievement and strategy use, between reading achievement and reading
motivation, and between strategy use and reading motivation. However, research of reading
achievement in relation to strategy use and reading motivation is still in its infancy and it is by
no means clear how these variables interrelate exactly. In addition, research has indicated
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that the interrelations between the different variables and the magnitude of the effects may
not be the same for students in different sociocultural contexts.

Sociocultural context
Home
literacy

Leisure time
reading

Literacy
instruction

Reading
motivation

IQ

Reading
achievement

Strategy use

Figure 2.1
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3

The present study

In this chapter, an outline of the study will be presented. In section 3.1, background
information on the linguistic and sociocultural diversity in the Dutch schools as well as on the
educational context is provided. In section 3.2, the main research questions are presented
while in section 3.3, the design and data collection of the study are described. Section 3.4
deals with the selection and characteristics of the participants and the schools. In section 3.5,
the instruments and data analysis of the study are presented.

3.1

Educational context

3.1.1 Sociocultural and linguistic diversity in the Netherlands
In the Dutch elementary schools, about 15% of the students belong to an ethnic minority
group (Tesser, Merens, & van Praag, 1999). In the urban areas, these percentages are much
higher. Several schools in the cities of Amsterdam, Rotterdam, The Hague and Utrecht have
a 100% minority population. From a social-historic perspective, two large minority groups can
be distinguished: a group from the Mediterranean area, and a group from the ex-colonies.
In the 1960s and 1970s, many people from the Mediterranean area came to the
Netherlands to work in the Dutch factories. There were people from Italy, Spain, Greece,
Egypt, and Algeria but the largest groups were from Turkey and Morocco. Most of these
workers had planned to stay a few years, earn some money and go back. However, as the
socioeconomic conditions in their home countries did not improve, many were forced to
make their stay in the Netherlands permanent. In the 1980s and 1990s, many husbands had
their families come over and these family reunions caused an inflow in the Dutch schools of
students who did not speak Dutch. Although nowadays most of the Turkish and Moroccan
children that enter kindergarten are born in the Netherlands, they often have a very limited
knowledge of the Dutch language (Narain & Verhoeven, 1994). Most of the Turkish and
Moroccan children are from Islamic families, with parents with low educational levels, who
often came from the poorest rural areas of their home countries.
The ex-colonial group consists of mainly people from the former Dutch colony
Surinam in South America, and from the Antilles, six small islands in the Caribbean Sea. In
fact, the Antilles are still Dutch. In the Surinamese and Antillean schools, Dutch is still the
official language, although at home a different language is often spoken. Contrary to the
Turkish and Moroccan children, children from Surinam and the Antilles often speak some
Dutch as they enter the Dutch schools (Narain & Verhoeven, 1994). The largest groups of
Surinamese children have parents that originate from India or Africa. Most of the students
from India have a Hindu background. Smaller groups are of Chinese, Javanese or native
Indian origin. All these different groups, with the exception of the native Indians naturally,
were brought to Surinam by the Dutch as slaves or contract laborers to work on the
plantations. In 1975, when Surinam became an independent country, large groups of people
emigrated to the Netherlands.
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Over the last few decades, many children of refugees from all over the world have
entered the Dutch schools. However, the Turkish, Moroccan, and Surinamese groups still are
by far the largest minority groups in the Netherlands.
3.1.2 Bilingual education policy in the Netherlands
The influx of large groups of immigrant children into Dutch schools in the 1960s and 1970s
had its effect on educational policy. Initially it was expected that these children, who were
mainly from Turkish and Moroccan backgrounds, would stay in the Netherlands only
temporarily. To be able to maintain their first language, the Dutch government legalized 5
hours of home-language instruction a week during the elementary school years. Especially in
the larger cities, many home-language teachers were appointed, usually teachers originating
from Turkey and Morocco. Groups that were not characterized as socially disadvantaged
(e.g., the German or French group), were not entitled to this form of home-language
instruction during school hours. The Surinamese and Antillean students were not entitled to
home-language instruction either, because Dutch still was the instructional language in
Surinamese and Antillean schools. Thus, it was assumed these students spoke Dutch when
they came to the Netherlands. In the 1980s and 1990s, it became clear that most of the
immigrants would not return to their home countries. As a result government policy changed,
and home-language instruction was only allowed for 2.5 hours per week for specified
minority groups.
The theories of Cummins (1984) led to some experiments with transitional literacy
classes for Turkish and Moroccan children who initially formed large homogeneous groups in
the Dutch schools. Cummins argued that minority students should receive instruction in their
first language and develop cognitive academic language proficiency (CALP) before being
introduced to a second language. However, despite positive findings indicating that
transitional education promotes the home language without delaying literacy achievement in
Dutch (Verhoeven, 1987), support for bilingual instruction decreased over the years. One
current argument against bilingual education is that recent waves of immigrants from
countries all over the world have complicated the organization of bilingual instruction for all of
the different groups. Another argument against bilingual education is that it has not shown
extra gains in Dutch proficiency compared to the regular assimilation practices. In recent
educational politics, home language instruction in elementary school is seen as a temporary
help only; mainly used to bridge the gap between home and school, to facilitate the learning
of Dutch, and to promote school success (see Vallen & Stijnen, 1987).
Nowadays, in schools with large numbers of Turkish and Moroccan children, the
Turkish and Moroccan teachers often teach in kindergarten a few hours daily, to support the
Mediterranean children who do not speak Dutch as they enter school. At the age of 6,
however, when formal reading instruction starts, most of the children are immersed in a
second language literacy curriculum. Thus, in the Netherlands, as in most industrialized
countries, literacy instruction for most minority children is L2-based from the beginning.
3.1.3 The educational system
In the Netherlands, there is no division between public and private schools like there is in
Great Britain and in the United States. In fact, there are very few private schools in the
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Netherlands. However, there are Protestant and Catholic schools, public authority schools,
neutral schools, and schools with a particular philosophy (e.g., Montessori or Dalton
schools). In urban areas, also some Hindu and Islamic schools can be found. All of these
schools can be called public schools because they are all funded by the government. This
system is called pillarization: every religious or philosophical group or pillar in society is
entitled to its own schools, provided the schools observe the regulations of the government
regarding teacher qualifications, curriculum, amount of students, and hours of instruction.
In the past, parents tended to send their children to a school according to their
religion or philosophy. If the parents were not religious or there was no school nearby that
matched their religion, they would send their children to a public authority school or to a
neutral school. Nowadays, the separation between religious and non-religious schools is not
very strict anymore. For example, large numbers of Hindu and Islamic students can be found
in public authority schools as well as in Protestant and Catholic schools. Besides, parents for
reasons of convenience, often opt for the school closest to their home, irrespective of the
religion or philosophy of the school.
3.1.4 Literacy education in the Netherlands
In the Netherlands, children enter school at the age of four. After two years of kindergarten,
where only limited preliminary instruction on reading and writing skills is given, they enter
Grade 1 (= groep 3). Here formal reading and writing instruction starts. During Grades 1 and
2 there is a strong focus on the technical aspects of reading, that is, on decoding skills. After
the initial stages of learning to read in Grade 1, the training of comprehension skills starts in
Grade 2 or 3, often by means of a reading comprehension program. The reading
comprehension programs are categorized in A, B and C programs, according to the ratings
of the federal inspection of education (Inspectie van het Onderwijs, Inspectierapport, 19961). The A-programs are modern programs in which strategy instruction is included; the Bprograms have some strategy instruction while the C-programs are regarded as insufficient
because strategy instruction is completely lacking. The number of schools using A-programs
is increasing rapidly.
In reading instruction in the Netherlands, the emphasis is on the teaching of separate
skills; there are different programs for decoding skills, writing skills, spelling skills,
comprehension skills, et cetera. Moreover, within the different reading programs subskills are
often taught separately. Integration of skills and subjects hardly occurs. In many schools, it is
common practice to place all students in ability groups a few times a week, to practice
decoding skills. The students read aloud in turns, in books that match their reading level,
often under supervision of a parent. The focus is on decoding rather than comprehension
during these lessons.
3.1.5 Literacy development in the Netherlands
In the Netherlands, educators and researchers as well as teachers, are concerned about the
low results of Dutch students with respect to literacy skills. About 7.5% of the Dutch students
leave elementary school functionally illiterate while for minority students this percentage is
15% (Verhoeven, 1992b). In an international test for reading proficiency administered in 27
countries by the International Association for the Evaluation of Educational Achievement
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(IEA), Dutch students in Grade 3 only ranked 21st (Elley, 1992; de Glopper & Otter, 1992). In
several other studies, Dutch students’ scores for different reading skills tests were low
(Zwarts, 1990, Sijtstra, 1992; Sijtstra, 1997).
Dutch researchers involved in the IEA Reading Literacy Study suggested that in low
scoring countries, children have a poorer notion of the meaning and function of reading (de
Glopper & Otter, 1993). For example, many children in the Netherlands seem to think that
reading is ‘saying words aloud’ rather than thinking about the content of the text. This may be
the result of the emphasis on separate skills in reading instruction. By only practicing skills
separately children do not experience the joy of reading, nor do they gain an understanding
of the communicative function of reading. This might also be one of the reasons why
motivation for free-time reading is decreasing (see Otter & Schoonen, 1996a).
With regard to minority children, the results are even more worrying. Considering the
studies conducted in schools in urban areas in the Netherlands, it can be stated that minority
children lag behind the Dutch children on all subskills of language proficiency (Damhuis, de
Glopper & van Schooten, 1989a/b; Droop, 1999; Smits & Aarnoutse, 1997; Verhallen, 1994;
Verhoeven & Vermeer, 1992a; Vinjé, 1991). When they enter school, the Turkish, Moroccan,
and Antillean groups, generally lag behind their Dutch peers for two years on language and
literacy skills while the Surinamese, South-European, and Moluccan groups lag behind for
about one year, as reports of the Bureau of Social and Cultural Planning (SCP) showed (see
Tesser, Merens, & van Praag, 1999). Tesser et al. (1999) reported that, when the children
leave elementary school after Grade 6, the differences between the different sociocultural
groups are still as large as at the start of their schooling.
Only the most recent SCP report showed a small decline in the differences on
language and literacy skills between most of the groups at the end of Grade 6. The
Surinamese students in secondary education in particular, appear to catch up to the Dutch
students. However, the Antillean, Turkish and Moroccan students still lag behind their Dutch
peers considerably (see Tesser & Iedema, 2001). The low results of the Dutch as well as the
minority children are quite worrying because both school and society demand functional
literacy (Verhoeven, 1994a). Besides, reading comprehension is an important predictor of
school success (Daneman, 1991).

3.2

Main research questions

In the present study, reading achievement will be examined from the engagement
perspective (cf. Guthrie & Wigfield, 2000). Consequently, the present study will not only
address the development of and relations between reading skills but also the relations of
reading achievement with strategy use and reading motivation. Although many researchers
have investigated the interrelations between reading skills for Dutch and minority students,
not many studies have examined these skills in relation to strategy use and reading
motivation for Dutch students, let alone for students from different sociocultural backgrounds.
In subsequent chapters, an attempt will be made to answer the following questions:
1. Which language and literacy activities are conducted in Grades 3 and 4? How much time
is spent on these activities? How do schools with varying populations differ in this
respect? (Chapter 4)
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2. How do reading skills, use of reading strategies, reading motivation, and leisure time
reading develop in third- and fourth-grade students from different sociocultural
backgrounds? How do the groups differ in this respect? What are the differences for
Dutch versus minority students with high versus low reading comprehension ability
levels? (Chapter 5)
3. What are the interrelations between reading skills, use of reading strategies, reading
motivation, and leisure time reading? How do third- and fourth-grade students from
varying sociocultural backgrounds differ in this respect? (Chapter 6)
4. Which home and teacher variables most strongly predict reading comprehension, reading
vocabulary, use of monitoring strategies, and intrinsic reading motivation, in third- and
fourth-grade Dutch and minority students? (Chapter 7)
In the Chapters 4 to 7, more detailed questions related to these main questions are
formulated.

3.3

Design and data collection

To answer the research questions, a two-year longitudinal study was performed among
elementary students in Grades 3 and 4 (= groep 5 en 6). Data were collected between
September 1995 and July 1997. The longitudinal design made it possible to follow the
students' reading development and compare groups over time. Also the interrelations
between the different variables could be explored in this design.
In Chapter 4, it is examined which literacy activities were conducted in these grades
and how much time was spent on these activities. Therefore, the third- and fourth-grade
teachers were presented with a literacy questionnaire and an attitudes questionnaire
regarding reading instruction. During each school year in three two-week periods, the
teachers completed teacher literacy logs, in which they reported daily on the literacy activities
they engaged in with their students. Moreover, classrooms observations of regular reading
comprehension lessons were made half-way during Grades 3 and 4.
To answer the research questions of Chapters 5, 6, and 7, several tests and
questionnaires were administered to the students. Listening comprehension, reading
comprehension, reading vocabulary, decoding skills, use of reading strategies, and reading
motivation of four different groups of students were assessed. The measurements took place
at the beginning of Grade 3, the end of Grade 3, and the end of Grade 4. Listening
comprehension was measured at two points in time only: at the beginning of Grade 3 and the
end of Grade 4.
Leisure time reading was assessed using student reading logs. In these logs, the
students also reported on other leisure time activities. The students kept the logs daily during
three two-week periods in Grades 3 and 4. To assess the literacy climate at home, the
children were interviewed individually, half-way during third grade. Non-verbal IQ was used
as a control variable and was measured at the end of third grade. In Table 3.1, the design of
the study is displayed.
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Table 3.1

Design of the study
Grade 3
Oct/Nov

Student and home variables
Listening comprehension (test)
Decoding skills (test)
Reading vocabulary (test)
Reading comprehension (test)
Reading strategies (student questionnaire)
Reading motivation (student questionnaire)
Non-verbal IQ (test)
Leisure time reading (student log)
Home literacy climate (student interview)
Classroom variables
Teacher attitudes (questionnaire)
T. views on reading motivation (questionnaire)
Independent reading facilities (questionnaire)
Book promotion activities (questionnaire)
Availability of books (questionnaire)
Daily literacy activities (teacher log)
Comprehension instruction (observation)

Jan

Mar

x
x
x
x
x
x
x

Grade 4
Jun

Nov

Jan

Mar

x
x
x
x
x
x

x
x
x
x
x
x
x
x

x

x

x

x

x

x
x
x
x
x

x

Jun

x

x
x

x
x
x
x
x

x

x
x

The paper and pencil tests, the questionnaires, and the reading logs were administered by
the classroom teachers. To guarantee uniform procedures, the teachers received detailed
instruction on the test procedures. All tests were administered in the morning hours. The
reading comprehension test and the listening comprehension test both consisted of two parts
and were administered in two sessions on different days.
The non-verbal IQ test was administered in the classroom by either the researcher or
a trained test assistant. The decoding skills test and the student interview were administered
to each child individually in a quiet room outside the classroom by either the researcher or a
test assistant. The test assistants were students from the Faculty of Social Science at the
University of Leiden and trained to administer the tests and interviews. The classroom
observations were performed by the researcher and by four test assistants, who received
instruction and training with regard to the observation protocol.

3.4

Participants

3.4.1 Selection of participants
A random sample of 150 schools was drawn from all the elementary schools in the provinces
of South-Holland, North-Holland, and Utrecht. For reasons of efficiency four schools in this
sample were left out as they were situated in remote areas. The remaining schools as well as
all elementary schools in The Hague were invited to participate in the study. Eventually, 36
schools of the 146 schools that had received an invitation, consented to cooperate in a
longitudinal study which started in September ’95 in Grade 3 and ended in July ’97 at the end
of Grade 4.
After the first test period, two schools withdrew from the study because they had
underestimated the amount of work involved in administering the tests and filling in the
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questionnaires and logs. Of the 34 remaining schools, 21 were schools in large cities
(Rotterdam, Amsterdam and The Hague), 5 were schools in middle-sized cities, and 8 were
schools in rural areas. The participation of 21 schools in large cities guaranteed the presence
of a large sample of children from diverse sociocultural and linguistic groups. Four different
groups were involved in the study: 1) a group of Dutch students from high and middle class
backgrounds (high SES); 2) a group of Dutch students from low socioeconomic backgrounds
(low SES); 3) a group of students from Surinamese and Antillean backgrounds (ex-colonial),
and; 4) a group of students from Turkish and Moroccan backgrounds (Mediterranean). The
ex-colonial and Mediterranean students were mainly from low SES families.
To determine the socioeconomic status (SES) of the students, the so-called student
weight was used. In the Netherlands, schools with a large amount of socially and
economically disadvantaged students are entitled to appoint extra teachers. Therefore, every
student's weight is assessed. The students' weights are based on a combination of
educational and vocational level of the parents and on ethnic origin. A student weight of 1.00
indicates that the student is Dutch and the parents (or one of the parents) have had at least
secondary education and have skilled employment. A student weight of 1.25 indicates a low
educational level, and unskilled employment or unemployment of the Dutch parents. A
weight of 1.90 indicates that the student belongs to an ethnic minority group, and that the
parents have a low socioeconomic status.
All 972 students in Grade 3 of the involved schools participated in the study. Only
children who lived in the Netherlands less than two years were excluded as it was assumed
that they would not speak the Dutch language sufficiently to take the tests. During the study,
69 students dropped out because they moved to other schools, were referred to special
education classes or because they had to repeat Grade 3. These students were excluded
from the study as well.
Furthermore, there was a miscellaneous group of 88 children from other than the
aforementioned nationalities and of children who had one Dutch and one foreign parent. SES
varied in this group. The heterogeneity of this group made it difficult to compare them with
the other groups. Although the children in this group did all the tests, they were not included
in the analyses.
In Table 3.2, the numbers of students in the four sociocultural groups are displayed
as well as gender distribution and average age in months in Grade 3. Of the 815 students,
409 were female and 406 were male. The mean age in Grade 3 (on the first of November)
was 106 months; 8 years and 10 months. As the table shows, the Dutch high SES children
on average were about 3.5 months younger than the Mediterranean children.
Table 3.2

Characteristics of student population in Grade 3 (n = 815) of 34 Dutch schools at the
start of the study
Dutch children
Minority children

Sex
Female
Male
Total
Mean age in months

High SES

Low SES

Ex-colonial

Mediterranean

145
143
288
104.03

93
92
185
106.10

81
99
180
106.84

90
72
162
107.56
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As can be seen in Table, 3.2, of the 473 Dutch children who participated in the study, 288
had a student weight of 1.00, indicating a high or middle class background. The remaining
185 Dutch students all had a student weight of 1.25 and were from low SES families. The
342 minority students were mainly from low SES families. Of the 180 ex-colonial students,
163 were from Surinam, and 17 from the Dutch Antilles. Of the 163 Surinamese children, 124
were from Hindu families, 29 from Creole families of African origin, and 3 from Javanese
families. One child had a Chinese background while the background of 6 children was
unknown. Of the 162 Mediterranean students, 94 were from immigrant families from Turkey,
and 68 from Morocco.
3.4.2 Students characteristics
In the student interview, the children answered questions with regard to literacy climate and
parental involvement at home. Also some questions on the background situation of the
families were answered (e.g., nationality, use of first or second language).
In Table 3.3, the percentages for the use of first and second language in the home
environment are displayed. Not surprisingly, the home language of the Dutch high and low
SES groups was mainly Dutch. Of the ex-colonial group, 45% of the children had Dutch as
their first and only home language, 49% used Dutch as a second language together with
their first language, and 6% only used their first language (other than Dutch) at home. Of the
Mediterranean group 6% spoke only Dutch at home, 68% spoke two languages (Dutch as a
second language together with the first language), and 26% of the children only spoke a
language other than Dutch at home.
Table 3.3

Percentages of first and second language use at home for the four groups of students
Dutch children
Minority children

Dutch
Dutch + other language
Other language

Table 3.4

Non-verbal IQ

High SES
98%
2%
0%

Low SES
99%
1%
0%

Ex-colonial
45%
49%
6%

Mediterranean
6%
68%
26%

Mean scores and standard deviations for the Raven PM (sets A, B and C) for the four
groups (max. score = 36)
Dutch children
Minority children
High SES
Low SES
Ex-colonial
Mediterranean
(n = 278)
(n = 175)
(n = 165)
(n = 155)
M
SD
M
SD
M
SD
M
SD
27.66

(4.55)

25.99

(4.71)

24.85

(5.66)

23.34

(5.66)

Non-verbal IQ of the children was tested with the Raven Progressive Matrices, sets A, B and
C (Raven, Court & Raven, 1977), a task commonly viewed as a measure of nonverbal
intelligence. The score for this test was used as a co-variable in the present study. Using a
verbal intelligence test would have been very disadvantageous for the minority groups
involved in the study, who generally speak Dutch as a second language. In Table 3.4, the
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mean scores and standard deviations for the Raven test are displayed. The test revealed
small but significant differences between the four groups (p<.001).

Table 3.5

Background characteristics of the four subgroups
Dutch children
High SES
Low SES
(n = 266)
(n = 172)
%
%
How many books do you own?
79.1
79.3
More than 10
9.9
9.8
About 10
9.9
9.8
A few
1.2
1.1
None
Did your parents read aloud to
you when you were younger?
50.6
65.7
Every day
19.8
20.0
Once or twice a week
17.4
7.2
Sometimes
4.1
1.1
Never
8.1
6.0
I don’t remember
Are you a good reader?
Very good/Good
65.8
61.0
Not good, not bad
25.2
33.7
No/Not good at all
9.0
5.2
Do you like reading?
66.3
76.7
Very much/Much
30.2
20.3
Not too much
3.5
2.6
Not at all
Do you have a library
membership?
Yes
88.3
76.2
No
11.7
23.8
What do you like reading most?
57.0
67.3
Children’s book
36.0
25.9
Comic book
5.8
5.6
Children’s magazine
1.2
1.1
Newspaper
Do you have a subscription to a
children’s magazine at home?
Yes
62.4
45.3
No
37.6
54.7

Minority children
Ex-colonial
Mediterranean
(n = 170)
(n = 157)
%
%
45.9
12.9
37.1
4.1

12.7
12.7
56.1
18.5

36.5
12.9
20.0
17.1
13.5

19.1
17.8
20.4
31.8
10.8

62.9
24.1
12.9

46.5
33.8
19.7

73.5
22.9
3.5

76.4
21.0
2.5

83.5
16.5

82.7
17.3

77.6
16.5
4.7
1.2

70.7
20.4
5.1
3.8

33.5
66.5

20.4
79.6

In Grade 3, all students were interviewed. Part of the interview results were used in Table
3.5, to provide a number of background characteristics of the four subgroups. In the table,
the valid percentages for a number of home literacy variables are displayed, such as book
possession, joint book reading, competence beliefs, reading motivation, and library
membership.
As can be seen in Table 3.5, book possession was very similar for Dutch high and
low SES children; about 80% of the Dutch children reported to have more than 10 books. Of
the ex-colonial group, 45.9% of the children reported to have more than 10 books while only
12.7% of the Mediterranean children had more than 10 books. Of the Turkish and Moroccan
children, 8.5% did not even possess one single book.
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On the question whether one of the parents had read to them when they were
younger, 85.7% of the Dutch high SES children reported that this had occurred on a daily
basis or at least once or twice a week. For the Dutch low SES children this percentage was
70.4% while for the ex-colonial and Mediterranean children these percentages were 49.4%
and 36.9%, respectively.
More than 60% of the children of the two Dutch groups and the ex-colonial group
found themselves to be good or very good readers. For the Mediterranean group this
percentage was much lower (46.5%). On the question of how they liked reading, about 75%
of the two minority groups and the Dutch high SES group said they liked reading very much.
The Dutch low SES group scored lowest on this question (66.3%). Table 3.5 shows the same
pattern with regard to library membership; the Dutch low SES groups scoring lowest here as
well, with a percentage of 76.2. Of the two minority groups and the Dutch high SES group,
well over 80% of the children reported to have a library membership.
Contrary to what teachers and educators often fear, the majority of the children
appeared to prefer children’s books to comic books. In the ex-colonial group, the percentage
of comic book lovers was lowest (16.5%), in the Dutch low SES group highest (36%). Of the
Dutch high SES children 62.4% were subscribed to a children’s magazine; while 45.3% of
the Dutch low SES children, 33.5% of the ex-colonial children, and 20.4% of the
Mediterranean children had such a subscription.
3.4.3 School, classroom and teacher characteristics
In the different questionnaires that were administered at the end of the school year, the
teachers provided background information on a number of school, classroom, and teacher
characteristics, and on the use of curricular materials. In Table 3.6, the various school,
classroom, and teacher characteristics of the 87 third- and fourth-grade groups are
presented.
As can be seen in Table 3.6, the majority of the teachers were female (67.8%). Most
of the teachers involved in the present study worked in public authority schools (39.1%) or in
Protestant schools (28.7%). Sixteen teachers taught in classrooms with mainly Dutch high
SES students (18.4%), 24 in classrooms with mainly Dutch low SES students (27.6%), 21 in
classrooms with mixed low SES populations (24.1%), and 26 in classrooms with an overall
minority population (29.9%).
In the numbers of students per classroom, also children were included who were not
involved in the present study but were in the classroom because the teacher had a mixed
age group. The majority of the classrooms (53.7%) had between 21 to 29 students, 31.7%
had 15 to 20 students, and 14.6% had 30 to 36 students. In schools with many low SES and
minority children, the numbers of students per classroom generally were lower, because of
the extra faculty these schools are entitled to.
Fourteen teachers only had 1 year of teaching experience (18.7%), 28% had 2 to 3
years experience, 41.3% had between 4 to10 years of experience while 12% had more than
10 years experience. Thirteen teachers (15.1%) were not the only classrooms teachers of
their group but had a shared job. Ten of the 87 groups were combined with a different age
group (11.6%).
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Table 3.6

School, classroom, and teacher characteristics of the 87 3rd- and 4th-grade groups

Gender of the teachers
Female
Male
School denomination
Public authority
Protestant
Catholic
Neutral
Miscellaneous
Mean classroom student weight
Weight 1.00 – 1.09 (Dutch high SES)
Weight 1.10 – 1.29 (Dutch low SES)
Weight 1.30 – 1.79 (mixed Dutch low SES and minority)
Weight 1.80 – 1.90 (minority)
Numbers of students per classroom
15 to 20 students
21 to 29 students
30 to 36 students
Missing answers
Number of years experience teacher
1 year
2 to 3 years
4 to 10 years
more than 10 years
Missing answers
One classroom teacher or shared job?
One classroom teacher
Shared job
Missing answers
Were the students in this study part of a mixed age group?
Yes
No
Missing answers
Ability grouping for decoding skills?
No
In Grades 3 and 4
In Grades 3/4/5
In Grades 4/5/6
Other form of ability grouping
Missing answers
Did the teacher ever take a course on reading instruction?
Yes
No
Missing answers
Does the teacher like reading?
Not too much
Rather much
Very much
Missing answers
Number of books teacher reads yearly
1-3 books
4-10 books
11-20 books
More than 20 books
Teachers in shared job with different answers
Missing answers

Frequency

Valid %

59
28

67.8%
32.2%

34
25
8
12
8

39.1%
28.7%
9.2%
13.8%
9.2%

16
24
21
26

18.4%
27.6%
24.1%
29.9%

26
44
12
5

31.7%
53.7%
14.6%

14
21
31
9
12

18.7%
28.0%
41.3%
12.0%

73
13
1

84.9%
15.1%

10
76
1

11.6%
88.4%

17
3
14
47
1
5

20.7%
3.7%
17.1%
57.3%
1.2%

26
49
12

34.7%
65.3%

9
28
36
14

12.3%
38.4%
49.3%

6
13
25
27
1
15

8.3%
18.1%
34.7%
37.5%
1.4%
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In 78.1% of the schools, some form of ability grouping with regard to decoding skills
(reading speed and accuracy) was occurring. Most of the teachers (65.3%) reported never to
have taken a course on reading instruction. Almost half of the teachers (49.3%) reported they
liked reading very much while 12.3% were not too fond of reading. The majority of the
teachers (72.2%) reported to read more than 10 books yearly.
Use of reading comprehension programs
Almost half of the teachers (48.1%) reported to use only one reading program for the
teaching of reading comprehension, 29.6% used a program in combination with additional
materials while 22.2% reported not to use a reading program on a regular basis. In Table 3.7,
the frequencies and valid percentages of the reading programs the teachers mentioned as
their principal program for reading comprehension are presented for Grades 3 and 4
separately.
Table 3.7

Frequencies (#) and percentages for reading comprehension programs mentioned by
the 87 teachers as their principal program in Grades 3 and 4
Grade 3 (n = 42)
Grade 4 (n = 39)

No reading comprehension program
Self developed materials
A. Lees je wijzer (Zeist: Dijkstra)
A. Wie dit leest (Tilburg: Zwijsen)
B. Taal Kabaal (Tilburg: Zwijsen)
B. Leeswerk (Den Bosch: Malmberg)
B. Begrijpend lezen/Taal Totaal (Groningen: Dijkstra)
B. Lezen in Balans (Groningen: Wolters-Noordhoff)
C. Actief lezen (Groningen: Dijkstra)
C. Nieuwe leesvormen (publisher unknown)
C. Stillezen (Groningen: Dijkstra)
C. Leesmarkt (Zeist: Dijkstra)
C. Eerste stap op het studiepad (Kampen: Kok
Educatief)
Zwaluw project (CPS)

#

%

#

%

4
1
2
2
14
9
2
2
2
1
1
1
-

9.5%
2.4%
4.8%
4.8%
33.3%
21.4%
4.8%
4.8%
4.8%
2.4%
2.4%
2.4%
0.0%

13
1
2
5
8
1
1
2
4
1

33.3%
0.0%
2.6%
5.1%
12.8%
20.5%
2.6%
2.6%
5.1%
0.0%
0.0%
10.3%
2.6%

1

2.4%

1

2.6%

As can be seen from Table 3.7, the reading comprehension programs are categorized in A-,
B- and C-programs, according to the ratings of the federal inspection of education (Inspectie
van het Onderwijs, Inspectierapport, 1996-1). The A-programs are modern programs in
which strategy instruction is included, the B-programs have some strategy instruction while
the C-programs are regarded as insufficient as strategy instruction is completely lacking.
Only two schools in the present study used an A-program. The B-programs Taal Kabaal and
Leeswerk were most commonly used. Most of the schools in third grade used the program
Taal Kabaal, which in the past was often recommended for schools with many at-risk
students. However, it seemed that the teachers were not very content with this program; 9
schools that used Taal Kabaal in third grade, stopped using it in fourth grade.
Several schools still used the older C-programs. One school reported to use the
Zwaluw Project, which is intended as a program for decoding skills rather than reading
comprehension. The table shows that in third grade, 9.5% of the teachers did not use a
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reading program. However, in fourth grade, this percentage had increased to 33%, due to a
dramatic decrease of the use of the program Taal Kabaal.
Of the teachers who did use a reading program, 45.3% reported to skip a lesson now
and then, while 4.8% of the teachers systematically skipped parts of the program. Almost
40% of the teachers reported that the program they used was not satisfactory.
Use of reading tests
In Table 3.8, the frequencies and percentages for the use of reading tests in Grades 3 and 4
are displayed.
Frequencies and percentages for the use of decoding and comprehension tests in
Grades 3 and 4
Grade 3 (n = 44)
Grade 4 (n = 43)
Frequency Valid %
Frequency Valid %
General use of a decoding skills test?
92.3%
94.9%
36
37
Yes
7.7%
5.1%
3
2
No
4
5
Missing answers
General use of a reading comprehension test?
Yes
31
79.5%
28
71.8%
No
8
20.5%
11
28.2%
Missing answers
5
4
Table 3.8

Table 3.8 shows that more than 90% of the third- and fourth-grade teachers reported the use
of a decoding skills test. About three quarters of the teachers also reported the use of a
reading comprehension test. The use of reading comprehension tests in Grade 4 declined
parallel to the decline of the use of reading comprehension programs (see Table 3.7).

3.5

Instrumentation

3.5.1 Instruments at the student level
Listening comprehension
It is generally acknowledged that listening comprehension is an important component of
reading (Carver, 1993; Daneman, 1991; Hoover & Gough, 1990). A standardized test of oral
text comprehension (Luisteren M5, Krom, 1992) served as the operationalization of listening
comprehension. In this test, the students listened to a number of short stories, interviews and
conversations on audio tape, after which they answered multiple choice questions.
Decoding skills
Another important component of reading is word encoding (Daneman, 1991; Hoover &
Gough, 1990; Perfetti, 1985), operationalized in the present study by a standardized
decoding skills test (Drie Minuten Test, Verhoeven, 1992a). This test, in which both speed
and accuracy are measured, consists of three word cards. For the present study, only the
third card was used with the most complex, polysyllabic words. The students were asked to
read the list of words as quickly and as clearly as possible.
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Reading vocabulary
Vocabulary knowledge is seen as an important component of reading and reading
comprehension (Aarnoutse & van Leeuwe, 1998; Bast, 1995; Droop, 1999; Stanovich, 1986).
Reading vocabulary pertains to words that occur in written text rather than in oral texts. To
measure reading vocabulary, a standardized test (Leeswoordenschattaak, Verhoeven &
Vermeer, 1992b) was used in which the children had to read a number of sentences in which
a word or an expression was printed in bold. The meaning of the word or the expression had
to be chosen from four alternatives.
Reading comprehension
The ultimate goal of reading instruction is reading comprehension. To measure reading
comprehension an integrative test was used. This test was previously used in an
international literacy study of 9-year-olds in 27 different countries (see Elley, 1992; de
Glopper & Otter, 1992). In this test, the students read a number of narrative and expository
texts as well as some documents, such as graphs and tables.
Reading strategies
In the last two decades, several researchers have stressed the importance of strategy use in
reading comprehension and instruction (Aarnoutse & Weterings, 1995; Baker & Brown, 1984;
Durkin, 1978/79; Paris, Wasik, & Turner, 1991; Pressley, 2000). Not much is known about
the strategy use of elementary students in the Netherlands. To investigate the use of reading
strategies among third and fourth graders, a questionnaire was constructed adapted from an
instrument previously used in Grades 5 and 6 by Mooij (1994) and from instruments used in
studies by Pintrich and de Groot (1990) and Sliepen (1995). In the questionnaire, the children
had to report how often they used a number of given strategies before, during, and after the
reading of a narrative or expository text. The questionnaire was treated with factor analysis.
On the basis of research and the results of the factor analysis, four dimensions of reading
strategies were identified: monitoring strategies, routine strategies, text-based strategies and
estimation strategies.
Reading motivation
Many researchers have acknowledged the role of motivation in reading development (e.g.,
Guthrie and Wigfield, 2000; Paris, Wasik, & Turner, 1991; Pressley, 1998b). In addition,
there is general consensus that reading motivation is multidimensional (Wigfield & Guthrie,
1997b). In the present study, reading motivation was assessed by a questionnaire adapted
from instruments previously used in reading research (Aarnoutse, 1990; Greaney & Neuman,
1990; Tellegen & Catsburg, 1987). The items addressed affective, cognitive and behavioral
aspects of reading attitudes as well as reading motivation. The questionnaire was treated
with factor analysis. On the basis of research and the results of the factor analyses, three
distinct motivational factors were identified: intrinsic motivation, extrinsic motivation, and
escape motivation.
Nonverbal intelligence
Differences in reading comprehension can partly be attributed to intelligence (Aarnoutse &
van Leeuwe 1988, de Glopper, 1993). Because verbal IQ tests and reading comprehension
show a large amount of overlap, researchers have preferred the use of non-verbal IQ tests in
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relation to reading comprehension (Aarnoutse & van Leeuwe, 1988; Bast, 1995; Droop,
1999). In order to control for differences in intelligence in the present study, children’s IQ was
assessed using Raven’s Standard Progressive Matrices, sets A, B and C (Raven, Court &
Raven, 1977), a task commonly viewed as a measure of nonverbal intelligence. For this test,
the students had to choose a missing part in a figure from six to eight alternatives.
Leisure time reading
There is no consensus on the effects of leisure reading on reading achievement. Whereas
some researchers have found no relations between leisure time reading and reading
comprehension (Carver & Leibert, 1995; Otter, 1993), other researchers have stressed the
importance of the amount of reading, at home and in school, for reading achievement (e.g.,
Anderson, Wilson, & Fielding, 1988; Cipielewski & Stanovich, 1992; Guthrie, Wigfield,
Metsala, & Cox, 1999). In the present study, leisure time activities were measured via
student reading logs. These reading logs were adapted from diaries used by Otter (1993) in
previous research. The students completed the reading logs during three two-week periods
in Grades 3 and 4. They reported daily whether or not they had engaged in the following
activities on the previous day: reading a book; reading a comic book or children's magazine;
talking with family member(s) about book(s); and watching TV. If they had been reading, they
were asked how long they had been reading.
Home literacy climate
It has been long acknowledged that parents play an important role in the reading
development of their children (Bus, IJzendoorn, and Pellegrini, 1995; Heath, 1983; Leseman
& de Jong, 1998, 2000; Paris, Wasik, & Turner, 1991; Stoep & Verhoeven, 2000). In the
present study, the literate climate at home was assessed via a personal student interview in
Grade 3. The interview included questions about reading behavior at home (6 items);
availability of books/magazines (4 items); shared book reading (3 items); parents'
involvement and attitudes (3 items); and other literacy activities (3 items). Some of these
questions were also used in Table 3.5, to provide some background characteristics of the
students.
3.5.2 Instruments at the classroom level
Teacher attitudes towards reading instruction
It is generally acknowledged that the teachers' attitudes can have a large influence on the
motivation and achievement of their students. Both a warm relationship with the students and
a cognitive attitude of the teacher are necessary for personal growth (Eccles, Wigfield, &
Schiefele, 1998). To assess the attitudes of the teachers an attitude questionnaire was
constructed with a 5-point Likert scale answer format. In the questionnaire, the teachers were
asked to report how important they found particular goals in reading instruction. The
questionnaire was treated with factor analysis, which showed two distinct factors: a cognitive
attitude factor and an affective attitude factor. The cognitive goals pertained to knowledge
and skills while the affective goals pertained to the joy of reading.
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Teacher views on reading motivation
One of the questionnaire items pertained to the teachers' views on reading motivation. In this
question, with an open format, the teachers were asked to give one or more reasons why
many students read so little in their spare time.
Independent reading facilities and book promotion activities
Diverse book promotion activities have shown to enhance reading motivation and reading
frequency (de Haan & Kok, 1991) and reading achievement of first (Morrow, 1992) and
second language learners (Elley & Mangubhai, 1983). To assess these facilities and
activities two scales were constructed. The first scale assessed the occurrence of various
independent reading facilities and activities, while the second scale measured the frequency
of diverse book promotion activities. The items of the first scale were all centered around
independent reading lessons while the items in the second scale pertained to activities that
may be performed in addition to independent reading.
Availability of books
Two questionnaire items pertained to the availability of books. The teachers were asked
whether they had their own classroom library, and if so, how many books were present in the
classroom. They were also asked whether there was a school library, and how many books it
contained.
Daily literacy activities
For the development of reading and writing, it is important that students are actually involved
in real reading and writing (see Cooper, 1999; Cunningham & Allington, 1999).
Consequently, instructional and organizational features such as time spent on reading and
writing activities are often seen as important variables in reading achievement. To asses how
much time the teachers spend on different literacy activities, the teachers completed literacy
logs daily, for 6 weeks yearly, in two-week periods in November, January and March. Every
day, after the students had left, the teachers reported how many minutes they had spent on
18 different literacy activities during that day.
Comprehension instruction
Several researchers have found that not much explicit comprehension or strategy instruction
is occurring during reading lessons (Aarnoutse & Weterings, 1995; Durkin, 1978/79). To
examine the frequency and nature of reading instruction that went on in the third and fourth
grade classrooms involved in the present study, observations were made during regular
reading comprehension lessons. The focus of these observations was on four categories:
grouping of students, teacher activities, focus of teacher activities, and students activities.
For the observations predominant activity sampling was used with observation periods of 10
seconds, followed by a 10 second interval during which the observed sub-categories within
the four main categories were registered.
In the following chapters, the instruments are described in greater detail.
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3.5.3 Data analysis
In Chapter 4, a detailed description of current practices of literacy activities and reading
instruction in Dutch third and fourth grades is presented. In addition, a comparison was made
between teachers who taught in schools in different sociocultural settings. Oneway analyses
of variance (ANOVA) were used to examine whether teachers in different grades and in
different sociocultural settings differed significantly in their literacy practices. Post hoc tests
(Bonferroni) were conducted to compare each group of teachers with the other groups.
In Chapter 5, it is examined how diverse reading skills, use of reading strategies,
reading motivation, and leisure time reading developed during third and fourth grade. It was
explored whether the differences between the students from diverse sociocultural
backgrounds remained constant, diverged, or converged over time. To answer these
questions, multivariate analyses of variance (MANOVA) with repeated measures were used.
Post hoc tests (Bonferroni) were used to compare pairs of groups for the different
measurement points. To examine possible differences between good and poor readers with
regard to strategy use, reading motivation, and leisure time reading, independent t-tests were
performed. The t-tests were conducted for the Dutch and minority groups separately, with the
data of the first measurement point.
In Chapter 6, the existence of structural differences in the interrelations between
reading comprehension and several other student variables in different groups of students
are examined, using structural equation modeling. Structural equation modeling enables the
analyses of cross-sectional and longitudinal effects within one design. In this way, estimation
and hypothesis testing was performed for the total group as well as for the four subgroups.
To analyze the interrelations between the variables the structural equation modeling package
AMOS 4.0 (Arbuckle & Wothke, 1999) was used.
In Chapter 7, the goal is to predict reading comprehension, reading vocabulary,
monitoring strategies, and intrinsic motivation of the Dutch and the minority groups. First,
explorative correlation and regression analyses were performed. After that, the variables that
came out strongest in these analyses were used in multilevel analyses. Multilevel analysis is
a technique which properly accounts for clustering of members into groups (e.g., children into
classes) and is an extension of a traditional technique like regression analysis, which ignores
the hierarchical structure of multilevel data (Snijders & Bosker, 1999). For the multilevel
analyses the package MLwiN, version 1.10.000.6 (Goldstein et al., 2000) was used.
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In this chapter, a detailed description of current practices of literacy instruction in Dutch
intermediate grades will be provided. The central questions are which literacy activities are
performed, how frequently and for how long, and whether there is variation in attitudes and
practices between teachers in different sociocultural settings. In section 4.1, the literature
regarding these questions will be discussed, followed by the research questions. In section
4.2, the design, procedure, sample and materials will be described. In section 4.3, the results
of the teacher questionnaires, teacher logs, and classroom observations will be presented. In
section 4.4, the results will be discussed.

4.1

Introduction

Over the years, the views on the nature of literacy education have changed considerably. In
the traditional model, the focus was, and in many schools still is, on developing basic literacy,
which is characterized as a read and recall, write neatly and spell accurately, model of
performance (Allington & Johnston, 2000). According to Allington and Johnston, thoughtful
literacy should be the new general goal for literacy instruction. They argued that basic
literacy is just the beginning; this traditional model will no longer suffice in our post-industrial
democratic society. What is needed is thoughtful literacy, which is characterized by students
who can read, write, and think in complex and critical ways. In a similar vein, other
researchers have stressed the importance of functional literacy, referring to the demands of
literacy in the complex world (e.g., Verhoeven, 1994a). Accordingly, over the last few
decades, reading theory seems to have evolved from purely cognitive models to theories that
view reading as a highly complicated metacognitive activity (Baker & Brown, 1984), to an
approach that recognizes that, in addition to cognition and metacognition, reading is also
dependent on aspects of motivation (Guthrie & Wigfield, 2000). Guthrie and Wigfield put
forward the engagement perspective on reading. The engagement perspective emphasizes
that motivation, cognition, and social interaction are equally important to reading
development (see Grant, Guthrie, Bennett, Rice, & McGough, 1994).
The question is: How can the school promote literacy? Which activities or methods
guarantee thoughtful, functional, and engaging literacy? Duffy and Hoffman (1999) argued
that in literacy research it is no use to compare one teaching method with another. In their
view, this type of research suggests that it is particular programs or methods that matter,
although decades of research on classroom teaching show that it is how teachers implement
and adapt methods and materials that is crucial for instructional effectiveness. Indeed,
various studies have shown that effective teachers use a variety of methods and materials
(Allington & Johnston, 2000; Pressley, Wharton-McDonald, Mistretta-Hampston, &
Echevarria, 1998) and that reading programs and materials can not explain individual
differences in reading achievement (Mooij, 1994; van den Bergh, Rijkers, & Zwarts, 2000).
The nature of the teacher, and the teaching that students encounter seem to be more
important than the instructional program that is used. Based on these findings, the curricular
materials are not the focus of the present study. Instead, the focus is on a number of teacher
and classroom characteristics.
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In early research of teacher influence, it was assumed that warm relationships
between teacher and children increased the teacher’s influence on student motivation and
performance. However, student satisfaction, personal growth, and achievement are
maximized only when teacher warmth and supportiveness is accompanied by efficient
organization, stress on academics, and provision of focused goal-oriented lessons (Eccles,
Wigfield, & Schiefele, 1998). In addition, several researchers, in laboratory and field-based
studies, have found that overly controlling classroom environments that do not provide
adequate autonomy, undermine intrinsic motivation, mastery orientation, ability beliefs, and
self-direction. Moreover, they induce a learned helplessness response to difficult tasks (e.g.,
Boggiano & Katz, 1991; Deci, Schwartz, Sheinman, & Ryan, 1981).
Eccles et al. (1998) noted that students are more motivated in classrooms where
many activities occur simultaneously, materials are varied, and there is some choice
regarding partners and work activities. Stevens & Slavin (1995) argued that learning and
motivation both are maximally facilitated in cooperative learning situations that are
characterized by both group goals and individual accountability. These situations create
positive interdependence and stimulate group inquiry, which in turn, arouse social and
academic motivational goals.
Knapp (1995), performed a two-year study in elementary classrooms with highpoverty students. He found that classrooms with an emphasis on meaning were superior to
classrooms with an emphasis on skills. The higher achieving classrooms had several
characteristics in common: They provided maximized opportunity to read; they integrated
reading and writing with other subject areas; they focused on meaning and the means of
constructing meaning; and they provided opportunities to discuss what was read.
Several researchers have stressed the importance of real reading and writing for the
development of reading and writing (e.g., Cooper, 1999; Cunningham & Allington, 1999).
Consequently, instructional and organizational features such as time spent on reading and
writing activities are often seen as important variables in reading achievement. Taylor, Frye,
and Maruyama (1990) found a correlation of .37 between minutes of reading at school and
reading achievement. They argued that: "The results support the conventional wisdom that it
is valuable for students to actually read during reading class" (p. 359).
Elley and Mangubhai (1979) found that schools with large libraries produced better
readers than school without libraries, although the relation is not clearly a causal link. In their
view, it may merely indicate an enthusiastic staff, who believe in the importance of books.
Indeed, teacher views, attitudes and actions can affect the students' reading motivation in
various ways. Anderson, Wilson and Fielding (1988), for example, found a significant
influence of the teacher on the amount of reading at home of fifth graders; the class reading
the most, averaged 16.5 minutes per day while the class reading least, averaged only 4.1
minutes per day.
An important question is whether instruction and materials are adapted to the needs
of students from diverse sociocultural and linguistic backgrounds (Au, 1993). For example,
there is evidence that reading illustrated storybooks helps second language learners acquire
literacy (Elley & Mangubhai, 1983). Elley and Mangubhai performed a study of fourth and
fifth graders in the Fiji Islands where children have to learn English as a second language.
From Grade 4 on, all instruction in school is in English, although the children's mother tongue
is the Fijian language. The study involved three treatments: 1) the shared book experience;
2) the sustained silent reading of books; and 3) the control group, employing the traditional
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audio-lingual program. The experimental classrooms were provided with 250 high-interest,
illustrated storybooks ("book floods") with the aim of reducing the effect of the differences
between L1 and L2 learning. Posttest results after 8 months revealed that the experimental
groups progressed in reading and listening comprehension at twice the normal rate. Elley
and Mangubhai noted that it may not be necessary to have 250 books per classroom. Where
recourses are scarce, they suggested that 150 well chosen short story books, capable of
being read in one session, may be sufficient.
Comprehension instruction
Only a few decades ago, many teachers as well as researchers took the view that reading
comprehension could not be taught by instruction, but was acquired through reading only: "It
appears that comprehension cannot be taught directly, but situations can be provided to
facilitate and encourage the processing of print into meaning" (Tovey, 1976, p. 289). Since
then, however, a vast body of experimental literature provides support for explicit teaching of
comprehension, which seems to be most effective when it is given in small groups (Pressley,
1998a).
In the late 1970s, Durkin (1978/79) provided a substantial amount of evidence that
teachers spend very little time on the explicit teaching of reading comprehension. In Durkin’s
view, explaining the meaning of a single word is not enough. Comprehension instruction
should have transfer value; it should help children cope with the meaning of other texts than
just the text used in the instruction. During classroom observations, Durkin concluded that
less than 1% of the observed time was spent on teaching children how to comprehend
written discourse. Subsequent research confirmed that teachers spend most of the time on
giving, completing and checking assignments (Anderson,1981; Duffy, 1983; Duffy &
McIntyre, 1982; Weterings & Aarnoutse, 1986).
Not all researchers agree on the definition of comprehension instruction that Durkin
(1978/79) used in observation research: "Teacher does/says something to help children
understand or work out the meaning of more than a single, isolated word" (Durkin, 1978/79,
p. 488). For example, Hodges (1980), in a commentary on Durkin’s research, pled for a
broader definition of comprehension instruction. She argued that: "Historically, instruction has
been viewed as a set of components used to support the internal processes of learning" (p.
300). The fact that children seem to learn how to comprehend texts without receiving
comprehension instruction, led Hodges to believe that there must be more key components
to the definition of comprehension instruction than Durkin provided. She drew upon research
by Broudy and Palmer (1965), and Gagné and Briggs (1974), who presented a set of phases
or instructional events. From an observational pilot study by herself and from Gagné and
Briggs’ study, Hodges derived a definition of reading comprehension instruction that included
several more components (Hodges, 1978). She illustrated that broadening the definition with
these components affects the outcome of Durkin’s study. Using the broader definition on
Durkin’s data showed that 23% of the time was spent in comprehension instruction instead of
less than 1%.
There is general consensus that poor readers possess fewer metacognitive skills and
use strategies less effective than good readers. The question is however, whether reading
comprehension can be improved by strategy instruction. In the last two decades, a number of
researchers have demonstrated that it is possible to improve the metacognitive skills of
students by direct instruction (e.g., Aarnoutse & Schmitz, 1991; Duffy & Roehler, 1987; Paris
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& Oka, 1986; Carr & Borkowski, 1989). However, no transfer effects to standardized reading
comprehension tests were found in these studies.
A breakthrough was the research by Palincsar and Brown (1984). They succeeded in
improving general reading comprehension by strategy instruction. Palincsar and Brown
introduced the reciprocal teaching method in which four strategies were taught to small
groups of poor readers. Palincsar and Brown concentrated on four main cognitive strategies:
summarizing, questioning, clarifying, and predicting. All of the activities were used in the
context of actual reading and in response to a concrete problem of text comprehension.
Thus, clarifying occurred only if understanding was hindered.
Many researchers have duplicated Palincsar and Brown’s initial study. Rosenshine
and Meister (1994) summarized the research on the reciprocal teaching method. All the
studies they reviewed, reported important gains in monitoring skills and strategy use.
Although in most of the reviewed studies the four reciprocal teaching strategies of Palincsar
and Brown were used, in some of the studies as much as ten strategies were taught, and in
others only as little as two. The effects were the same, however; it made no difference
whether two, four, or ten strategies were taught. Of the eleven studies that had used
standardized comprehension tests, two reported gains on these tests. Rosenshine and
Meister concluded that the reciprocal teaching method was effective, especially in
combination with direct strategy instruction.
Recently, Pressley and his colleagues (Pressley, 1998a; Pressley, Brown, El-Dinary,
& Afflerbach, 1995) have argued that transactional strategy instruction (TSI) can improve
reading comprehension even better than reciprocal teaching. TSI emphasizes reader
transactions with text and teacher-student transactions. Instruction largely occurs in small
groups, so that students internalize the procedural skills practiced in groups. The assumption
is that thinking skills can be developed by engaging children in cognitively rich interactions
with a knowledgeable adult (cf. Vygotsky, 1978). Although TSI has much in common with the
reciprocal teaching (RT) method, Pressley reported several differences as well: 1) RT uses
four particular strategies, whereas TSI can be used with almost any set of strategies; 2) In
RT the role of the teacher is less salient, as in RT the goal is to reduce teacher’s control as
quickly as possible. In TSI the teacher is much more visible. She employs more direct
explaining and scaffolding, pulling back as soon as possible but not earlier; and 3) In TSI
there is no rigid sequence in the teaching of strategies and the flexibility of discussion is
greater.
Up to this moment, only a few studies have been able to confirm the positive effects
of TSI (e.g., Anderson and Roit, 1993; Brown, Pressley, van Meter, & Schuder, 1996; Collins,
1991) From the results of these studies, Pressley et al. (1995) concluded that TSI has
positive effects on the comprehension of poor readers but they also noted that the question
that still remains to be answered is whether or not TSI increases comprehension in average
and good readers.
Guthrie and his colleagues from the National Reading Research Center (see Guthrie,
McGough, Bennett, & Rice, 1996) developed the Concept Oriented Reading Instruction
(CORI) approach to promote reading motivation and comprehension in tandem, based on the
perspective of reading engagement. The instructional framework presented by Guthrie and
his colleagues builds on approaches for direct explanation (Dole, Duffy, Roehler, & Pearson,
1991) and TSI (Pressley et al., 1992). However, Guthrie et al. (1996) noted that there is one
big difference between theirs and other strategy instruction approaches. Strategies are
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important, but they are boring when used in isolation. Therefore, in CORI the placing of
strategies in a rich conceptual context is paramount. Strategies must be necessary and
useful. Strategies are hard to learn, to remember, and to use. Only when strategies are seen
as useful because they serve students’ interests, will students be motivated to learn them.
Guthrie et al. (1998) performed a study of 172 third- and fifth-grade students, who
were low achievers from lower-income schools with a multicultural population. They
compared students who had received CORI to a control group of students who received
traditionally organized instruction toward the same objectives. CORI appeared to have a
positive effect on strategy use and on a traditional text comprehension measure for students
in Grade 3 as well as Grade 5.
Literacy research in the Netherlands
So far, little is known about the possible differences in literacy education between teachers in
different sociocultural settings in the Netherlands. However, several other aspects of literacy
education have been studied in various ways. Blok (1992), for example, examined the views
of Dutch teachers about the goals of book reading. He reported that fourth-, fifth-, and sixthgrade teachers found development of vocabulary, knowledge of the world, and enhancing
emotional development the most important goals of reading books while knowledge of
children's books and its authors, and development of literary taste were found least
important.
Various researchers conducted studies on the time spent on different subjects and
skills in Dutch classrooms. The outcomes of these studies greatly vary. Otter and Schoonen
(1996b) argued that the outcomes of time measurement are dependent on the type of
instrument that is used and that diaries are more reliable instruments than questionnaires. In
questionnaires, teachers seem to overestimate the time they spend on various activities (see
also Otter, 1993; Overmaat, 1992). Overmaat, in a sixth-grade diary study, found that
teachers spend 4.5 hours on literacy and language activities a week while Zwarts and
Rijlaarsdam (1991), in a PPON (i.e., periodic evaluation of the educational level)
questionnaire study, and Harskamp, Edelenbos, Suhre & Deinum (1994), in a sixth-grade
interview study, reported 6.51 and 6.39 hours a week, respectively. The Commission on the
Evaluation of Elementary Education (CEB, 1994a) analyzed school activity plans and
reported that in sixth grade approximately 8 hours a week were spent on language and
reading activities. Sijtstra (1997) reported a mean of 6.9 hours a week for sixth, seventh, and
eighth grades in a questionnaire study. Otter and Schoonen (1996b), in a longitudinal diary
study, found teachers in Grade 3 on average to spend 4 hours a week on reading and
language activities while in Grade 4 this was 6 hours a week. Otter and Schoonen used
different teacher logs in Grades 3 and 4, which may explain the large difference between the
grades. In the same study, teachers in Grades 5 and 6 reported spending 5 and 5.5 hours a
week on reading and language activities, respectively.
In the Netherlands, Durkin’s (1978/79) research regarding comprehension instruction
was duplicated by Weterings and Aarnoutse (1986). They used Durkin’s observational
system and adapted it to the Dutch situation. Adding the time for instruction on assignments,
study skills, and word meaning to the 0.6% that was spent on explicit comprehension
instruction, Weterings and Aarnoutse came to a total of 4% for instruction during the
observed lessons. As a limitation on their study they mentioned the narrow definition of
comprehension instruction, and the use of one minute as observational unit; the reason why
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all teacher activities that took less than one minute, were omitted. Weterings and Aarnoutse
thought it possible that in this way not all instruction that occurred was registered. It is clear
however, that in the Netherlands as well as in the U.S., not much comprehension instruction
was going on at the time.
Subsequent studies by Aarnoutse (1991) and Aarnoutse and Weterings (1995) in 22
fifth-grade classrooms showed very much the same picture. The results again demonstrated
that less than 1% of the observed time was spent on strategy instruction. Most of the time
(23.3%) the observed students were working on written assignments individually, and during
31.5% of the time they were not engaged in comprehension activities at all. Much time was
spent on the assessment of comprehension (11.5%). With regard to the setting, the students
received whole-class instruction during 55.6% of the time, during 5.7% they worked or
received instruction in small groups, and during 38.8% of the time they worked on an
assignment individually.
Sliepen (1995) performed classroom observations during reading lessons in special
education schools. She found that the teachers spent 25.52% of the total time on wholeclass reading instruction. After the teachers had received a special training in strategy
instruction, the amount of time spent on reading instruction went up to 54.13%. To assess
strategy instruction, Sliepen used a quantitative as well as a qualitative scale. On the
qualitative scale, the mean score was 8.65 before the teacher training. After the training it
went up to 24.22. Sliepen demonstrated that spending a lot of time on instruction is not a
guarantee for quality. In Sliepen's study, the teacher who scored the highest on the
quantitative scale, scored lowest on the qualitative scale.
Over the past few decades, as in other countries, researchers in the Netherlands
have attempted to improve reading comprehension through strategy instruction. Aarnoutse
and Schmitz (1991) demonstrated that strategies such as deriving the main theme, deriving
the intentions of the author, making inferences, deriving cause and effect relations, deriving
the story structure, awareness of anaforic relations, and summarization, could be taught
successfully to third- through sixth-grade students. Broer (1999) demonstrated that
recognizing text structure and making schemata could be successfully taught to sixth
graders. However, in these studies, each strategy was offered to the students in a separate
program, and no effects of these programs on reading comprehension were found.
Inspired by the success of the reciprocal teaching method by Palincsar & Brown
(1984), several intervention studies were conducted to evaluate the effects of reciprocal
teaching and direct strategy instruction of several sets of strategies (Gruwel, 1995; Sliepen,
1995; Walraven, 1995). These studies were all performed on 9- to 14-year-old students with
poor reading skills. All researchers found positive effects of the experimental instructional
programs on strategy use or strategy knowledge.
Gruwel (1995) found that direct strategy instruction in small groups of poor readers,
that involved listening to texts as well as reading of texts, improved strategy use as well as
reading comprehension scores. When she conducted a similar study of the poorest readers
in a listening condition only, no effects were found. Similarly, Sliepen (1995) found positive
effects of the direct instruction program on reading comprehension scores, but not for the
poorest readers.
Walraven (1995) used reciprocal teaching as method of instruction with small groups
of three children. The students in the control group followed the regular reading lessons in
the classroom. After the intervention, the students in the experimental groups scored
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significantly higher on a questionnaire measuring strategy use, a cloze test, and a test
identifying the main idea. It was not clear though, whether the intervention had been
successful because of the strategy instruction or because of the teaching in small groups.
Therefore, a second study was performed. The children in the control group also received
reading lessons in small groups this time but without the explicit strategy instruction. This
time, the experimental groups scored higher on the strategy use questionnaire and on an
interview measuring the knowledge of strategies. However, there was no positive effect on
the cloze test nor on a general comprehension test. These studies suggests that strategy
instruction can have a positive effect on reading comprehension, although with the poorest
readers and with large groups it is more difficult to obtain results.
In sum, several researchers have put forward models or perspectives on reading instruction.
Reciprocal teaching, transactional strategy instruction, and concept oriented reading
instruction seem to be the most successful programs to enhance reading comprehension. To
promote thoughtful, functional or engaging literacy, research suggests the following: warm
relationships between teacher and children combined with efficient organization and stress
on academics; emphasis on meaning; integration of reading and writing with other subject
areas; placing of strategies in a rich conceptual context; strategy instruction in small groups;
maximized opportunity to read; varied materials and activities; large supply of books; some
choice regarding partners and work activities; cooperative learning situations; opportunities
to discuss what was read; and last but not least: instruction and books should be adapted to
the needs of students from diverse backgrounds. In this chapter, it will be examined whether
Dutch literacy education meets these demands. In the next section, the research questions
will be presented in greater detail.
Research questions
In this chapter, an attempt will be made to answer the following research questions:
1. What are the third- and fourth-grade teachers' views and attitudes towards reading
motivation and literacy instruction?
2. What kind of literacy activities and facilities do teachers/schools provide in third and
fourth grades?
3. How much time do third- and fourth-grade teachers devote to literacy activities?
4. What is the nature of comprehension instruction in third- and fourth-grade classrooms?
5. Is there variation in practices of literacy instruction between third- and fourth-grade
teachers in different sociocultural settings?
With respect to the first question, it will be will examined whether the teachers' attitudes
towards reading instruction are more cognitive or more affective. Additionally, the teachers'
views on students' reading motivation will be explored. With regard to the second question,
the main focus is on school and classroom literacy climate, book promotion activities,
availability of books, and on activities before, during and after independent reading.
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Regarding the third question, it will be examined how much time third- and fourth-grade
teachers spend on various literacy activities (e.g., reading comprehension, decoding,
independent reading, shared book reading, vocabulary teaching, writing, spelling). With
respect to the fourth question, the main focus will be on reading instruction during regular
reading comprehension lessons: How are the students grouped? In what type of activities do
teachers and students engage? What is the focus of the teacher during reading instruction?,
and: How much time is spent on the various activities? With regard to the fifth question, it will
be examined whether there are differences in literacy instruction practices of third- and
fourth-grade teachers in four different sociocultural settings, i.e., in schools with mainly Dutch
high SES students; schools with mainly Dutch low SES students; schools with mixed
populations of low SES Dutch and minority students; and schools with mainly minority
students.

4.2

Method

4.2.1 Participating students and schools
In this two-year longitudinal study, 815 students from 34 Dutch elementary schools were
involved. Four groups of children were examined from the beginning of Grade 3 (= groep 5):
1) a group of 288 Dutch children of parents with a relatively high socioeconomic status (high
SES); 2) a group of 185 Dutch children of parents with a relatively low socioeconomic status
(low SES); 3) a group of 180 children from Suriname or the Dutch Antilles (ex-colonial); and
4) a group of 162 children from Turkey and Morocco (Mediterranean). The ex-colonial and
Mediterranean groups both consisted of mainly children from working-class families and
could therefore be classified as low SES.
Eight of the 34 involved schools had populations of mainly Dutch high- and middleclass families (Stratum 1 schools: average student weights ranged from 1.00 to 1.09). Ten
schools had populations of mainly Dutch children from middle-class and working-class
families, and few minority children (Stratum 2 schools: student weights ranged from 1.10 to
1.29). Seven schools had mixed populations, with Dutch and minority students from mainly
working-class families (Stratum 3 schools: student weights ranged from 1.30 to 1.79) while
nine schools had populations of minority students from mainly working-class families
(Stratum 4 schools: student weights ranged from 1.80 to 1.90).
In Table 4.1, the numbers of third- and fourth-grade classrooms within the different
strata can be seen. In Chapter 3, a detailed description of various school, teacher, and
classroom characteristics is provided.
Table 4.1

Numbers of third- and fourth-grade classrooms within the four strata
Stratum 1
Stratum 2
Stratum 3

Third-grade classrooms
8
12
Fourth-grade classrooms
8
12
Total
16
24
Note. *One school combined two classrooms in fourth grade
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Stratum 4
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4.2.2 Design and procedure
In Table 4.2, the design of this part of the study is demonstrated. In addition to several
teacher questionnaires, teacher logs and classroom observations were used.
Table 4.2

Design of the study of current practices of literacy education in 3rd and 4th grades
Grade 3 (n = 44)
Sep Nov Jan

Teacher Questionnaires
Teacher attitudes
Teacher views on reading motivation
Independent reading facilities
Book promotion activities
Availability of books
Teacher Logs
Classroom Observations

Grade 4 (n = 43)

Mar Jun

Sep Nov Jan

Mar Jun

x

x

x
x
x
x

x
x
x
x
x

x

x
x

x

x

x
x

As can be seen from Table 4.2, the teacher attitudes questionnaire was administered at the
beginning of the school year while the other questionnaires were administered at the end of
the school year. The items in the latter questionnaires predominantly pertained to the literacy
activities that had taken place in the classrooms during that school year. In addition, the
teachers reported in literacy logs daily, during two-week periods in November, January and
March, in Grades 3 and 4.
In addition, classroom observations were made during the months of January and
February of each year by the researcher and four test assistants. The test assistants
received detailed instruction and training. During two days, they were taught how to use the
observation forms and how to score the different categories. They also received extensive
information on what could be defined as strategy instruction and what could not. In addition
to this, they observed videotaped reading comprehension lessons, during which they
practiced the use of the observation forms, together with the researcher. The training with the
videotaped lessons went on until a high degree of agreement among the different observers
was reached. After that, a number of real classroom observations were done in pairs: the
researcher observing together with one of the test assistants. The inter-rater agreement
during these observations turned out to be satisfactory. Therefore, subsequent observations
were done individually.
The possible differences in literacy education between third- and fourth-grade
classrooms, and between classrooms in different sociocultural settings were tested in
oneway analyses of variance (ANOVA). In addition, multiple comparisons tests in ANOVA
(Bonferroni) were used to compare pairs of groups in the comparison of classrooms in
different sociocultural settings.
4.2.3 Materials
Teacher attitudes questionnaire
The Teacher Attitudes Questionnaire was administered at the beginning of the school year.
The teachers were asked to report how important they found particular goals in reading
instruction. Some goals pertained to knowledge and skills while other goals pertained to the
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joy of reading (cf. Blok, 1992). The questionnaire initially consisted of 16 items with a 5-point
Likert scale answer format. The response format was 1 (not important at all), 2 (of little
importance), 3 (of some importance), 4 (important), and 5 (very important).
The questionnaire was subjected to a factor analysis, using principal component
analysis with Varimax rotation. In the first analysis, four factors with eigenvalues of more than
1 were extracted. The third and fourth factor however, had eigenvalues that were only slightly
higher than one. Therefore, a factor analysis with two factors was conducted. It appeared
that four items (enhancing knowledge of the world, emotional development, knowledge of
children’s literature, and creativity) loaded on both factors and one item (enhancing decoding
skills) had low loadings on both factors. After selection of the items with loadings of more
than .40 and items that loaded on one factor only, two strong factors emerged: a factor with
cognitive goals and a factor with affective goals, explaining 26.1% and 21.1% of the
variance, respectively. Reliability (Cronbach's alpha) was .73 for the cognitive scale and .72
for the affective scale. In Table 4.3, the rotated factor loadings on the two dimensions of the
Teacher Attitudes Questionnaire are displayed.
Table 4.3

Factor loadings for the Teacher Attitudes Questionnaire (n = 76)
Factor 1

Cognitive attitude items
1. developing vocabulary
2. developing critical thinking
3. improving text comprehension
4. developing literary taste
5. improving writing skills
6. improving study skills
7. improving reading aloud
Affective attitude items
8. developing permanent interest in reading
9. teaching students to enjoy leisure time reading
10. teaching students to enjoy beautiful/exiting books
11. enhancing reading pleasure

Factor 2

.51
.72
.60
.72
.72
.60
.49
.73
.64
.81
.80

Teacher views on reading motivation
One of the questionnaire items pertained to the teachers' views on reading motivation. In this
question, with an open format, the teachers were asked to give one or more reasons why
many students read so little in their spare time.
Independent reading facilities and book promotion activities
Two scales were constructed, one scale measuring the independent reading facilities and
activities in the school and classroom, the second scale measuring the frequency of book
promotion activities. The items of the first scale were all centered around independent
reading lessons while the items in the second scale pertained to activities that may be
performed in addition to independent reading.
The Independent Reading Facilities Scale consisted of 10 items (see Table 4.8).
Some of the questions pertained to the availability of books for independent reading (4
items), some pertained to activities before and after independent reading (5 items). On one
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item the teachers reported whether independent reading was part of the curriculum. The
score for the 10 items was 1 (yes) or 0 (no). The reliability (Cronbach's alpha) of the
Independent Reading Facilities Scale was .78.
The Book Promotion Activities Scale consisted of 14 items which were very diverse
(see Table 4.8). The teachers reported how often, during the past school year, they had
engaged in activities such as: visiting the public library with the students; doing a play or
acting out a story or a scene from a book; doing a special project about books or reading;
discussing a children’s book with the students; conferring with other teachers in your team on
book promotion activities. The items had a 5-point answer format with the following choices:
daily; once or twice a week; once or twice a month; once or twice a year; never. The
maximum score was 70. The reliability of the Book Promotion Activities Scale (α) was .73.
Availability of books
In the questionnaire, the teachers were asked whether they had their own classroom library
with books for the students and if so, how many books were in it. In addition, they were
asked whether there was a school library and how many books it contained.
Teacher literacy logs
The teachers completed their literacy logs daily for six weeks a year: two weeks in
November, January, and in March (see Appendix B). Every day after the students had left,
the teachers reported how many minutes they had spent on different literacy activities that
day. This activity took about 5 to 10 minutes. There were 18 categories (see Table 4.10).
The teacher logs were adapted from previous diary studies by Otter (1993) and
Overmaat (1992). With regard to the large number of second language learners in the
present study, the categories vocabulary teaching and reading instruction during science and
social studies were added. The reliability (Cronbach's alpha) for the teacher logs was .75
(items 1 to 18). In addition, the teachers were asked to report whether they had used a
narrative text or an expository text during the reading comprehension lesson, provided they
had taught such a lesson that day.
Classroom observations
In 82 of the 87 third- and fourth-grade classrooms an observation of a regular reading
comprehension lesson was performed. For this purpose an observation form was
constructed (see Appendix C). The form involved four main categories (i.e., grouping of
students, teacher activity, focus of teacher activity, and student activity) with several subcategories (see Tables 4.11 to 4.14).
The categories were adapted from categories used in previous research by Durkin
(1978/79), Weterings & Aarnoutse (1986) and Sliepen (1995). The first version of the
observation form was improved several times after try-outs in different classrooms. In the
final version, predominant activity sampling was used with observation periods of 10
seconds, followed by a 10 second interval during which the observed sub-categories within
the four main categories were registered. Thus, within 1 minute, 3 observations of 10
seconds were made. It was decided to use observational units of 10 seconds because 20,
30, or 60 seconds would have caused the loss of too much of what was occurring during the
observations, as only the predominant activity was marked. The students were observed as
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a whole group. The criterion here was the activity of the majority of the group at a particular
moment.
Comprehension instruction was defined as activities or instructions of the teacher
aimed at skills or strategies to improve reading comprehension not only of the present text
but also of texts in general. In other words, there had to be transfer value in the
comprehension instruction of the teacher. In addition, the observers used an observation
protocol with detailed instructions on all of the sub-categories and a list of strategies that may
be used before, during or after the reading of a text. In the strategy list also examples of nonstrategy use were given, e.g.:
•
•
•

The teacher gives information or provides facts on the subject of the text,
The teacher explains the meaning of a word, sentence, or part of the text without
reference to a strategy,
The focus is only on the correct answer and not on ways to find the answer.

Inter-rater agreement during the observation periods was established using chi square (χ2). It
was tested whether the test assistants agreed with the researcher. The null hypothesis in this
context was that no difference existed between two series of observations. If p< .65, the
reliability of the instrument is questionable. Four observations were done simultaneously by
the researcher (observer 1) and the test assistants (observers 2 to 5). In Tables 4.4 and 4.5,
the results of the reliability analyses are displayed for Grade 3 and 4, respectively. If in one of
the categories the score was less than 5, Yates’ Correction for Continuity was applied.

Table 4.4

Inter-rater agreement of the observation instrument in Grade 3 for observers 1 and 2
and for observers 1 and 3
Observers 1 & 2
Observers 1 & 3
2
2
df
p
df
p
χ
χ
Grouping
0.10
3
.99
0.26
3
.95
Teacher activity
2.41
7
.95
4.06
7
.77
Focus of teacher activity
0.69
9
.99
1.38
9
.99
Student activity
0.79
4
.90
0.45
4
.95

Table 4.5

Inter-rater agreement of the observation instrument in Grade 4 for observers 1 and 4
and observers 1 and 5
Observers 1 & 4
Observers 1 & 5
2
2
df
p
df
p
χ
χ
Grouping
0.45
3
.90
1.19
3
.75
Teacher activity
2.85
7
.88
0.88
7
.99
Focus of teacher activity
1.90
9
.99
0.69
9
.99
Student activity
2.26
4
.69
1.06
4
.90
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4.3

Results

4.3.1 Teacher attitudes and views
Teacher attitudes
In Table 4.6, the mean scores and standard deviations for the two factors of the Teacher
Attitudes Questionnaire on the goals of reading instruction are presented, for the third- and
fourth-grade teachers
Mean scores and standard deviations for the Teacher Attitudes Questionnaire (max.
score = 5) for 3rd- and 4th-grade teachers
Grade 3 (n = 40)
Grade 4 (n = 36)
M (SD)
M (SD)
Cognitive attitude items
4.58 (.55)
4.60 (.55)
1. developing vocabulary
4.08 (.73)
4.30 (.79)
2. developing critical thinking
4.47 (.56)
4.58 (.50)
3. improving text comprehension
3.33 (.93)
3.30 (1.04)
4. developing literary taste
3.86 (.76)
3.75 (.87)
5. improving writing skills
4.11 (.71)
3.83 (.87)
6. improving study skills
3.36 (.99)
3.53 (.91)
7. improving reading aloud
3.97 (.47)
3.98 (.50)
Total Scale ( = mean of 7 items)
Affective attitude items
1. developing permanent interest in reading
4.45 (.71)
4.61 (.49)
2. teaching students to enjoy leisure time reading
4.25 (.84)
4.14 (.72)
3. teaching students to enjoy beautiful/exiting books
4.45 (.88)
4.44 (.73)
4. enhancing reading pleasure
4.50 (.60)
4.61 (.55)
Total Scale ( = mean of 4 items)
4.41 (.54)
4.45 (.48)

Table 4.6

As can be seen from Table 4.6, the mean score for the affective scale (almost 4.5 points)
was higher than the mean score for the cognitive scale (almost 4 points) in both grades. On
the cognitive scale developing of vocabulary, developing of critical thinking and improving
text comprehension were seen as the most important goals while developing literary taste
was seen as least important. Developing literary taste had the highest standard deviation of
all items, indicating large differences between teachers with regard to this item. On the
affective scale, the scores were all well above 4 points, with developing permanent interest in
reading and enhancing reading pleasure obtaining the highest and teaching students to
enjoy leisure time reading obtaining the lowest scores. The ANOVA analyses showed no
significant differences between the third- and fourth-grade teachers on the different items nor
on the total scale scores.
Teacher views on reading motivation
In Table 4.7, the results of the teachers' views on student reading motivation are presented.
The teachers were asked to give one or more reasons why large numbers of students read
very little.
As can be seen in Table 4.7, the teachers frequently mentioned TV, video or radio (39
times). The lack of parental support was said to be an important cause as well (32 times).
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Sports, hobbies, and playing outside (14 times) and the fact that some children do not like
reading (11 times) were also mentioned frequently. Only in four cases the teachers said the
school not to do enough to motivate the children for reading.
Table 4.7

Reasons why many children read so little according to 3rd- and 4th-grade
teachers (n = 68)
Frequencies and percentages
1st reason
2nd reason
Total
TV, video and radio
21 (31%)
18 (36%)
39 (33%)
Not enough parental support
21 (31%)
11 (22%)
32 (27%)
Sports, hobbies, playing outside
7 (10%)
7 (14%)
14 (12%)
Children don’t like reading
9 (13%)
2 (4%)
11 (9%)
Computer
2 (3%)
5 (10%)
7 (6%)
Books are too difficult
4 (6%)
3 (6%)
7 (6%)
The school does not do enough
3 (4%)
1 (2%)
4 (3%)
Children cannot concentrate
1 (1%)
2 (4%)
3 (2%)
Children do not know how to select a book
1 (2%)
1 (1%)

4.3.2 Literacy facilities and activities
In Table 4.8, the means and standard deviations for the third- and fourth-grade teachers on
the Independent Reading Facilities Scale and the Book Promotion Activities Scale are
presented. The answer format of the Independent Reading Facilities Scale was yes (1 point)
or no (0 points). As can be seen from Table 4.8, 95% of the teachers in Grade 3 and 87% in
Grade 4 reported the presence of a classroom or school library, indicating that some
teachers had no books available for independent reading. In these cases, the scores on the
items 2 to 10 were zero.
In third grade, 80% of the teachers had books available for poor readers. In fourth
grade this was only 58%, the difference between the grades being significant, F(1,66)=4.127,
p<.05. More than 60% of the teachers regularly borrowed books from the public library for
their students. About 70% reported that independent reading was part of the curriculum,
suggesting that in 30% of the cases independent reading did not occur on a regular basis. To
introduce books during independent reading, more than 50% of the teachers told something
about the content, almost 60% read aloud an interesting part, and about 40% told something
about the author.
After independent reading, third-grade teachers more often than fourth-grade
teachers, had the children answer questions in writing. Fourth-grade teachers, however,
more often used a form on which the students could give their opinion on the book but the
difference between the grades was nonsignificant. In Grade 4 the teachers reported more
regular maintenance of the library than in Grade 3 but the difference was nonsignificant as
well.
The items on the Book Promotion Activities Scale had a 5-point answer format with
the following choices: daily (5 points); once or twice a week (4 points); once or twice a month
(3 points); once or twice a year (2 points); and never (1 point). As Table 4.8 demonstrates,
the teachers read aloud almost daily or at least a few times a week to their students. All the
other activities on average only occurred once or twice yearly. Only the variables have a
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student read aloud from a children's book, introduce a children's book and have the children
write about a children's book or poem have scores well above 2 points indicating that these
activities occurred more frequently than once or twice yearly. The activity do a special lesson
about an author or book genre occurred significantly more in fourth than in third grade,
F(1,71)=5.499, p<.05. With the exception of this item and the item on availability of books for
poor readers, no other significant differences between the grades were found.
Table 4.8

Mean scores and standard deviations for 3rd- and 4th-grade teachers on the
Independent Reading Frequencies scale and the Book Promotion Activities scale
Grade 3
Grade 4
M (SD)
M (SD)
Independent Reading Facilities (max. score = 1)
(32 < n < 39)
(32 < n < 40)
.87 (.34)
.95 (.23)
1. Presence of classroom library or school library
.58 (.50)*
.80 (.41)*
2. Presence of books for poor readers
.62 (.49)
.65 (.48)
3. Regular borrowing from public library to enlarge school collection
.65 (.48)
.74 (.45)
4. Independent reading as part of curriculum
.55 (.50)
.52 (.51)
5. Introduction of books: Teacher tells about content
.58 (.50)
.58 (.50)
6. Introduction of books: Teacher reads interesting parts
.42 (.50)
.39 (.50)
7. Introduction of books: Teacher tells about the author
.29 (.46)
.43 (.50)
8. After reading children answer questions about the book
.37 (.49)
.26 (.44)
9. After reading children give their opinion on a form
.57 (.50)
.36 (.49)
10. Regular maintenance of the library
Total Scale ( = mean of 10 items)
.53 (.30)
.51 (.24)
Book Promotion Activities (max. score = 5)
4.38 (.75)
4.32 (.68)
1. Read aloud to the students
2.24 (1.02)
1.94 (.89)
2. Visit the public library with the students
2.41 (1.04)
2.47 (1.16)
3. Have a student read aloud from a children’s book
2.41 (.82)
2.30 (.59)
4. Introduce a children’s book
1.95 (1.07)
1.91 (.97)
5. Have a student present a children’s book
2.00 (.86)
2.06 (.69)
6. Discuss a children’s book with the students
1.72 (.94)
1.76
(.61)
7. Do a play, act out a story or a scene from a book
1.77 (.54)
1.85 (.44)
8. Do a special project about books or reading
1.67 (.58)
1.62 (.55)
9. Have a book exhibition
1.64 (.63)
1.56 (.56)
10. Confer with teachers in your team on book promotion activities
2.26 (.72)
2.29 (.87)
11. Have the children write about a children’s book or poem
1.49 (.79)
1.53 (.75)
12. Compare and judge books with the students
1.59 (.59)*
1.29 (.46)*
13. Do a special lesson about an author or book genre
1.74 (.79)
1.56 (.66)
14. Do a reading comprehension lesson with a children’s book
Total Scale ( = mean of 14 items)
2.09 (.42)
2.03 (.30)
Note. * = difference between Grades 3 and 4 significant at the .05 level

Availability of books
In the questionnaire, the teachers reported on the number of books present in the classroom
and/or school library. The third- and fourth-grade teachers reported that, on average, they
had 49.28 books available in their classrooms (SD = 55.41) and 416.89 in the school library
(SD = 643.42). No significant differences were found between the means of the third and
fourth grades. In Table 4.9 the frequencies and valid percentages of third- and fourth-grade
classrooms on the numbers of books available in classroom and school libraries are
presented.

71

Chapter 4

Table 4.9

Frequencies (#) and valid percentages of 3rd- and 4th-grade classrooms on the
number of books available in classroom and school libraries (n = 87)
Grade 3 (n = 44)
Grade 4 (n = 43)
Grades 3 and 4 (n = 87)
# Classrooms Valid % # Classrooms Valid % # Classrooms Valid %
In classroom library
26.4%
19
29.7%
11
22.9%
8
zero books
32.0%
24
24.4%
9
42.8%
15
10 – 49 books
22.2%
15
16.2%
6
25.7%
9
50 – 99 books
19.5%
14
29.7%
11
8.6%
3
100 – 250 books
15
6
9
Missing answers
In school library
54.1%
40
58.3%
21
50.0%
19
zero books
16.4%
12
8.3%
3
23.7%
9
100 – 499 books
5.5%
4
5.6%
2
5.2%
2
500 – 999 books
10.9%
8
11.1%
4
10.5%
4
1000 – 1499 books
13.6%
10
16.7%
6
10.6%
4
1500 – 2300 books
13
7
6
Missing answers

Table 4.9 shows that 26.4% of the third- and fourth-grade classrooms had no classroom
library while 40 classrooms (54.1%) had no school library. Twenty-four teachers (32%)
reported having 50 books or less in their classrooms, 15 teachers (22.2%) reported having
between 50 and 99 books in their classrooms while 14 teachers (19.5%) reported having
between 100 and 250 books in their classrooms. With regard to the school libraries,12
teachers (16.4%) reported collections of 100 to 499 books, 4 teachers (5.5%) reported
collections of 500 to 999 books, 8 teachers (10.9%) reported collections of 1000 to 1499
while 10 teachers (13.6%) reported collections of 1500 to 2300 books in their school libraries.
The highest reported number of books for classroom libraries was 250 while for
school libraries this was 2300. Most teachers could make use of either a classroom or a
school library (90.8% on average for both grades). However, 7 teachers (in 3 different
schools) reported that they had neither a classroom nor a school library available for their
students (9.2%). Of the teachers who only had a classroom library, 16 reported having 50
books or less while 6 reported having between 100 and 250 books. Seven teachers reported
that they had no classroom libraries but school libraries that contained between 1000 and
2300 books. Nineteen teachers reported having a classroom library as well as a school
library.
4.3.3 Time spent on literacy activities
For six weeks yearly, the teachers reported in their logs daily how many minutes they had
spent on literacy and language activities on that particular day. Of the 87 teachers involved in
the study, 77 had completed the logs. In Table 4.10, the means and standard deviations for
the time the teachers spent daily on literacy activities are presented. In the table, the mean
proportions are presented, which were computed by dividing the total number of minutes
spent on a particular activity by each teacher by the number of days this teacher had
completed the logs. The teachers also received scores on their use of narrative and
expository texts during log days. Mean proportions for this variable were computed by only
including the days that the teacher had reported performing a reading comprehension
lesson.
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Table 4.10

Means and standard deviations for the time (in minutes) 3rd- and 4th-grade teachers
spent daily on literacy and language activities, according to the teacher logs
Grade 3 (n =41) Grade 4 (n =36)
M (SD)
M (SD)
1. Reading comprehension/Study-reading lesson (total):
14.57 (7.35)
12.19 (5.86)
2. Decoding
13.28 (6.13)*
9.92 (5.46)*
3. Independent reading
7.14 (4.09)
8.66 (4.45)
4. Shared book reading
7.64 (4.68)
8.69 (5.62)
5. Activities to increase reading engagement
3.43 (4.45)
3.77 (3.73)
6. Whole-group discussion of a text or book
4.70 (3.46)
5.55 (4.49)
7. Small-group discussion of a text or book
0.81 (0.90)
1.18 (1.51)
8. Use of dictionary, encyclopedia, etc.
2.82 (5.20)
3.61 (3.30)
9. Working with figures, tables, graphs, maps, etc.
5.49 (6.71)
6.16 (4.75)
10. Vocabulary teaching
5.22 (3.23)
4.78 (4.64)
11. Training of speaking abilities
4.59 (3.53)
4.36 (5.12)
12. Training of listening abilities
6.09 (5.34)
4.94 (5.62)
13. Spelling and punctuation
12.07 (6.53)
12.50 (5.40)
14. Grammar
1.79 (3.78)
3.36 (3.96)
15. Reading instruction during science/social studies
3.89 (3.26)*
6.37 (5.57)*
16. Writing of expository or science text
2.19 (2.57)
1.70 (1.87)
17. Writing of narrative or literary text
3.91 (2.67)
3.47 (2.91)
18. Other language activities
14.42 (8.19)
14.79 (9.53)
Daily total
114.05 min.
116 min.
19. Use of narrative text during RC lesson
76.1%*
61.3%*
Use of expository text during RC lesson
23.9%*
38.7%*
Note. * = difference between Grades 3 and 4 significant at the .05 level

As can be seen from Table 4.10, in Grade 3 the teachers on average spent 114.05 minutes a
day on the different literacy and language activities while in Grade 4 this was 116 minutes. In
third grade, the teachers spent more time on reading comprehension lessons than in fourth
grade but the difference between the grades proved nonsignificant. In both grades, most of
the time was spent on reading comprehension lessons (about 13,5 minutes a day), decoding
skills lessons (about 10 to 13 minutes a day), and spelling and punctuation lessons (about 12
minutes a day). Independent reading and shared book reading both occurred about 8
minutes a day.
In the questionnaire that was administered at the end of the school year, the teachers
were asked how much time they spent weekly on reading comprehension, decoding, and
independent reading. This made it possible to compare the questionnaire results with the log
results on these variables. In Grade 3, the teachers reported having spent 15.25, 15.91, and
7.59 minutes a day on reading comprehension lessons, decoding, and independent reading,
respectively. In Grade 4 this was 15.42, 10.66, and 10.01 minutes, respectively. As can be
seen from Table 4.10, the log results were quite similar to the questionnaire results, although
the latter tended to be somewhat higher. This is in keeping with Otter and Schoonen's
(1996b) findings that questionnaires, in which subjects have to recollect information over
longer periods of time, generally lead to an overestimation of the reported time. The Pearson
correlation coefficients between the data of the logs and the questionnaires were .45 for the
time spent on reading comprehension, .63 for the time spent on decoding, and .50 for the
time spent on independent reading.
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In both grades, about 5 minutes was spent on book discussions, on vocabulary
teaching, and on the writing of texts. Very little time was spent on book discussions in small
groups (about 1 minute a day). The high standard deviations indicate large differences
between teachers on this item. About 14.5 minutes a day were spent on other language
activities. Unfortunately, nothing can be said about the nature of these activities.
Item 19 of the teacher log referred to the use of narrative texts or expository texts
during reading comprehension lessons. In third grade, the teachers had used a narrative text
for 76.1% and an expository text for 23.9% of the time. In fourth grade, these percentages
were 61.3% and 38.7%, respectively. The oneway ANOVA analyses showed that the
difference between the grades was significant, F(1,73) = 5.094, p<.05. No other significant
differences between Grades 3 and 4 were found, with the exception of items 2 and 15. In
Grade 4, less time was spent on decoding, F(1,75)=6.377, p<.05, while more time was spent
on reading comprehension instruction during science/social studies, F(1,75)=5.865, p<.05.
Fourth-grade teachers spent more time on grammar (3.36 minutes a day) than did thirdgrade teachers (1.79 minutes) but the difference on this item was only near-significant
(p<.079).
4.3.4 Nature of comprehension instruction
In 42 third and 40 fourth grades, observations were made during a regular reading
comprehension lesson. During these lessons children typically read a short story. Then the
teacher explained the text through direct instruction or questioning, after which the students
individually read a number of questions and wrote down the answers in their workbooks.
Next, the assignments were checked by the teacher, sometimes during the lesson,
sometimes later. The length of the observed lessons varied between 25 to 60 minutes.
During 63.05 hours 11,349 observational units of 10 seconds were made. In the following
sections, the results within the four observed categories are presented.
Grouping of students
In Table 4.11, the mean percentages and standard deviations for the grouping of the
students are presented.
Table 4.11

Mean percentages and standard deviations for the Grouping of Students observed
during reading comprehension lessons in Grades 3 and 4
Grade 3 (n = 42)
Grade 4 (n = 40)

Whole-class
Small groups
Individual
Not involved in lesson

M
62.86
3.65
31.82
1.50

SD
(16.71)
(12.18)
(18.03)
(2.89)

M
63.87
5.28
29.72
1.13

SD
(17.01)
(13.35)
(15.77)
(2.54)

As can be seen from Table 4.11, in more than 60% of the total time the students were taught
in a whole-class setting. About 30% of the time was spent working individually. Only about 4
to 5% of the time the students worked in small groups. However, the standard deviations
here was about three times as high as the mean scores, indicating that only a few teachers
worked in small groups while most teachers did not work in small groups at all.
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Teacher activities
In Table 4.12, the mean percentages and standard deviations for the teacher activities during
the observations are displayed.
Mean percentages and standard deviations for Teacher Activities observed during
reading comprehension lessons in Grades 3 and 4
Grade 3 (n = 42)
Grade 4 (n = 40)
M
SD
M
SD
(7.77)
16.75
(6.59)
16.42
Speaking to whole group
(12.89)
34.27
(14.94)
32.20
Interacting in whole-group setting
(6.87)
7.76
(6.88)
9.56
Listening in whole-group setting
(2.59)
1.40
(1.95)
1.21
Writing in whole-group setting
(3.24)
1.70
(3.48)
2.39
Reading text aloud to whole group
(9.43)
10.57
(10.97)
11.71
Helping individual student(s)
(3.62)
3.38
(2.59)
2.54
Involved in procedures
(12.52)
24.18
(11.92)
23.83
Not involved in lesson

Table 4.12

Table 4.12 shows that, in both grades, most of the time was spent on interacting in a wholegroup setting (more than 30%). In about 16% of the time, the teachers were speaking to the
whole group. In about 24% of the time, the teachers were involved in activities that had
nothing to do with the lesson of that moment. While the students worked individually on
assignments in particular, the teachers engaged in other activities (e.g., talking to a
colleague or sorting out papers). About 11% of the time the teachers helped individual
students with their assignments. Listening to one of the students in a whole-group setting
occurred in 9.56% in Grade 3 and 7.76% in Grade 4. However, in Grade 3 in 9.16% of this
time the teachers listened while students read aloud in turns, indicating that in only 0.4% of
the time the teachers listened to a student talking for an observational period of 10 seconds
or longer. In grade 4 this was 1.01%. Writing, reading aloud, and involved in procedures only
occurred about 1, 2 and 3% of the time, respectively.
Focus of teacher activity
In Table 4.13, the mean percentages and standard deviations for the focus of teacher activity
during the classroom observations are presented. Table 4.13 suggests that about 36% of the
time the focus of the teacher was not related to the lesson. However, this percentage does
not do the teachers justice, as the time they spent helping individual students (11.71% and
10.57% in third and fourth grade, respectively, see Table 4.12) was also included here.
Subtracting this percentage yields a percentage of approximately 25%, which is more in line
with the percentages in the previous table on teacher activities.
About 16% of the time, teachers focused on paragraph or text meaning. This
percentage seems high, but according to the observation protocol, the time spent on reading
aloud of the text by the teacher (see Table 4.12) or by one of the students (see Table 4.14)
was also included here. This was done because during the reading aloud of text, the focus of
the teacher (and students) was assumed to be on the text as well, although no instruction
was occurring. Subtracting the time that text was read aloud from the time the focus was on
paragraph or text, reduces the percentages of this variable to 4.67% in Grade 3 and 7.59% in
Grade 4.
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About 7.5% of the time, the focus of the teachers was on the meaning of a single
word or sentence. On reading strategies they spent about 10% of the time and on prior
knowledge almost 7%. Correction of behavior occurred about 2% while very little time was
spent on illustrations or graphics (less than 0.7%). Similarly, explicit motivational support,
with the exception of short remarks such as good or well done, was hardly ever observed
(about 0.1%).
Table 4.13

Mean percentages and standard deviations for the Focus of Teacher Activity
observed during reading comprehension lessons in Grades 3 and 4
Grade 3 (n = 42)
Grade 4 (n = 40)

M
SD
M
Prior knowledge
6.59
(7.64)
6.71
Word/sentence meaning
6.80
(8.83)
7.98
Paragraph/text meaning
16.22
(11.42)
16.09
Illustrations/graphs
0.86
(2.35)
0.62
Reading strategies
10.24
(11.09)
9.39
Checking assignments
9.48
(10.82)
10.72
Procedures
10.99
(4.74)
10.65
Motivation
0.09
(0.30)
0.12
Correction of behavior
2.01
(2.74)
2.38
Not related to lesson
36.72 (25.01*)
(17.10)
35.32 (24.75*)
Note. (*) Corrected for the time spent on helping individual students

SD
(9.67)
(7.78)
(11.03)
(1.54)
(7.95)
(8.46)
(4.52)
(0.29)
(2.86)
(16.84)

Student activities
The group was observed as a whole. If students were engaged in different activities, only
that activity was registered that involved the majority of the group. In Table 4.14, the mean
percentages and standard deviations for the student activities are presented.
Table 4.14

Mean percentages and standard deviations for Student Activities observed during
reading comprehension lessons in Grades 3 and 4
Grade 3 (n = 42)
Grade 4 (n = 40)

Silent reading of the text
Students reading aloud in turns
Working on assignment
Listening
Not involved in lesson

M
5.79
9.16
30.17
53.09
1.65

SD
(5.29)
(6.94)
(18.34)
(16.47)
(3.15)

M
6.15
6.75
29.00
56.65
1.44

SD
(6.35)
(6.34)
(17.59)
(15.88)
(2.91)

Table 4.14 shows that in 53.09% (Grade 3) and 56.65% (Grade 4) of the time the majority of
the students were listening to the teacher or to one of their peers who answered a question
posed by the teacher. The time the teacher read the text aloud was included here as well. In
9.16% (Grade 3) and 6.75% (Grade 4) of the time, the majority of the students were either
listening or reading while one of them read aloud. About 30% of the time, they were engaged
in assignments, individually or in small groups. About 6% of the time, they were reading
silently and about 1.5% of the time, the majority of the group was not involved in the lesson.
To test the possible differences between reading instruction of third- and fourth-grade
teachers oneway ANOVA was used. No significant differences were found. Only one variable
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(students reading aloud in turns) reached near significance (p=<.105). In third grade, 9.16%
of the time was spent on this activity while in fourth grade this was 6.75%.
4.3.5 Literacy instruction in different sociocultural settings
The present study included four strata of schools: Stratum 1 schools with students from
Dutch high- and middle-class families mainly; Stratum 2 schools with students from Dutch
working-class families mainly; Stratum 3 schools with mixed populations of low SES Dutch
and minority students mainly; and Stratum 4 schools with low SES minority students mainly.
The possible differences in literacy education between the four types of schools were
tested in a oneway ANOVA. Multiple comparisons tests in ANOVA (Bonferroni) were used to
compare pairs of groups. Missing data were handled with pairwise deletion. Ten of the
teachers in Grade 3 taught the same students in Grade 4 as well. In the analyses they were
treated as different teachers.
In 13 classrooms, two teachers had a shared job. The teacher who spent three days
per week in the classroom or more was seen as the main teacher of that classroom. This
teacher administered the tests, filled in the questionnaires, etc. The logs were completed by
the teacher who had taught on that particular day. If the teachers in a shared job spent
approximately equal time in the classroom, they both filled in the questionnaires. Where they
differed the mean score was used. If this caused statistical problems, the answers were
scored as missing data.
Because very little significant differences were found between Grades 3 and 4 with
regard to the teacher variables, it was decided to include all third and fourth grades within
one analysis, thus obtaining a sample of 87 classrooms, of which 16 belonged to Stratum 1;
24 to Stratum 2; 21 to Stratum 3; and 26 to Stratum 4. The following 46 teacher variables
were involved in the analyses:
Teacher Questionnaires
1. cognitive/affective teacher attitude
2. independent reading facilities
3. book promotion activities
4. availability of books
Teacher Literacy Logs
Time spent on ...
5. reading comprehension lessons
6. decoding
7. independent reading
8. teacher reading aloud
9. book promotion activities
10. whole-group discussion of text or book
11. small-group discussion of text or book
12. use of dictionary, encyclopedia, etc.
13. working with figures, tables, graphs, maps
14. vocabulary teaching
15. training of speaking abilities
16. training of listening abilities
17. spelling and punctuation
18. grammar
19. reading instruction during science/social studies
20. writing of expository or science text
21. writing of narrative or literary text
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22. total time spent on language activities
23. use of narrative versus expository text
Classroom Observations
Grouping
24. whole-class activities
25. small-group activities
26. individual activities
Teacher activity
27. talking to whole group
28. interacting with whole group
29. listening in whole-group setting
30. writing before whole group
31. reading aloud the text
32. helping individual students
33. waiting during procedural activities
Focus of Teacher Activity
34. prior knowledge
35. comprehension of word/sentence
36. comprehension of paragraph, section or whole text
37. use of reading strategies
38. illustrations, graphs, tables, etc.
39. checking of assignments
40. procedures
41. motivating the students
42. correction of behavior
Student Activity
43. silent reading
44. students reading aloud in turns
45. working on assignment
46. listening to teacher

Surprisingly, only two significant main effects of Stratum were found. The first one concerned
the variable affective teacher attitude towards reading instruction, F(3,72)=2.81, p<.05. The
multiple comparisons tests (Bonferroni) showed that the difference was mainly due to the
lower score for Stratum 3 schools on this variable. However, while the maximum score for
the affective teacher attitude variable was 5, the mean scores for schools in Strata 1, 2, and
4 were about 4.5 while Stratum 3 schools scored 4.1, indicating only minor differences
between the strata.
The second significant main effect of Stratum that was found, was with the variable
time spent on reading comprehension lessons, F(3,73)=4.602, p<.005). In Table 4.15, the
means and standard deviations for this variable can be seen for the four types of schools.
Table 4.15

Means and standard deviations for the time spent on reading comprehension lessons
for the four strata (minutes daily)
M
(SD)
Stratum 1 schools (n = 13)
10.32
(5.91)
Stratum 2 schools (n = 22)
11.54
(5.71)
Stratum 3 schools (n = 19)
13.15
(5.53)
Stratum 4 schools (n = 23)
17.31
(7.58)

As can be seen from Table 4.15, the higher the stratum, the more time was spent on reading
comprehension lessons. This indicates that teachers in schools with more low SES and
bilingual students devoted significantly more time to reading comprehension lessons than
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teachers in schools with more high- and middle-class students. Stratum 4 teachers, for
example, spent 7 minutes a day more on reading comprehension lessons than Stratum 1
teachers.
No other significant differences between the strata were found. However, some nearsignificant differences are worth mentioning. For instance, schools in Strata 1 and 2 on
average had 65 books in their classrooms while schools in Strata 3 and 4 on average had
only 36 books (p<.150). For the school libraries the opposite was found; schools in Strata 1
and 2 on average had 278 books in their school libraries while schools in Strata 3 and 4 had
533 books (p<.176).
Stratum 4 teachers spent 3.36% of the time during reading comprehension lessons
on the reading aloud of the text by students, for Stratum 3 teachers this was 2.23% and for
Strata 1 and 2 this was about 1% (p<.065). Stratum 3 teachers spent more time on strategy
instruction than teachers in Strata 1, 2, and 4 (about 14% versus 8% to 9.5%, p<.159).
Furthermore, Strata 2 and 4 teachers spent more time on decoding skills training (12.59 and
13.34 minutes a day, respectively) than teachers in Strata 1 and 3 (10.96 and 9.24 minutes a
day, respectively, p<.135).
Remarkable was the finding that the teachers hardly differed in the time they spent on
vocabulary teaching. It was expected that Strata 3 and 4 teachers would do considerably
more vocabulary teaching because of the larger numbers of second language learners in
their classrooms. However, Stratum 1 teachers even spent a little more time on vocabulary
teaching (5.31 minutes a day) than the Strata 2, 3 and 4 teachers did (4.65, 5.19, 5.03
minutes, respectively) but the difference was nonsignificant (p<.962).

4.4

Conclusions and discussion

Teacher attitudes and views
With regard to the teachers' attitudes towards reading instruction, it appeared that the scores
on the affective scale were somewhat higher than the scores on the cognitive scale,
indicating that the teachers were well aware of the importance of motivating the children for
reading. On the affective scale, enhancing reading pleasure scored highest while teaching
students to enjoy leisure time reading scored lowest. On the cognitive scale, developing
vocabulary scored highest while developing literary taste obtained the lowest scores (cf.
Blok, 1992).
Most of the teachers thought that TV/video/radio are the main reasons that many
children read so little in their leisure time. The lack of parental support came second on the
list of reasons. Furthermore, sports, hobbies, playing outside, computer, lack of
concentration were mentioned. Only 4 teachers of the 68 who completed the questionnaires
said the school not to do enough to motivate the children for reading.
Literacy facilities, activities and time investment
With respect to the availability of books, large differences were found between schools and
classrooms. While some schools owned well stocked classroom and school libraries, most
teachers only had a few books (50 or fewer) in their classrooms. In schools with mainly low
SES and minority populations (Strata 3 and 4 schools), on average fewer books were
available in the classrooms than in schools with mainly Dutch students (Strata 1 and 2
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schools), although the Strata 3 and 4 schools generally had larger school libraries. Partly,
this may be explained by the fact that Strata 3 and 4 schools generally had fewer students
per classroom and thus, it can be argued that they needed fewer books. However, to
promote second language learning, Elley and Mangubhai (1983) recommended 250 books
per classroom or when recourses are scarce, 150 books. These numbers are in sharp
contrast with the numbers of books that teachers with second language learners reported
having in the present study.
Striking was the finding that seven teachers reported having neither a classroom nor
a school library, suggesting that in their classrooms no books were available for independent
reading. In about 30% of the schools, independent reading was not part of the curriculum,
indicating that independent reading in these schools did not occur on a regular basis. These
results suggest large differences between schools in their view on the importance of
independent reading and access to books. In contrast, shared book reading was practiced
frequently, most teachers reading aloud to their students on a daily basis, or at least once or
twice a week. Most of the teachers also reported several other book promotion activities,
although these activities often occurred only about once or twice a year.
Most of the time spent on language and literacy activities, as reported in the teacher
literacy logs, was used for lessons on reading comprehension, decoding and spelling (cf.
Sijtstra, 1997). On average, each of these activities took about 10 to 14 minutes per day. All
the other specified activities generally occurred less frequently. In the present study, reading
comprehension lessons on average took 13.38 minutes a day in third and fourth grades.
From the observations of the reading comprehension lessons it could be calculated that
about 14% of the time spent on reading comprehension lessons the children read texts as
well, which makes 1.87 minutes a day. Furthermore, the students on average read 11.6
minutes during decoding lessons while independent reading occurred for 7.9 minutes. This
means that students on average read about 20 minutes a day, which can be seen as quite
limited.
Several researchers have stressed the importance of real reading and writing for the
development of reading and writing (e.g., Cooper, 1999; Cunningham & Allington 1999).
Moreover, research in higher achieving schools in high-poverty areas suggests that teachers:
provide their students with maximized opportunity to read; focus on meaning rather than
skills; and provide opportunities to discuss what is read (Knapp, 1995). In the present study,
the emphasis was on decoding and spelling skills rather than comprehension skills.
Moreover, not much real writing was going on. Writing of narrative and expository texts only
occurred 5.5 minutes a day, with high standard deviations, indicating large differences
between teachers. Whole-group discussion/interaction of a book or text occurred about 5
minutes a day while discussion in small groups only occurred about 1 minute, with high
standard deviations as well.
In Grade 3, during reading comprehension lessons, the teachers used narrative texts
about 75% of the time. In Grade 4 this was about 60%. This finding is in keeping with a
previous study by Litjens and Jongerius (1990), who found that in literacy and language
education, narrative texts are used much more frequently than expository texts. Thus, during
reading comprehension lessons, students learn to deal with narrative texts primarily despite
the fact that in social studies and science, students have to deal with expository texts most of
the time.
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According to the teacher logs, almost 9 hours and 30 minutes a week was spent on
literacy and language activities in both grades. Otter and Schoonen (1996b), in a diary study,
found that third-grade teachers spent about 4 hours a week on language and literacy
activities while fourth-grade teachers spent about 6 hours a week. Sijtstra (1997), using
questionnaires, reported fourth-, fifth-, and sixth-grade teachers to spend about 7 hours a
week on language and literacy activities. The difference between the previous studies and
the present one may be explained by the fact that in the present study, the teachers were
asked to report on language and literacy activities not only during reading and language arts
but also during social studies and science. This explanation is corroborated by the finding
that the teachers reported in the questionnaires that on average 7 hours and 50 minutes a
week were allocated to reading and language arts, suggesting that a fair amount of the
literacy activities as reported in the logs occurred during other subject areas.
Nature of comprehension instruction
During the observations of regular reading comprehension lessons, children typically read a
short story. Then the teacher explained the text through direct instruction or questioning,
after which the students individually read a number of questions and wrote down the answers
in their workbooks. Next, the assignments were checked by the teacher, sometimes during
the lesson, sometimes later.
Eccles, Wigfield, and Schiefele (1998) have argued that students are more motivated
in classrooms where many activities occur simultaneously, materials are varied, and there is
some choice regarding partners and work activities. However, none of these characteristics
were observed much during the reading comprehension lessons. Although no qualitative
data have been gathered in the present study, the overall impression of the observers was
that most of the children were not highly motivated nor engaged in the texts. This impression
was confirmed by the teachers who often complained that the reading comprehension
programs they used were not very inspiring. The schools involved in the present study used
mainly older reading comprehension programs which do not provide much strategy
instruction. Only two schools in the study used modern reading comprehension programs,
which provide sufficient strategy instruction according to the standards of the Dutch federal
inspection of education (Inspectie van het Onderwijs, 1996). At the time of the study, the use
of these modern programs was not yet widespread.
During the observations, for more than 60% of the time the students were taught in a
whole-group setting, about 30% of the time they worked individually on an assignment, and
about 4.5% of the time they worked in small groups. These results are in keeping with the
findings of Aarnoutse and Weterings (1995). From the results of both studies, it can be
concluded that cooperative learning situations, that have shown to facilitate both learning and
motivation (see Stevens & Slavin, 1995), seldom occur during reading comprehension
lessons in the Netherlands.
About 50% of the time the teacher spoke or asked questions in a whole-group setting.
About 11% of the time was spent on the helping of individual students while about 24% of the
time the teacher was involved in matters not related to the lesson. During the lessons, about
6% of the time the focus was on the meaning of the text or part of the text while about 7% the
focus was on the meaning of a single word or sentence. Checking of assignments and
focusing on procedures both took about 10% of the time. Teachers hardly ever focused on
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illustrations and seldom explicitly gave motivational support, apart from remarks such as
good or well done.
About 10% of the time was spent on the explicit instruction of reading strategies. In
earlier research, Durkin (1978/79) and Weterings & Aarnoutse (1986) found percentages of
about 1 to 4% with regard to strategy instruction, respectively. In the present study, about
10% explicit strategy instruction was observed. It is remarkable that in the present study the
percentage spent on reading strategies is much higher than in the previous studies because
the definitions of strategy instruction that were used during the observations were very
similar. This may be partly due to the different units of time sampling that were used in the
studies. Weterings and Aarnoutse, for example, used one minute as observational unit, while
in the present study observational units of 10 seconds were used. In addition, it is possible
that over the past decades teachers have become more aware of the importance of reading
strategies. Another possible explanation may be that in the present study in each of the
classrooms only one lesson was observed. It can be argued that the teachers prepared this
lesson better and provided more strategy instruction than in studies where several lessons in
the same classroom were observed. On the other hand, research by Wendler, Samuels, and
Moore (1989) demonstrated teachers to spend more time on helping individual students
during first observations than during subsequent observations, but the nature of their
instruction did not change.
It is likely that students also benefit from instruction other than just explicit strategy
instruction (cf. Hodges, 1980). For example, the importance of vocabulary knowledge for
reading comprehension is well documented (see Aarnoutse & van Leeuwe, 1988; Appel &
Vermeer, 1996; Droop, 1999; Nagy, 1996). Therefore, it can be argued that explaining the
meaning of single words, sentences, or texts parts, without giving explicit strategy instruction,
will also improve reading comprehension in the long run. Thus, broadening the definition of
reading comprehension instruction (cf. Hodges,1980) and including prior knowledge (6.65%),
focus on illustrations (0.75%), focus on words and sentences (7.38%), and focus on larger
parts of the text (6.12%) increased the percentage of comprehension instruction (mean of
Grades 3 and 4) in the present study to 31.73%. Sliepen (1995) found 25.52% in similar
research among teachers who taught children with special needs.
The observations of student activity during the reading comprehension lessons
showed that for about 50% of the time the students listened to the teacher giving instructions
or explanations, or asking questions in a whole-group setting. During these interactions, only
one student at the time was active, answering the teacher. These answers were short most
of the time; in Grade 3 only 0.4% of the time the teacher listened to a student talking while in
Grade 4 this was 1.02%, indicating the interaction to be largely dominated by the teacher.
About 8% of the time the students listened to a peer student reading part of the text
aloud, about 6% of the time all students read text silently, and about 25% of the time the
students worked individually on an assignment. Working on assignments in small groups
only occurred in a few classrooms. These findings indicate that most of the children hardly
engaged in interaction during the observed lessons; the observers noticed that many of them
never said one word throughout the lessons.
Differences between teachers in different sociocultural settings
Comparing literacy education in Grades 3 and 4 revealed significant differences on only 5 of
the 46 teacher variables: in Grade 4 fewer books for poor readers were available; in Grade 3
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less time was spent on lessons about an author or a specific book genre; and in Grade 4 less
time was spent on decoding while more time was spent on reading instruction during science
and social studies in this grade. In addition, fourth-grade teachers used more expository texts
during reading comprehension lessons than third grade teachers. Given that in the
comparison of Grades 3 and 4 the same students from the same schools were involved, it is
not surprising that the results were very similar for both grades.
In the comparison of schools in different sociocultural settings, only two significant
differences were found with regard to literacy education. In Stratum 3 schools, with a mixed
low SES Dutch and minority population, the teachers' attitude appeared to be somewhat less
affective than in the other strata, suggesting that enhancing the reading motivation of
students was seen as a less important goal of reading instruction by this group of teachers.
Stratum 3 teachers spent more time on strategy instruction, although the difference with the
other teachers was only near-significant. Furthermore, it appeared that the more low SES
and minority children the teachers had, the more time they spent on reading comprehension
lessons. Stratum 4 teachers, for example, who taught minority students mainly, spent 7
minutes per day more on reading comprehension than Stratum 1 teachers, who taught Dutch
high SES students mainly.
Surprising was the finding that the teachers in the four strata did not differ significantly
in the time they spent on vocabulary teaching. Teachers in all four strata spent about 5
minutes a day on this activity. It was expected that teachers with more second language
learners would do more vocabulary teaching. But teachers in all four strata spent much more
time on spelling and punctuation (about 12 minutes) than on vocabulary, despite the fact that
in the teacher attitude questionnaire the development of vocabulary was seen as one of the
most important goals of reading instruction. It seems that teachers expect vocabulary to
develop automatically during reading lessons and that not much specific teaching is needed.
This may be true of monolingual mainstream students but for bilingual minority students this
may not be the case.
The fact that the teachers in the different sociocultural settings did not significantly
differ in their literacy education on 44 of the 46 teacher variables, suggests that Strata 3 and
4 teachers teach their bilingual students very much as if they were monolingual Dutch
students. It seems that the teachers are insufficiently aware of the special needs bilingual
students may have. This may be partly due to the use of programs which are developed for
Dutch monolingual students primarily. Looking at the results from the perspective of the
structural inequality theory (see Au, 1993), the finding that teachers provide first and second
language learners with an equal amount of vocabulary teaching in particular can be
interpreted as an example of perpetuating structural inequality.
In conclusion, looking at different teacher and instructional variables regarding Dutch literacy
education, a fairly homogeneous picture emerges, with sufficient variation for relating these
variables with reading achievement in following chapters. It seems that, in order to become
literate, third- and fourth-grade students engage in reading and listening activities mainly
while speaking and writing activities occur much less frequently. Most of the time is devoted
to the teaching of skills rather than the teaching of meaning. To what extent these literacy
practices influence reading achievement will be evidenced in Chapter 7.
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Development of reading skills, strategy use, motivation, and leisure time
reading

In this chapter, a detailed description of the reading development of third and fourth graders
in Dutch elementary schools is provided. The central question is how reading skills, the use
of reading strategies, reading motivation, and leisure time reading develop in students from
varying sociocultural backgrounds. In addition, the possible differences between Dutch and
minority students with high versus low reading comprehension levels will be examined. In
section 5.1, a brief overview of the previous research is provided. In this same section, the
research questions are presented. In section 5.2, the participants, the design and procedure,
and the materials for the present study are described. In section 5.3, the results are
presented, and the discussion of the results is presented in section 5.4.

5.1

Introduction

Research has shown striking differences in the development of reading in different
sociocultural groups (for an overview see Durgunoglu & Verhoeven, 1998; Koda, 1994;
Weber, 1991). It can also be assumed that learning to read in a second language is
complicated by the difficulties learners encounter with grasping the linguistic patterns of the
target language and applying (meta)linguistic cues for reading. Both decoding skills and
reading comprehension may be affected by limited oral proficiency and vocabulary
knowledge. Moreover, it may be that differences in strategy use and motivational factors
affect decoding and comprehension processes as well. In other words, the processes of
learning to read in a first and second language may differ in many ways.
Reading skills
Several researchers have studied the development of reading skills among students with
varying sociocultural backgrounds in the Netherlands. The results of these studies generally
show minority students to seriously lag behind other students and not catch up to their Dutch
peers over the years. Only the differences for their decoding skills appear to decrease over
time. The Bureau for Social and Cultural Planning (SCP) examines nationwide language
assessment scores for elementary school children every two years. These studies
consistently show both Turkish and Moroccan children to lag behind their Dutch peers by two
years with regard to diverse language and literacy skills while Surinamese children lag
behind by one year when they enter school. When elementary school ends, after Grade 6,
the differences between the groups are still large (see Tesser, Merens, & van Praag,1999;
Tesser & Iedema, 2001).
These findings have been confirmed in many studies. With regard to oral proficiency,
researchers have shown minority children to lag behind in kindergarten (Boogaard, Damhuis,
de Glopper, & van den Berg, 1990; Narain & Verhoeven, 1994), in the early and middle
elementary grades (Droop, 1999; Sijtstra, 1992; Verhoeven & Vermeer, 1989), and in the
upper elementary grades (Sijtstra, 1997; Verhoeven & Vermeer, 1996; Zwarts, 1990). With
regard to decoding skills, the minority groups do somewhat better. While several studies
have shown differences between Dutch and minority children during the initial stages of
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reading (Damhuis, de Glopper & van Schooten, 1989a/b; Teunissen, 1986; Verhoeven,
1987; Wijnstra, 1985), the differences tend to decrease over the elementary school years.
Only minor differences on decoding skills tests have been found for Dutch versus minority
children in Grade 3 (Sijtstra, 1992), Grade 6 (Sijtstra, 1997; Zwarts, 1990), and Grades 1
through 6 (Smits & Aarnoutse, 1997; Vinjé, 1991).
In a longitudinal study among Dutch, Moroccan and Turkish students in Grades 3 and
4, Droop (1999) found minority children to process short, monosyllabic words faster than long
polysyllabic words. On the consonant-vowel-consonant (CVC) word test and the CCVCC
word test, moreover, the minority children outperformed Dutch low SES children. On the
polysyllabic word test, both the minority group and the Dutch low SES group obtained lower
scores than the Dutch high SES group. Verhoeven (1987) and Verhoeven and Gillijns (1994)
have reported similar findings, with minority students performing lower on polysyllabic word
tests than Dutch students in Grades 1 and 2.
The lexical knowledge of minority students has been found to lag substantially behind
that of their Dutch peers in kindergarten (Boogaard, Damhuis, de Glopper & van den Bergh,
1990; Narain & Verhoeven, 1994; Verhoeven & Vermeer, 1989), the early and middle
elementary grades (Appel & Vermeer, 1994; Droop, 1999; Verhoeven and Vermeer, 1989,
1996), the upper elementary grades (Smits and Aarnoutse, 1997; Verhallen, 1994), and in
secondary education (Hacquebord, 1989). Strating (2000) found a gap of around two years
at the end of kindergarten. At that point, the vocabulary of the minority children appeared to
be 3,200 to 3,500 words, while the vocabulary of the Dutch children appeared to be more
than 5,000 words. The gap in lexical knowledge also appears to widen over the elementary
school years. Verhoeven and Vermeer (1996), for example, found that the vocabulary of
Dutch students increases by an estimated 3,000 words per year while that of L2 minority
children increases by only 2,000 words per year. For Dutch students, vocabulary knowledge
at the end of sixth grade is estimated to be 15,675 words; for minority students, vocabulary
knowledge is estimated to be 9,700 words. In addition to quantitative differences, qualitative
differences in vocabulary knowledge have also been reported. Verhallen (1994), for example,
found Turkish second language learners of Dutch to have less extensive vocabulary
knowledge and fewer associative links between words than Dutch first language learners.
With regard to reading comprehension, large differences have also been found
between Dutch and minority children during the early elementary school years (Damhuis, de
Glopper, & van Schooten, 1989a/b; Verhoeven, 1987; Wijnstra, 1985), the middle and upper
grades (Droop, 1999; Smits & Aarnoutse, 1997; Vinjé, 1991), and at the end of elementary
school in the sixth grade (Sijtstra, 1997; Zwarts, 1990).
Strategy use
The importance of efficient strategy use for reading comprehension has been confirmed and
widely acknowledged by many researchers (Aarnoutse & Weterings, 1995; Baker & Brown,
1984; Paris, Wasik, & Turner, 1991; Pressley, 1998a/b). Verbal protocol studies have shown
adult readers to use a range of strategies that are not present in younger and/or less skilled
readers (Pressley & Afflerbach, 1995).
Although there is general consensus that younger and poorer readers do not monitor
their comprehension as effectively as older and better readers (Baker & Brown, 1984;
Pressley 1998a/b), research has shown contradictory results with regard to the optimal
quantity of strategy use. Two different views on the relation between the use of context and
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reading ability exist, for example. Some researchers have found good readers to make better
use of contextual information than poor readers (Neville & Pugh, 1976/1977) while others
have shown poor readers to rely more on context than good readers do, in an effort to
compensate for slow word encoding (Perfetti, 1985; Stanovich, 1991).
Although research on the metacognitive development of bilingual students is still in its
infancy, there is evidence that their strategy use may differ from the strategy use of
monolingual students. Vygotsky (1962) once raised the possibility of cognitive differences
between bilingual and monolingual children in the form of differing awareness of language
and its functions. Similarly, Hosenfeld (1978) once suggested that second-language learning
is unique and may bring about greater awareness of cognitive processes. Research by
Ianco-Worrall (1972) supports this hypothesis and showed 4- to 5-year-old bilingual children
in South Africa to better understand the fact that language is arbitrary (e.g., that a concept
can have more than one label) than their monolingual peers.
More recently, researchers have shown both first and second language reading to be
highly dependent on the use of effective strategies. In fact, Langer, Bartolomé, Vàsquez, and
Lucas (1990) examined the meaning construction of bilingual students and found the use of
good "meaning-making strategies" to influence reading competence more than first- or
second-language proficiency. Students used their knowledge of Spanish as support for
difficulties in English texts. Students who tended to be good readers in either of the two
languages also tended to be good readers in the other language and, according to Langer
and her colleagues, this was due to the transfer of good comprehension strategies across
languages. Other researchers have also used the notion of strategy transfer to explain why
students who are good readers of their native languages are often good readers of their
second languages (e.g., Miramontes & Commins, 1989).
Jiménez, García, and Pearson (1996) examined the strategic reading processes of
eight bilingual Latin-American students who were successful readers of English, three
bilingual Latin-American students who were less successful readers of English, and three
monolingual English students in sixth grade. The successful Latin-American readers actively
transferred information across languages, translated from one language to the other, and
made use of cognates (i.e., words related across languages) in the less dominant language.
The less successful Latin-American readers proved much less efficient at this. In the verbal
protocols, the monolingual English students reported less strategy use than both groups of
Latin-American students, presumably because they encountered fewer difficulties.
In the Netherlands, the strategy use of elementary students has received little or no
attention to date. An exception is Mooij (1994), who longitudinally studied 1,000 fifth- and
sixth-grade students to examine the effects of four reading comprehension programs on
reading performance. Mooij found no significant differences in the effects of the different
programs on the language test scores of the students. However, the programs did affect the
use of metacognitive reading strategies. To measure the use of metacognitive reading
strategies, Mooij constructed a questionnaire that asks the students to report on their use of
metacognitive strategies before, during, and after the reading of a narrative or expository
text. Two of the older reading comprehension programs, Leeswerk (Malmberg) and
Begrijpend Lezen (Malmberg), had no effect on the strategy use of the students. A rather
surprising finding was that the two more recent programs, Lees je wijzer (Dijkstra, Zeist) and
Taalkabaal (Zwijsen), exerted a small but negative effect on the use of cognitive strategies,
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even though the use of several metacognitive reading and learning strategies was explicitly
taught within the programs.
In the same study, Mooij compared good to poor readers (i.e., readers who scored
high versus low on a reading comprehension test), and found virtually no significant effects of
strategy use on reading achievement for both the good and the poor readers. The only beta
coefficients found to be significant were negative and varied between -.25 and -.44.
To date, no studies have addressed the strategy use of elementary students from
different backgrounds in the Netherlands. Two strategy studies concerned with junior and
senior high school students are nevertheless worth mentioning (i.e., de Jager & Reezigt,
1996; Hacquebord, 1989). De Jager and Reezigt (1996) performed a study of 13-year-old
students in lower as well as higher types of secondary education. The purpose of the study
was to examine the relations between the students’ metacognitive skills and a variety of
student and instructional variables. A scale was constructed to assess which global
metacognitive skills (as opposed to domain-specific skills) the students use when doing their
homework. The scale involved such items as: How often do you reread your own writing to
check if you made any mistakes? How often do you make notes during reading? How often
do you ask someone to quiz you? The questionnaire was administered to some 20,000
students in their first year of high school. De Jager and Reezigt found the use of global
metacognitive skills to correlate positively with gender and nationality, with girls and minority
students producing the highest correlations. The correlations of metacognitive skills with
intelligence and language and math achievement scores generally were negative.
Achievement motivation, attitude toward school, and checking of homework by parents
correlated positively with the use of metacognitive strategies.
Hacquebord (1989) studied Dutch and Turkish 12- to 14-year-olds following two types
of lower high school education: lbo and mavo. Lbo is vocational education, while mavo is a
more general theoretical high school. Hacquebord found a strong relation between
vocabulary knowledge and text comprehension for all groups. In addition to this, the Turkish
mavo students scored lower than the Dutch lbo students on grammar and vocabulary tests
but higher on text comprehension tests which suggests that the Turkish mavo students tend
to use higher level comprehension strategies to compensate for their lack of linguistic
knowledge. Tests involving skills and strategies at the micro, meso, and macro levels indeed,
showed the Turkish students to score higher on the macro-level skills than their Dutch peers
while the Dutch students scored higher at the micro and meso levels. The findings of de
Jager & Reezigt (1996) and Hacquebord (1989) suggest that, at least during the high school
years, minority students either use more or different strategies than their Dutch peers.
Reading motivation and leisure time reading
Several researchers have found the reading motivation and leisure time reading of children
to decline across the school years. Gambrell et al. (1993) found third graders to value
reading more and have more positive reasons for reading than fifth graders. Similarly, most
of the studies concerned with the development of reading attitudes have demonstrated a
decline in reading attitude over the years (Chapman & Tunmer, 1995; Kush & Watkins, 1996;
McKenna, Kear, & Ellsworth, 1995). In a longitudinal nationwide study of 18,185 children in
grades 1 through 6, McKenna et al. (1995), found recreational as well as academic attitudes
to gradually become more negative across the elementary school years, beginning relatively
positive and ending relatively indifferent. For poor readers, this trend was even more clear.
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Oldfather (1992) similarly found literacy motivation to decline even more after students enter
junior high school. Leisure time reading appears to decline over the years as well. McKenna
et al. (1995) reported a decline in leisure time reading for Whites, Hispanics, as well as
African-Americans across the school years.
In the past, both teachers and educators have tried to explain the poor achievement
scores of minority groups in terms of a lack of motivation. Research, however, has not
corroborated this point of view (for an overview see Graham, 1994). In fact, several
researchers have found minority groups to score higher on motivational factors than
mainstream students. McKenna, Kear, and Ellsworth (1995), for example, have found first- to
sixth-grade African-American children to score higher on academic reading attitude than
white children with the difference proving significant at every grade level.
In a study of approximately 300 fifth- and sixth-grade students from different levels of
income and ethnic backgrounds, Baker and Wigfield (1999) administered the Motivation for
Reading Questionnaire (MRQ) and found African-American children to score higher than the
other children on all dimensions of motivation, with the exception of the curiosity, social, and
work avoidance dimensions. The African-American children clearly differed from the white
children with respect to the self-efficacy, challenge, importance, recognition, and competition
dimensions of reading motivation. In addition, the African-American students reported
significantly greater reading activity than the white students. Baker and Wigfield nevertheless
found the relation between reading motivation and reading comprehension to be stronger for
the white students than for the African-American students, which is in keeping with findings
of Graham (1994) and Stevenson, Chen, and Uttal (1990).
In the Netherlands, a number of researchers have studied the reading motivation and
attitudes of elementary school students (e.g., Blok, 1992; Boland, 1988; de Haan & Kok,
1991; Tellegen & Catsburg, 1987). Tellegen and Catsburg (1987) examined personal and
situational factors in relation to the reading motivation of Dutch students aged 10 to 14 and
found sex, decoding skills, school, and age to explain only 11% of the variance in voluntary
reading. Reading pleasure, reading motivation, and factors that hinder reading, however,
were found to explain 30% of the variance in voluntary reading. Intrinsic motivation to read
was found to be the most important factor for leisure time reading, and it appeared that
students familiar with at least one aspect of intrinsic reading motivation (e.g., reading for
excitement) and not hindered during reading (e.g., by lack of perseverance) were frequent
leisure time readers. Students who found reading to require effort, reported less leisure time
reading than students who did not.
De Haan and Kok (1991) studied 555 Dutch fourth, fifth, and sixth graders and found
reading promotion activities to positively effect intrinsic as well as extrinsic (i.e., instrumental)
reading motivation. In addition to this, high reading achievement appeared to be related to
high intrinsic reading motivation while low reading achievement was related to high extrinsic
reading motivation.
Researchers also reported minority students to generally have a more positive
attitude towards school than Dutch students (e.g., de Jong, 1987; Teunissen, 1986). In most
of the Dutch research, moreover, no evidence is found for a relation between motivational
factors or attitudes of minority students and their second language skills (Appel, 1984; Droop,
1999; Hacquebord, 1989; Vermeer 1986). Droop (1999), for instance, found a small positive
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relation between reading attitudes and decoding skills for Dutch students but not for minority
students.
In keeping with findings in the United States (McKenna et al., 1995), leisure time
reading has also been found to decline in the Netherlands. In a longitudinal study of 700
elementary students, Otter and Schoonen (1996a) found fourth-grade students to read an
average of 6 minutes daily, fifth-grade students to read less than 5 minutes daily, and sixthgrade students to read less than 4 minutes daily. In addition to this, both Dutch children and
adults read less than a few decades ago (Piek, 1995). From 1955 to 1990, the leisure time
reading of 12- to 17-year olds declined from 21% to 8% of their free time activities (Knulst &
Kraaykamp, 1996). From 1995 to 2000, leisure time reading of adults declined from 4.6
hours to 4 hours a week (SCP, 2001).
With regard to the leisure time reading of elementary school students from diverse
backgrounds, Otter and Schoonen (1996a) reported a decline for Dutch high and low SES
students as well as minority students, concurrent with McKenna et al.'s (1995) findings. Otter
and Schoonen also found some key differences between the different groups of students. In
Grade 4, minority students reported reading as much as Dutch high SES students; however,
in subsequent years, the decline for the minority students was much more marked than for
the Dutch students. Whereas minority students in fourth grade reported reading 45 minutes
weekly, minority students in sixth grade reported reading only 18 minutes weekly. The Dutch
low SES students reported reading 34 minutes a week in fourth grade and 19 minutes a
week in sixth grade while the Dutch high SES students reported reading 44 minutes a week
in fourth grade and 31 minutes a week in sixth grade.
Finally, Endert (2000) performed a study among 12- to 17-year-old students in a
lower form of secondary education (vmbo) using questionnaires. In contrast with Otter and
Schoonen (1996a), she found that the minority students and Moroccan girls in particular
reported reading more frequently than the Dutch students. The difference between these
findings and the findings by Otter and Schoonen may be partly due to the use of different
instruments in the two studies: questionnaires versus diaries.
In sum, many researchers have examined the development of language and reading skills
among minority groups in the Netherlands. The results all point in the same direction:
Surinamese children lag substantially behind the Dutch children while Moroccan and Turkish
children lag even further behind. Only with regard to decoding skills do the minority children
appear to catch up to their Dutch peers. Viewed from an engagement perspective (cf.
Guthrie & Wigfield, 2000), examination of language and readings skills alone is not sufficient.
Strategy use and reading motivation must also be taken into account in any attempt to
explain the reading achievement of children. However, empirical research on these issues is
still scarce. Very few studies have examined the use of reading strategies by elementary
students let alone of students from different sociocultural backgrounds. The limited research
available on students in secondary school and Spanish speaking students in the US
nevertheless suggests that differences in strategy use may exist for monolingual versus
bilingual students.
With regard to reading motivation and leisure time reading, a general decline across
the elementary school years has been reported in many studies. Researchers in the US have
shown African-American students to score higher on several dimensions of reading
motivation than white students. In line with this, Dutch studies have reported minority
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students to have more positive attitudes towards school than Dutch students. However, very
little research has examined different aspects of reading motivation of minority groups in the
Netherlands. In addition, not much is known about the development of leisure time reading
for elementary students from different sociocultural backgrounds; research is not conclusive
with respect to this issue. The purpose of the present study was therefore to examine the
development of reading skills, strategy use, reading motivation, and leisure time reading in
four different groups of students. A number of studies have shown the strategy use, reading
motivation, and leisure time reading of good versus poor readers to differ. For this reason, a
comparison of Dutch and minority students with high versus low reading comprehension
levels was also made. In the next section, the research questions are presented in more
detail.
Research questions
The main question here is how reading skills, strategies, motivation and leisure time reading
develop in third- and fourth-grade students from different sociocultural/economic
backgrounds (i.e., Dutch high SES, Dutch low SES, ex-colonial, Mediterranean). Of special
interest are the possible differences between the following pairs of groups: the Dutch high
SES versus Dutch low SES groups, the Dutch low SES group versus combined minority
groups, the ex-colonial versus Mediterranean groups, and the Dutch and minority good
versus poor readers. More specifically, an attempt is made to answer the following questions.
1.

How do reading skills (i.e., listening comprehension, decoding, reading vocabulary,
and reading comprehension) develop in third- and fourth-grade students from varying
sociocultural backgrounds? How do the four groups differ in this respect?

2.

How does strategy use (i.e., monitoring strategies, routine strategies, text-based
strategies, and estimation strategies) develop in third- and fourth-grade students from
varying sociocultural backgrounds? How do the four groups differ in this respect?

3.

How do the reading motivation (i.e., intrinsic motivation, extrinsic motivation, and
escape motivation) and leisure time reading develop in third- and fourth-grade
students from varying sociocultural backgrounds? How do the four groups differ in
this respect?

4.

What are the differences in the use of reading strategies, reading motivation, and
leisure time reading for Dutch versus minority students with high versus low reading
comprehension ability levels? How do the two groups differ in this respect?

5.2

Method

5.2.1 Participants
In this two-year longitudinal study, 815 students from 34 Dutch elementary schools were
involved. Four groups of children were examined from the beginning of third grade (= groep
5): 1) a group of 288 Dutch children of parents with a relatively high socioeconomic status
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(high SES); 2) a group of 185 Dutch children of parents with a relatively low socioeconomic
status (low SES); 3) a group of 180 children from Surinam or the Dutch Antilles (ex-colonial);
and 4) a group of 162 children from the Mediterranean countries of Turkey and Morocco
(Mediterranean). The ex-colonial and Mediterranean groups both consisted of children from
mainly working-class families and could therefore be classified as low SES. For more details
on the students and schools participating in the study, the reader is referred to Chapter 3.
5.2.2 Design and procedure
Several tests and questionnaires were administered to the students at three points in time: at
the start of Grade 3, at the end of Grade 3, and at the end of Grade 4. Reading skills were
measured via a number of regular, frequently used Dutch tests of listening comprehension,
decoding skills, and reading vocabulary. In addition to this, the IEA Reading Comprehension
Test for 9-year-olds was used to assess reading comprehension. For reasons of efficiency,
the listening comprehension test was administered at two points in time only.
To measure the use of reading strategies and reading motivation, two questionnaires
were adapted from instruments used in previous research. The questionnaire items were
subjected to a factor analysis to identify different dimensions of strategy use and motivation.
Leisure time reading was measured using reading logs adapted from those used in previous
research by Otter (1993). The reading logs were filled in by the students on a daily basis for
six two-week periods.
The paper and pencil tests, the questionnaires, and the reading logs were distributed
and administered by the classroom teachers. Only the decoding skills test was administered
to each child individually by either the researcher or a test assistant, in a quiet room outside
the classroom. In Table 5.1, the design of the study is presented.
Table 5.1

Design of the study
Grade 3
Oct

Listening comprehension
Decoding skills
Reading vocabulary
Reading comprehension
Use of reading strategies
Reading motivations
Leisure time reading

Nov

Jan

Grade 4
March

x
x
x
x
x
x

June

Nov

Jan

March

x
x
x
x
x
x

x
x
x
x
x
x

x

x

June

x

x

x

Possible differences in the development of the groups over time were tested for in a repeated
measures MANOVA (GLM) with the Group (4 levels: Dutch high SES, Dutch low SES, excolonial, Mediterranean) as a between-subjects factor and Time of measurement as a withinsubjects factor. In the design, the factors Group, Time, and the Time by Group interaction for
the four groups were tested.
To determine whether the main effect of Group and the Time by Group interaction
were significant for particular pairs of groups, contrasts were specified within the MANOVA.
The first contrast compared the Dutch high SES group with the Dutch low SES group. The
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second contrast compared the Dutch low SES group with the minority groups combined. The
third contrast compared the ex-colonial group with the Mediterranean group.
Contrasts for Time were also specified within the MANOVA to determine whether a
particular Time by Group interaction occurred in Grade 3, or in Grade 4, or in both grades.
Multiple comparison tests (Bonferroni) were used to compare the pairs of groups at the
different points in time. Contrasts for Time and multiple comparisons will be discussed only if
the analyses showed relevant and significant results.
To examine the possible differences between students with different reading
comprehension levels, first the 25% highest and 25% lowest scorers on the reading
comprehension test were identified. Then, independent t-tests were performed to compare
the results for the good versus the poor readers for strategy use, reading motivation, and
leisure time reading.
5.2.3 Materials
In Table 5.2, an overview of the variables, the corresponding tests, and the test reliabilities
(Cronbach's alpha) are presented. For the reading comprehension test and two
questionnaires constructed especially for this study, reliabilities were established at all three
measuring moments. Reliabilities greater than .70 indicate reasonably good internal
consistency.
Table 5.2

Overview of test instruments and their reliabilities (α) at the beginning of Grade 3
(m1), the end of Grade 3 (m2), and the end of Grade 4 (m3)

Variables

Instruments

Listening comprehension
Decoding skills
Reading vocabulary
Reading comprehension
Use of reading strategies
Reading motivation
Leisure time reading

Cito Toets Luisteren M5
Drie Minuten Test 3A, 3B, 3C
Leeswoordenschattaak E5, E6
IEA Test for 9-year-olds
Reading Strategies Questionnaire
Reading Motivation Questionnaire
Student Reading Logs

α m1 α m2 α m3
.86
.85
.89
.82
.78
-

.85
.90
.82
.79
-

.86
.87
.90
.81
.76
-

Listening comprehension
To assess listening comprehension, the test Luisteren M5 (Listening Comprehension Test)
was used. This test is part of the standard Dutch CITO pupil monitoring system (Krom,
1992). In the Listening Comprehension Test, the children listen to a number of short stories,
interviews, and conversations; they then answer multiple choice questions. Both the texts
and the questions are presented on audio tape. The answers are scored as 1 (correct) or 0
(incorrect). The maximum score for the test is 33. The reliability (Cronbach's alpha) for this
test is .86. The test was administered at two points in time: at the beginning of Grade 3 and
the end of Grade 4.
Decoding skills
Decoding skills were measured individually in Grades 3 and 4 with the Drie Minuten Test
(Three Minute Test), which is also part of the CITO pupil monitoring system (Verhoeven,
1992a). This test, in which both speed and accuracy are measured, consists of three
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different word cards. For this study, only the third word card containing the most complex
words was used. The three cards all have A, B, and C versions with the words in a different
sequence to prevent test re-test effects. Cards 3B and 3C were administered at the
beginning and end of third grade, respectively, and card 3A was administered at the end of
fourth grade.
Each test card consists of a list of 120 polysyllabic words listed in order of increasing
difficulty. The students are asked to read the list of words as fast and as clearly as possible.
The test score is the total number of words read within one minute minus those skipped or
read incorrectly.
Reading vocabulary
To measure reading vocabulary, the Leeswoordenschattaak (Reading Vocabulary Task) for
Grades 3 and 4 was used; this test is also used in the CITO pupil monitoring system
(Verhoeven & Vermeer, 1992b). For this study, test E5 was used at the beginning and the
end of Grade 3. Test E6 was used at the end of Grade 4. The children must read 30
sentences containing a word or an expression printed in bold. The meaning of the word or
the expression must then be chosen from four alternatives. Answers are scored as 1
(correct) or 0 (incorrect). There is no time limit. The scores on the tests are converted to
scale scores that index vocabulary knowledge across a broad range and thereby permit
comparison across grades. The maximum scale score is 127 for test E5 and 157 for test E6.
The reliability (α) of this test is .85 for Grade 3 (version E5) and .87 for Grade 4 (version E6).
Reading comprehension
Reading comprehension was assessed using the IEA (International Association for the
Evaluation of Educational Achievement) Reading Literacy Study test for 9-year-olds (see
Elley 1992; Otter, 1993). Otter found strong relations between this test and the Dutch
standardized CITO test for this age group, which indicates that both tests measure the same
construct. The IEA Reading Comprehension Test consists of a number of expository and
narrative texts. Students must also read some graphs, tables, schedules, and a map in this
test. For reasons of efficiency, one expository and two narrative texts were excluded for the
present study. In Table 5.3, the different genres and item totals for the reading
comprehension test are displayed.
Table 5.3
Text genres
Expository text
Narrative text
Schedule
Table
Graph
Map
Total

Genres and numbers of items constituting
the Reading Comprehension Test
Items
14
17
7
8
4
4
54

Answers are scored as 1 (correct) or 0 (incorrect). The maximum score on the test was 54.
There was no time limit. The reliabilities (Cronbach's alpha) for this study were .89 at the
beginning of Grade 3 and .90 at the ends of both Grades 3 and 4.
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Use of reading strategies
Strategy use was measured by the Reading Strategies Questionnaire, which has been
adapted from instruments used in previous research by Mooij (1994), Pintrich and de Groot
(1990), and Sliepen (1995). The children were asked to report on their use of reading
strategies before, during, and after the reading of narrative or expository texts read during
school hours. The students were asked to report on their strategy use at school, because it
was assumed that school texts are generally more difficult than texts read at home and
therefore require more strategy use (cf. Otter, 1993).
The children were given a list of possible strategies. This was done for two reasons:
First, reflecting on one’s own cognitive processes is a late-developing skill. As Baker and
Brown (1984) have noted, even adults are less capable of introspecting on their cognitive
knowledge than one would like. In the present study, children in Grade 3 were not expected
to come up with the reading strategies they use without a list. To be aware of a
comprehension failure during reading and subsequently use a strategy are complicated
skills. To put what one does and thinks while reading into words and actually name the
particular strategy may be even more complicated, especially for children who have little
experience with reflection on the reading process. Second, most of the minority students in
the present study were bilinguals who spoke Dutch as a second language. A questionnaire in
which they had to comment on their strategy use would place them in a disadvantaged
position relative to their monolingual Dutch peers. Under these circumstances, the use of a
questionnaire with a list of the relevant strategies appeared most suitable (cf. Pintrich & de
Groot, 1990).
In the Reading Strategies Questionnaire, the children had to report on their use of
several (meta)cognitive strategies before, during, and after the reading of a text. A pilot study
with third-grade students from two schools with different populations showed the initial
version of the questionnaire to be too difficult for this age group. The questions had to be
simplified, and the number of questions was also reduced. In addition to this, the number of
response categories was reduced from 4 to 3. Instead of choosing between never, often,
sometimes, or always students now had to choose between always (3 points), sometimes (2
points), or never (1 point).
Pintrich and de Groot (1990) used a similar questionnaire with seventh graders and
factor analyzed the results. They identified two strategy factors: a cognitive strategy use
factor and a self-regulation factor. In the present study, the strategy items were also factor
analyzed. Using principal component analysis with Varimax rotation, four strategy factors
with eigenvalues of more than 1 were extracted. After selection of items with loadings of .35
or higher and items loading on the same factor at all three measurement points, four types of
strategies were identified: 1) monitoring strategies; 2) routine strategies; 3) text-based
strategies, and 4) estimation strategies.
Monitoring strategies pertain to strategies that involve thinking: self-reflection and the
monitoring of comprehension. Routine strategies are strategies that involve such actions as
writing or drawing rather than thinking. Text-based strategies pertain to mainly reading and
re-reading while estimation strategies pertain to the management of time, effort, and anxiety.
Estimation strategies are motivational tactics rather than (meta-)cognitive strategies
used to improve comprehension. Estimation strategies can regulate the investment of effort,
perceptions of competence, and satisfaction with reading. These strategies help manage the
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situation but do necessarily help solve the reading problem (see Johnston, 1997; Paris,
Wasik & Turner, 1991).
Table 5.4

Factor loadings for items constituting the Reading Strategies Questionnaire at the
beginning of Grade 3 (m1), end of Grade 3 (m2), and end of Grade 4 (m3)
Factor 1
Factor 2
Factor 3
Factor 4
m1 m2 m3
m1 m2 m3
m1 m2 m3
m1 m2 m3
Monitoring strategies
1. While reading, I try to remember
.69/.65/.62
what I read
2. After reading, I ask myself: Did I
.65/.63/.62
understand everything?
3. After reading, I ask myself: Do I
.56/.60/.56
know enough about the subject now?
4. After reading, I ask myself: What
.54/.59/.50
did I learn?
5. After reading, I ask myself: What is
.53/.56/.60
the main idea of this text?
6. While reading, if I do not know a
.46/.39/.50
word, I look for a familiar part
7. If there is something I do not
.44/.38/.53
understand, I look back in the text
.43/.39/.50
8. After reading, I try to summarize
the text in my head
.39/.39/.38
9. I consider if my predictions come
true while reading
Routine strategies
.65/.44/.70
10. If I do not know a word while
reading, I write it down
.62/.56/.65
11. I take notes while reading
12. If I do not know a word, I look it
up in a dictionary
13. I write down the most
important things after reading
14. I make a summary after reading

.57/.37/.42

15. I make a diagram or drawing
after reading
Text-based strategies
16. After reading, I read some parts
again
17. After reading I go through the text
a second time
18. I read the text twice; fast the first
time and slowly the second time
Estimation strategies
19. Before reading, I look at the text
to see whether I will like it
20. Before reading, I look at the pictures
to see what the text is about
21. Before reading, I look at the text
to see if it is difficult

.49/.73/.59

.56/.69/.67
.51/.62/.51

.69/.54/.66
.67/.77/.70
.55/.67/.64

.73/.70/.48
.66/.62/.66
.59/.67/.69

In Table 5.4, the factor loadings for the four dimensions of the Reading Strategies
Questionnaire are displayed. There were 21 items left after exclusion of those items with
either a low item-total correlation and those items not consistently or sufficiently loading on
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the same factor across the three measurement points. The four factors explained 40%, 41%,
and 41% of the variance at the beginning of Grade 3, end of Grade 3, and end of Grade 4,
respectively.
In Table 5.5, the reliabilities (Cronbach's alpha) for the total scale and the four factors are
displayed for the three measurement points. As can be seen, the reliability for the total scale
was .82 at first and second measurement and .81 at third measurement. The reliability was
moderate to high for factors 1 and 2, and low for factors 3 and 4. Factors 3 and 4 each
consisted of three items only, which may explain their low reliabilities. The maximum score
for the total test was 63. There was no time limit.
Table 5.5

Reliabilities (α) for the Reading Strategies Questionnaire at three measurement points
(m1, m2, m3)

Total test (21 items)
Factor 1: Monitoring strategies (9 items)
Factor 2: Routine strategies (6 items)
Factor 3: Text-based strategies (3 items)
Factor 4: Estimation strategies (3 items)

m1

m2

m3

.82
.70
.66
.51
.42

.82
.74
.68
.56
.44

.81
.75
.71
.59
.35

Reading motivation
Reading motivation was measured using the Reading Motivation Questionnaire, which was
adapted from instruments used by Aarnoutse (1990), Greaney and Neuman (1990), and
Tellegen and Catsburg (1987). A pilot study with third-grade students from two schools with
different populations showed the initial version of the questionnaire to be too difficult for
many of the children. The questions had to be simplified and the number of response
categories had to be reduced from 5 to 2: yes (1 point) and no (zero points).
The items addressed several aspects of reading motivation and attitudes. Reading
motivation is multi-faceted, for example, children can have both intrinsic and extrinsic
reasons for reading (Guthrie & Wigfield, 2000; Wigfield & Guthrie, 1997b). Several studies
have shown children to read for escape reasons as well (Greaney & Neuman, 1983, 1990;
Tellegen & Catsburg, 1987), which means that children read "in order to make the time go
by, when there is nothing else to do, and to prevent boredom" (Greaney & Neuman, 1990, p.
193). This type of reading may also help students escape the frenetic pace of modern life
(Tellegen-van Delft & de Zayer, 1989).
In the present study, intrinsic motivation was measured by such items as: Sometimes
I read a book because I like reading an exciting or interesting story; extrinsic motivation by
such items as: Sometimes I read a book because my teacher wants me to; and escape
reasons were measured by such items as: Sometimes I read a book because I want to be
alone. All items pertained to reading at home with the exception of one: I like independent
reading at school. Before computation of the sum scores, one negatively formulated item (I
think reading is boring) was re-coded.
The questionnaire items were submitted to a factor analysis. Using principal
component analysis with Varimax rotation, initially six factors with eigenvalues greater than 1
could be extracted from the data. However, the fourth and fifth factors each had only two
factor loadings exceeding .30 and these items also loaded on factor 1. Moreover, the highest
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factor loading on the sixth factor was .342. It was therefore decided to conduct a principal
components analysis with three factors extracted. After selection of items with loadings of .40
or higher and items loading on the same factor at all three measurement points, three
dimensions of reading motivation could be identified: 1) intrinsic motivation; 2) extrinsic
motivation; and 3) escape motivation.
The three factors explained 37%, 39%, and 39% of the variance at the three
measurement points, respectively. There were 21 items left after exclusion of those items
with either a low item-total correlation or not consistently or sufficiently loading on the same
factor across the three measurement points. In Table 5.6, the factor loadings for the three
dimensions of reading motivation are presented.
Table 5.6

Factor loadings for the Reading Motivation Questionnaire at the beginning of Grade 3
(m1), end of Grade 3 (m2), and end of Grade 4 (m3)
Factor 1
Factor 2
Factor 3
m1 m2 m3
m1 m2 m3
m1 m2 m3
Intrinsic motivation
1. I read because I like doing it
.71/.74/.73
2. I like reading an exciting or interesting story
.40/.50/.53
3. I think reading is boring
.61/.75/.73
4. I like reading in my spare time
.63/.66/.62
5. I read because I enjoy it
.77/.74/.78
6. There are many books I’d like to read in the future
.63/.62/.57
7. I like reading during the holidays
.53/.56/.51
8. I like it when I get a book for my birthday
.60/.55/.52
9. I like independent reading at school
.54/.48/.53
10. I love to read
.72/.71.75
Extrinsic motivation
11. I read because I can learn a lot from it
.75/.72/.76
12. I read because my parents want me to
.57/.59/.61
13. I read because my teacher wants me to
.62/.66/.60
14. I read to get higher grades
.65/.70/.72
15. I read to get information on nature/world
.43/.42/.48
16. I read to learn a lot
.71/.74/.80
Escape motivation
17. I read because I sit quietly on my own then
.70/.66/.63
18. I read when I feel lonely
.49/.56/.48
19. I read to forget sad or annoying things
.50/.56/.65
20. I read because I want to be alone
.67/.70/.64
21. I read because it makes me calm
.60/.61/.61

Table 5.7

Reliabilities (α) for the Reading Motivation Questionnaire at three measurement points
(m1, m2, m3)
m1
m2
m3

Total (21 items)
Factor 1: Intrinsic motivation (10 items)
Factor 2: Extrinsic motivation (6 items)
Factor 3: Escape motivation (5 items)

.78
.82
.69
.59

.79
.83
.72
.61

.76
.83
.75
.58

In Table 5.7, the reliabilities (Cronbach's alpha) for the total scale and the three factors at the
beginning of Grade 3, end of Grade 3, and end of Grade 4 are displayed. For the total scale,
the reliabilities were .78, .79, and .76 for the three measurement points, respectively. The
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reliabilities of the first two factors were moderate to high. The reliability of the third factor was
low. The maximum score on the test was 21. There was no time limit.
Leisure time reading
To assess leisure time reading, Student Reading Logs were used (see Appendix A). The
reading logs were adapted from diaries used previously by Otter (1993), who demonstrated
that reading diaries provide a more valid measurement of reading behavior at home than
retrospective questionnaires and interviews because both children and adults have
difficulties recalling exactly what they have read and for how long after a longer period of
time.
The students kept reading logs during three two-week periods in November, January,
and March of each school year. Every morning, before the start of the first lesson, the
children reported in their reading logs. This took about 6 or 7 minutes. The children were
asked to report which activities they engaged in during the previous day or weekend at
home. The activities were: 1) watching television or video, 2) reading a comic book or a
children’s magazine, 3) reading a book, or 4) talking with someone about a book or comic
book they had read.
Watching TV and talking about a book were included in the reading logs for two
reasons. First, we wanted to compare the frequency of children's leisure time to the
frequency of children's TV watching and also know how much interaction with regard to
books went on in the families. Second, the inclusion of TV watching prevented children who
seldom engage in literate activities from having to answer no to every question in their logs
and thereby reduced the likelihood of socially desirable answering.
For weekdays, the children answered yes (1 point) or no (zero points) for activities at
two points during the day (before and after supper). On Mondays, they reported on the
previous Friday, Saturday, and Sunday. For Saturday and Sunday, they answered yes or no
for activities at three points during the day (mornings, afternoons, evenings). Thus, the
maximum week score for the categories of watching TV, reading a comic book or children’s
magazine, reading a book, and talking about books was 16.
Apart from these frequency reports, the children were also asked to report on the
amount of book reading they did on the previous day. The response format to this question
was:
O
O
O
O

very long (one hour or more)
rather long (about half an hour)
not too long (about a quarter of an hour)
very short (about 5 minutes).

The score was 4 points for long reading, 3 points for rather long, 2 points for not too long, 1
point for very short reading, and zero points for not reading at all. If they had read, the
children were also asked to provide the title of the book and the author’s name. Books written
in languages other than Dutch were reported as well. The maximum score for the amount of
reading for a period of two weeks was 56.
Pearson correlations were computed between the reading amount scores and the
frequency scores. The results for Grades 3 and 4 are displayed in Table 5.8.
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Table 5.8

Correlations between amount and frequency of leisure time reading in Grades 3 and 4
Amount
Amount
Frequency
Frequency
Grade 3
Grade 4
Grade 3
Grade 4

Amount Reading at home Grade 3
Amount Reading at home Grade 4
Frequency Reading at home Grade 3
Frequency Reading at home Grade 4
**p<.01.

1.00
.64**
.77**
.56**

1.00
.51**
.79**

1.00
.58**

1.00

As can be seen from the table, the correlation between the amount of reading in Grade 3 and
Grade 4 and the correlation between the frequency of reading in Grade 3 and Grade 4 were
both moderately high (.64 and .58, respectively). This shows reading at home to be a fairly
stable characteristic. The correlations between the frequency and amount of leisure time
reading within a grade were high also (.77 in Grade 3, .79 in Grade 4).
To examine whether the students completed the logs in a consistent manner, the
frequency scores for book reading alone were compared to the amount scores for each
student separately. The maximum day score for book reading frequency was 2 (during
weekdays) or 3 (during weekend days) while the maximum day score for the amount of book
reading was 4. To compare the scores, new variables were computed. A child who read a
book at one or more points in the day obtained a score of 1 for that day. For not reading a
book at one or more points, the score was zero. If the same child reported some amount of
book reading (score 1, 2, 3 or 4), a score of 1 was assigned for the day. For no amount of
book reading, the score was zero.
Ideally, children who report a book reading frequency of more than 0 for a day, should
also report an amount of reading greater than 0 for the same day. If a child had a score of 1
on frequency and a score of 0 on amount (or vice versa), there was an inconsistency. The
frequency and amount scores for all 84 days were compared. The scores appeared to be
consistent in 89.6% of the cases. No significant differences between the Dutch high SES,
Dutch low SES, ex-colonial and Mediterranean groups were found. Some 91% of the
children completed the reading logs fairly consistently (i.e., 75% or more agreement between
the frequency and amount scores).
The assumptions of normality were not met for the reading log variables. The
frequency scores for watching TV were negatively skewed as most children watched TV
often while very few children did not. For reading comic books/children's magazines,
children’s books, and talking about books, the scores were positively skewed as only a few
children engaged in these activities frequently while the remainder did not. A possible
solution in the case of a skewed distribution is to apply a logarithmic transformation to the
variables to normalize their distributions. This would greatly complicate the interpretation of
the results, however. Moreover, the analyses were assumed to be sufficiently robust to
handle violations of normality. In addition to this, the tests for homogeneity of variance
proved nonsignificant, which shows the four sub-groups to have similar patterns of
skewness. It was therefore decided in the end to not transform the variables.
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5.3

Results

5.3.1 Reading skills

Figure 5.1

Graphic representation of the development of Listening Comprehension, Decoding,
Reading Vocabulary, and Reading Comprehension for four groups of children
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In Figure 5.1, a graphic representation of the mean scores for four reading skills at two or
three points in time is presented. As can be seen, all of the groups make progress on all of
the skills over time. The patterns are very similar for listening comprehension, reading
vocabulary, and reading comprehension with the Dutch high SES group scoring highest,
followed by the Dutch low SES group, the ex-colonial group, and the Mediterranean group in
that order. The differences between the groups also appear to be fairly stable over time. With
regard to decoding, the minority groups appear to catch up to their Dutch peers. In the
following sections, the results for the different reading skills will be discussed in greater
detail.
Listening comprehension
The Listening Comprehension Test (Luisteren M5) consisted of two parts administered on
different days. The missing scores for children who took only one part of the test were
estimated using Missing Data Analyses (MISDAT). MISDAT (Bendermacher, 1995)
computes estimators of covariance and correlation matrices for data with (randomly
dispersed) missing data. As a by-product, MISDAT also produces estimators of the unknown
values and analyzes the relations between missingness and the true scores. MISDAT
showed the missing data for this test appeared to indeed be randomly dispersed, which
made it possible to use the estimates computed by MISDAT.
The scores on the first and second parts of the test were summed to create a single
score for each measurement point. In Table 5.9, the means and standard deviations for the
test at the beginning of Grade 3 and the end of Grade 4 are presented. Graphic
representations of the means for the two measurement points are displayed in Figure 5.1.
Table 5.9

Begin Grade 3
End Grade 4

Mean scores and standard deviations on Listening Comprehension Test for four
groups of children at the beginning of Grade 3 and end of Grade 4 (max. score = 33)
Dutch children
Minority children
High SES
(n = 275)
M
SD
24.14
(3.99)
29.29
(2.85)

Low SES
(n = 162)
M
SD
22.34
(5.10)
27.34
(3.83)

Ex-colonial
(n = 153)
M
SD
18.83
(4.85)
24.87
(4.25)

Mediterranean
(n = 139)
M
SD
16.65
(4.48)
22.07
(4.75)

The main effect of Time was significant, F(1,725)=1612.1, p<.001, which shows all the
groups to make substantial progress over time. The main effect of Group was also
significant, F(3,725)=134.99, p<.001, and the Time by Group interaction was small but
significant, F(3,725)=2.85, p<.05, which indicates a small difference between the groups in
their progress over time.
The two Dutch groups differed significantly, F(1,727)=44.07, p<.001, with the Dutch
high SES group obtaining higher scores than the Dutch low SES group. The two groups did
not differ in their development over time, though.
The Dutch low SES group scored significantly higher than the two minority groups,
F(1,725)=129.79, p<.001, and a small difference in their progress over time was also
observed, F(1,725)=4.64, p<.05, with the minority groups making somewhat more progress
than the Dutch low SES group. The Ex-colonial and Mediterranean groups differed
substantially as well, F(1,725)=31.28, p<.001, with the ex-colonial group scoring much higher
than the Mediterranean group. No interaction effect was found.
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Decoding skills
In Table 5.10, the mean scores and standard deviations for the four groups of children on the
Decoding Skills Test with polysyllabic words (Drie Minuten Test, card 3) at the beginning of
Grade 3, the end of Grade 3, and the end of Grade 4 are presented. In Figure 5.1, graphic
representations of the means for the three measurement points are also displayed.
Table 5.10

Mean scores and standard deviations on Decoding Skills Test for four groups of
children at the beginning of Grade 3, end of Grade 3, and end of Grade 4 (max.
score = 120)
Dutch children
Minority children
High SES

Low SES

Ex-colonial

Mediterranean

(n = 258)

(n = 151)

(n = 154)

(n = 137)

M

SD

M

SD

M

SD

M

SD

Begin Grade 3

55.98

(17.89)

51.76

(18.16)

51.98

(17.05)

44.38

(18.07)

End Grade 3

63.42

(16.33)

59.48

(17.65)

60.09

(16.77)

53.15

(17.55)

End Grade 4

74.55

(15.84)

69.79

(15.95)

74.32

(16.33)

66.94

(17.23)

At the end of Grade 4, the ex-colonial group and the Dutch high SES group scored highest
on decoding skills followed by the Dutch low SES group and the Mediterranean group,
respectively. The main effect of Time was significant, F(2,1392)=1930.49, p<.001; the main
effect of Group was significant, F(3,696)=11.24, p<.001; and the Time by Group interaction
was significant, F(6,1392)=7.49, p<.001, which shows all four groups to make some progress
but nevertheless differ significantly over time.
The Dutch high and low SES groups did not differ significantly, nor did their progress
over time. The mean scores for the Dutch low SES group also did not differ significantly from
the mean scores for the two minority groups, but the Group by Time interaction did prove
significant, F(2,1394)=15.16, p<.001, which shows the minority groups to make more
progress over time than the Dutch low SES group. The ex-colonial group obtained
significantly higher scores than the Mediterranean group, F(1,697)=13.40, p<.001, but no
significant Group by Time interaction was found, which shows their progress over time to not
differ.
Reading vocabulary
In Table 5.11, the scale scores and standard deviations for the four groups on the Reading
Vocabulary Task (Leeswoordenschattaak) at the beginning of Grade 3, the end of Grade 3,
and the end of Grade 4 are presented. In Figure 5.1, a graphic representation of the means
for the three measurement points can be seen.
In the analysis with the total group, the main effect of Time was significant,
F(2,1286)=498.16, p<.001; the main effect of Group was also significant, F(3,643)=140.92,
p<.001; and the Time by Group interaction was significant, F(6,1286)=7.50, p<.001. This
indicates significant progress over time, significant differences between the groups, and
significant differences in the progress of the groups over time.
The Dutch high SES children scored significantly higher than the Dutch low SES
children, F(1,645)=48.26, p<.001. Moreover, the differences increased over time, with the
Dutch high SES group making significantly more progress on this task than the Dutch low
SES group, F(2,1290)=10.21, p<.001.
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Table 5.11

Scale scores and standard deviations on Reading Vocabulary Task for four groups of
children at the beginning of Grade 3 (max. score = 127), end of Grade 3 (max. score
= 127), and end of Grade 4 (max. score = 157)
Dutch children
Minority children
High SES
(n = 244)
M
SD

Begin Grade 3
End Grade 3
End Grade 4

88.51
96.11
103.59

(9.28)
(11.66)
(13.50)

Low SES
(n = 148)
M
SD
84.97
90.65
96.51

(10.30)
(10.43)
(12.18)

Ex-colonial
(n = 139)
M
SD
79.43
85.13
89.01

(8.50)
(8.49)
(7.69)

Mediterranean
(n = 116)
M
SD
71.66
76.22
81.95

(7.82)
(8.63)
(8.59)

The Dutch low SES group obtained significantly higher scores than the two minority groups,
F(1,643)=122.28, p<.001, but the progress of the groups over time did not differ significantly.
Similarly, the difference between the ex-colonial and Mediterranean groups was significant
as well, F(1,643)=50.47, p<.001, with the Ex-colonial children scoring higher, but no
significant Group by Time interaction was found for these two groups. Comparison of the
Dutch high SES group with the other three groups showed the Dutch high SES group to
make more progress than the other groups; the Time by Group interaction was significant,
F(2,1286)=19.76, p<.001.
Reading comprehension
The IEA Reading Comprehension Test for 9-year-olds that was used to measure reading
comprehension consisted of two parts administered on different days. To deal with missing
information, first the scores on the first and second parts of the test were computed
separately. If children had skipped a page, the items on that page were scored as missing.
Single missing items were scored zero. Children with more than four items missing for one
part of the test were excluded as were children who had missed both parts of the test for one
of the measurement points. To estimate the missing data for students who had completed
only one part of the test, the same MISDAT procedure (Bendermacher, 1995) was used as
for the Listening Comprehension Test. The scores for the first and second parts of the test
were summed to produce a single score for each measurement point. In Table 5.12, the
mean scores and standard deviations on the Reading Comprehension Test for the four
groups of children at the three measurement points are presented. In Figure 5.1, a graphic
representation of the means is displayed.
Table 5.12

Begin Grade 3
End Grade 3
End Grade 4

Mean scores and standard deviations on Reading Comprehension Test for four
groups of children at the beginning of Grade 3, end of Grade 3, and end of Grade 4
(max. score = 54)
Dutch children
Minority children
High SES
(n = 275)
M
SD
37.20
(7.37)
42.95
(6.32)
45.97
(5.17)

Low SES
(n = 162)
M
SD
33.42
(8.67)
39.12
(7.75)
42.94
(7.47)

Ex-colonial
(n = 153)
M
SD
29.37
(8.28)
35.40
(7.85)
40.46
(7.06)

Mediterranean
(n = 139)
M
SD
23.24
(8.05)
29.52
(7.91)
35.93
(8.19)

In the analysis with the total group, the main effect of Time was significant, F(2,1450)
=1487.02, p<.001; the main effect of Group was significant, F(3,725)=112.62, p<.001; and
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the Time by Group interaction was significant, F(6,1450)=12.41, p<.001. This indicates
significant progress over time for all of the groups with nevertheless significant differences in
the progress of the groups over time.
The Dutch high SES group obtained higher scores than the low SES group,
F(1,727)=45.57, p<.001. There was also a small but significant Time by Group interaction,
F(2,1454)=4.48, p<.05, showing the development of the two groups not to be the same, with
the low SES group making more progress than the high SES group.
Significant group differences were observed for the Dutch low SES group versus the
two minority groups and the ex-colonial group versus the Mediterranean group,
F(1,725)=86.64, p<.001, and F(1,725)=48.29, p<.001, respectively. The Dutch low SES
group obtained higher scores than the minority groups while the ex-colonial group
outperformed the Mediterranean group. The groups also differed significantly in their
development over time, F(2, 1450)=13.01, p< .001, and F(2,1450)=4.20, p<.05, respectively.
The Mediterranean group made the most progress across the two years, followed by the excolonial group and the Dutch low SES group. The Dutch high SES group made the least
progress, which may actually be due to a small ceiling effect on the scores for this group.
5.3.2 Reading strategies
The more strategies reported on the Reading Strategies Questionnaire, the higher the score.
Nevertheless, a very high score on the Reading Strategies Questionnaire does not make the
person a better reader. Using all of the strategies mentioned, for example, would probably
take up so much time in the end that reading is hindered instead of facilitated (cf. Paris,
Wasik, & Turner, 1991).
In Figure 5.2, the graphic representation for use of the four reading strategies at the three
measurement points can be seen. The use of particular strategies does not clearly incline or
decline for any of the groups. Only the scores for the use of text-based strategies tend to
decrease over time. The patterns of use are similar for the monitoring, routine, and textbased strategies, with the minority groups reporting more strategy use than the Dutch
groups. For the use of estimation strategies, the picture is less clear. In the following
sections, the different dimensions of strategy use will be discussed in greater detail.
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Figure 5.2
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Graphic representation of the development of Monitoring, Routine, Textbased, and Estimation Strategies for four groups of children
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In Table 5.13, the mean scores and standard deviations for the four categories of strategy
use are presented for the different groups of children. The means for each category have
been divided by the number of items for each category in order to facilitate comparison. As
can be seen, all of the groups reported the use of monitoring and estimation strategies the
most and the use of routine strategies the least.
Table 5.13

Mean scores and standard deviations for four categories of strategy use as measured
by the Reading Strategies Questionnaire for four groups of children at the beginning of
Grade 3, end of Grade 3, and end of Grade 4 (max. score = 3)
Dutch children
Minority children

High SES
(223 < n < 241 )
M
SD
Monitoring Strategies
Begin Grade 3
1.87
(0.40)
End Grade 3
1.84
(0.39)
End Grade 4
1.79
(0.38)
Routine Strategies
Begin Grade 3
1.33
(0.36)
End Grade 3
1.32
(0.33)
End Grade 4
1.32
(0.32)
Text-based Strategies
Begin Grade 3
1.61
(0.44)
End Grade 3
1.61
(0.43)
End Grade 4
1.53
(0.39)
Estimation Strategies
Begin Grade 3
1.83
(0.49)
End Grade 3
1.80
(0.48)
End Grade 4
1.70
(0.45)

Low SES
(130 < n < 141)
M
SD

Ex-colonial
(118 < n < 135)
M
SD

Mediterranean
(98 < n < 118)
M
SD

1.84
1.86
1.86

(0.41)
(0.39)
(0.38)

2.04
1.99
1.97

(0.41)
(0.41)
(0.42)

2.00
1.99
2.00

(0.38)
(0.38)
(0.39)

1.34
1.37
1.41

(0.33)
(0.35)
(0.38)

1.58
1.55
1.53

(0.43)
(0.43)
(0.43)

1.54
1.55
1.53

(0.41)
(0.44)
(0.43)

1.65
1.64
1.64

(0.45)
(0.48)
(0.48)

1.93
1.88
1.76

(0.48)
(0.49)
(0.45)

1.83
1.85
1.75

(0.47)
(0.47)
(0.48)

1.83
1.79
1.87

(0.49)
(0.48)
(0.43)

2.05
1.81
1.83

(0.52)
(0.51)
(0.45)

2.01
1.98
1.94

(0.49)
(0.46)
(0.45)

Monitoring Strategies
In Figure 5.2, a graphic representation of the mean scores for the use of Monitoring
Strategies at three measurement points is presented. As can be seen from both Table 5.13
and Figure 5.2, the minority groups report the use of monitoring strategies more often than
the Dutch groups. In the analyses with the total group, the main effect of Group was
significant, F(3,569)=11.61, p<.001, but the main effect of Time was not significant, which
shows strategy use not to increase or decrease significantly over time. The groups also did
not differ significantly in their development over time as the Time by Group interaction was
also not significant.
Comparison of the Dutch high SES group to the Dutch low SES group showed no
significant differences. Comparison of the Dutch low SES to the minority groups, however,
produced a significant Group effect, F(1,569)=18.15, p<.001, with the minority groups using
more monitoring strategies than the Dutch low SES group. The Time by Group interaction for
these groups was not significant. Comparison of the ex-colonial group to the Mediterranean
group also showed no significant Group or Time by Group differences.

107

Chapter 5

Routine strategies
In Figure 5.2, a graphic representation of the mean scores for the use of Routine Strategies
at the three measurement points is presented. As can be seen from both Table 5.13 and
Figure 5.2, the pattern was similar to that for monitoring strategies. In the analysis with the
total group, the main effect of Group was significant, F(3,588)=23.86, p<.001, with the
minority groups reporting more use of routine strategies than the Dutch groups. No
significant Time effect was found and no significant interaction effect, which shows the use of
routine strategies to not increase or decrease significantly over time and the groups to not
differ with regard to the development of routine strategies over time.
Comparison of the Dutch high SES group to the Dutch low SES group showed a
significant Group effect, F(1,590)=7.61, p<.01, with the Dutch low SES group reporting more
use of routine strategies than the Dutch high SES group. The Time by Group interaction was
not significant.
The minority groups reported significantly more use of routine strategies than the
Dutch low SES group, F(1,588)=29.51, p<.001. The development of routine strategies over
time did not differ significantly for the groups, however. No significant differences were found
between the ex-colonial and Mediterranean groups.
Text-based strategies
In Figure 5.2, a graphic representation of the mean scores for the use of Text-based
Strategies at three points in time is presented. In Table 5.13 and Figure 5.2, a decline in the
use of text-based strategies for three of the four groups can be seen. Only the scores for the
Dutch low SES group did not decline. In the analysis with the total group, moreover, the main
effects of Group and Time both proved significant, F(3,603)=25.60, p<.001, and
F(2,1206)=8.05, p<.001, respectively. There were no significant differences between the
groups in the development of text-based strategy use over time.
The Dutch low SES group reported significantly more use of text-based strategies
than the high SES group, F(1,605)=8.98, p<.01. The Time by Group interaction for this
comparison was not significant, however. Comparison of the Dutch low SES group to the
minority groups also revealed a significant Group effect, F(1,603)=28.67, p<.001, with the
minority groups reporting more use of text-based strategies than the Dutch low SES group
but no significant differences between the groups in the development of text-based strategy
use were found. No significant differences were found between the ex-colonial and
Mediterranean groups.
Estimation strategies
Table 5.13 shows the mean scores and standard deviations for the use of Estimation
Strategies at the three measurement points. In Figure 5.2, the graphic representation of the
means can be seen. With regard to the estimation strategies, the picture is not very clear.
While the Mediterranean group and the Dutch high SES group showed a steady decrease
over time, the ex-colonial and the Dutch low SES group showed - after an initial decrease an increase towards the end of Grade 4.
In the analysis of the total group, the main effect of Group was significant,
F(3,627)=10.59, p<.001. The main effect of Time and the Time by Group interaction were
significant as well, F(2,1254)=9.28, p<.001, and F(6,1254)=3.65, p<.01, respectively. Multiple
comparisons (Bonferroni) showed significant differences between the Mediterranean group,
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on the one hand, and the other three groups, on the other hand, at the end of Grade 3, with
the Mediterranean students reporting more use of estimation strategies than the other groups
(p<.05). At the end of Grade 4, it was the Dutch high SES group that differed significantly
from the other groups; the Dutch high SES group reported use of fewer estimation strategies
than the other groups (p<.05).
Comparison of the Dutch high SES group to the Dutch low SES group revealed a
small Group difference, F(1,629)=5.05, p<.05, and a small interaction effect, F(2,1258)=4.33,
p<.05. As Figure 5.2. shows, the scores of the Dutch high SES group decreased over time
while the scores of the Dutch low SES group increased.
Comparison of the Dutch low SES group to the minority groups showed a significant
Group effect, F(1,627)=9.59, p<.01, with the minority groups scoring higher. In addition to
this, there was a small but significant Time by Group effect, F(2,1254)=4.00, p<.05.
Comparison of the ex-colonial group to the Mediterranean group showed no significant
Group effect but a small interaction indicating differences between the groups over time
(F(2,1254)=3.81, p<.05).
5.3.3 Reading motivation and leisure time reading
In Figure 5.3, the graphic representation of the mean scores for the three types of reading
motivation and the children's leisure time reading at three and six points in time, respectively,
is presented. The motivation to read and leisure time reading decline over time for all groups.
Remarkable are the low intrinsic motivation scores for the Dutch low SES group and the low
extrinsic motivation scores for the Dutch high SES group. In the following sections,
motivation and leisure time reading scores will be discussed in greater detail.
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Figure 5.3
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Graphic representation of the development of Intrinsic, Extrinsic, and Escape
Motivation, and Leisure Time Reading for four groups of children
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In Table 5.14, the mean scores and standard deviations for the different aspects of the
Reading Motivation Questionnaire are presented for the different groups of children at three
different points of measurement. To facilitate comparison, the mean scores were divided by
the number of items for each aspect of reading motivation. The table shows the scores to be
highest for intrinsic motivation and lowest for escape motivation.
Table 5.14

Mean scores and standard deviations for three aspects of reading motivation as
measured by the Reading Motivation Questionnaire for four groups of children at the
beginning of Grade 3, end of Grade 3, and end of Grade 4 (max. score = 1)
Dutch children
Minority children

Intrinsic Motivation
Begin Grade 3
End Grade 3
End Grade 4
Extrinsic Motivation
Begin Grade 3
End Grade 3
End Grade 4
Escape Motivation
Begin Grade 3
End Grade 3
End Grade 4

High SES
(200 < n < 240 )
M
SD

Low SES
(120 < n < 141)
M
SD

Ex-colonial
(97 < n < 133)
M
SD

Mediterranean
(96 < n < 117)
M
SD

0.83
0.81
0.79

(0.23)
(0.24)
(0.25)

0.72
0.71
0.67

(0.29)
(0.29)
(0.32)

0.82
0.84
0.82

(0.21)
(0.20)
(0.22)

0.84
0.84
0.76

(0.21)
(0.22)
(0.24)

0.52
0.50
0.34

(0.30)
(0.30)
(0.30)

0.56
0.57
0.44

(0.26)
(0.30)
(0.31)

0.75
0.79
0.71

(0.26)
(0.24)
(0.25)

0.78
0.80
0.71

(0.23)
(0.20)
(0.25)

0.35
0.34
0.32

(0.27)
(0.28)
(0.28)

0.40
0.32
0.32

(0.30)
(0.28)
(0.28)

0.45
0.42
0.33

(0.30)
(0.27)
(0.24)

0.45
0.40
0.29

(0.29)
(0.30)
(0.26)

Intrinsic Motivation
In Figure 5.3, the mean scores for Intrinsic Motivation are graphically presented for the three
points of measurement. A steady decline can be seen for all of the groups. Table 5.14 and
Figure 5.3 both show the Dutch low SES group to score substantially lower on intrinsic
motivation than the other groups. Multiple comparisons (Bonferroni) also show the
differences between the Dutch low SES group and the other groups to be significant at all
three measurement points (p<.05).
In the analysis of the total group, the main effect of Group proved significant,
F(3,513)=11.20, p<.001, along with the main effect of Time, F(2,1026)=7.00, p<.01, which
shows significant group differences and a significant decline in intrinsic motivation over time.
The groups did not differ with regard to the decline of their scores over time, however.
Comparison of the Dutch high SES group to the Dutch low SES group revealed a
significant Group difference, F(1,515)=19.78, p<.001, with the Dutch high SES group scoring
considerably higher. No significant interaction effect was found. Comparison of the Dutch low
SES and minority groups showed the main effect of Group to be significant, F(1,513)=28.69,
p<.001, with the minority groups scoring considerably higher. No Time by Group interaction
was found. No significant differences between the ex-colonial and the Mediterranean group
were found for intrinsic motivation.
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Extrinsic Motivation
In Figure 5.3, the mean scores for Extrinsic Motivation for the different groups at the three
different points of measurement are graphically presented. Table 5.14 and Figure 5.3 both
show a general decline in extrinsic motivation in Grade 4. The minority groups also appear to
score higher on extrinsic motivation than the Dutch groups. The Dutch high SES group
appears to be least extrinsically motivated. In the analysis of the total group, the main effect
of Group proved significant F(3, 584)=88.22, p<.001, the main effect of Time proved
significant, F(2, 1168)=44.41, p<.001; and the Time by Group interaction proved significant,
F(6,1168)=3.22, p<.01, which indicates significant differences in the decline of the extrinsic
motivation scores for the different groups of children. Multiple comparisons (Bonferroni)
showed the differences between the minority groups and the Dutch groups to be significant
at all three measurement points (p<.001), with the minority groups scoring considerably
higher on extrinsic motivation than the Dutch groups.
Comparison of the Dutch high SES group to the Dutch low SES group showed a
significant Group effect F(1,586)=24.05, p<.001, with the Dutch high SES group scoring
lowest. The Time by Group interaction was not significant; the groups both showed the same
negative development over time. Comparison of the Dutch low SES group with the minority
groups revealed a main effect of Group, F(1,584)=108.01, p<.001, with the Dutch low SES
group scoring lower. The Time by Group interaction was not significant. No significant
differences were found between the ex-colonial and Mediterranean groups.
Escape Motivation
In Figure 5.3, the mean scores for Escape Motivation for the four groups of children at three
points in time are graphically presented. In Table 5.14 and Figure 5.3, a decline can be seen
for all groups. The Dutch high SES group appeared to be the most stable over time. In the
analysis of the total group, a small main effect of Group proved significant F(3, 623)=3.52,
p<.05; the main effect of Time proved significant, F(2,1246)=27.16, p<.001; and the Time by
Group interaction proved significant, F(6,1246)=3.13, p<.01, which shows significant group
differences in the decline of escape motivation over time.
Comparison of the Dutch high and low SES groups showed no significant group effect
and no significant interaction effect. Comparison of the Dutch low SES group and the
minority groups revealed a significant group effect, F(1,623)=4.41, p<.05, and a significant
Time by Group interaction, F(2,1246)=3.77, p<.05. The minority groups scored higher than
the Dutch low SES group at the first two measurement points but similarly at the final
measurement point. No significant differences between the ex-colonial and the
Mediterranean groups were found. Multiple comparisons (Bonferroni) showed the differences
between the four groups with regard to escape motivation to have disappeared by the end of
Grade 4.
Leisure time reading
As already mentioned, the amount of reading at home was measured via Student Reading
Logs kept by the children during six two-week periods. To deal with any missing data, the
scores (points for the amount of time the children reported reading) for each two-week period
were summed. Cases with more than seven days missing for a given period were excluded.
For cases with seven or fewer days missing in a given period, the personal mean score for
the days within the period were used to replace the missing values. Six period scores were
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thus obtained for each period. Students with more than two period scores missing were
excluded from the analyses. For students with one or two missing period scores, the
personal mean score for the remaining periods was used to replace the missing scores (cf.
Otter & Schoonen, 1996a).
In Figure 5.3, the mean scores for the amount of book reading for the four groups of
children at six points in time are graphically presented. Table 5.15 shows the mean scores
and standard deviations for the amount of book reading for the four groups of children at six
measurement points.
Table 5.15

Mean scores and standard deviations for the amount of book reading as measured by
the Student Reading Logs for four groups of children at six points in time (max. score
= 56)
Dutch children
Minority children
High SES
(n = 276)
M
SD

Grade 3
1. November
2. January
3. March
Grade 4
4. November
5. January
6. March

Low SES
(n = 165)
M
SD

Ex-colonial
(n = 145)
M
SD

Mediterranean
(n = 115)
M
SD

19.00
16.26
15.62

(13.34)
(12.65)
(13.27)

18.18
14.58
14.37

(13.57)
(13.33)
(14.09)

21.15
17.92
17.75

(14.60)
(14.86)
(13.87)

23.04
18.34
18.84

(14.24)
(13.87)
(13.63)

17.63
16.46
14.28

(12.97)
(12.62)
(12.72)

14.94
13.04
12.33

(12.77)
(11.60)
(11.80)

18.26
14.72
13.82

(13.64)
(13.34)
(12.57)

18.32
16.03
14.91

(11.97)
(13.33)
(12.78)

As Table 5.15 and Figure 5.3 both show, the amount of book reading at home declined for all
groups. At the beginning of third grade, the minority children reported reading more at home
than the Dutch children. At the end of fourth grade, the Dutch high SES group reported
reading just as much as the minority groups. The scores of the Dutch low SES group were
the lowest of all groups at all six measurement points.
In the analysis of the total group, the main effect of Time was significant,
F(5,3485)=43.61, p<.001, the main effect of Group was significant, F(3,697)=3.06, p<.05;
and the Time by Group interaction was significant, F(15,3485)=1.83, p<.05. These results
indicate that the decline over time was significant, that there were significant differences
between the groups, and that the groups differed in their patterns of decline over time. The
decline was largest for the Mediterranean group and smallest for the Dutch high SES group.
Comparison of the Dutch high and low SES groups showed no significant differences.
Comparison of the Dutch low SES students to the minority students, however, revealed a
significant group effect, F(1,697)=8.90, p<.005, with the minority groups reporting more
reading at home than the Dutch low SES group. No interaction effect was found, and no
significant differences between the ex-colonial and Mediterranean groups were found.
Daily reading time scores
In Table 5.16, the means and standard deviations of the daily amount of book reading at
home for the four groups of children are displayed. The scores were computed by summing
the three periods within a single school year and dividing this score by 42 (i.e., the number of
log days per year). The maximum day score was 4. As can be seen from the table, the
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Mediterranean students reported reading the most of all groups but declined drastically. The
Dutch low SES groups reported reading the least of all groups.
Table 5.16

Grade 3
Grade 4

Mean scores and standard deviations for the daily amount of book reading at home for
four groups of children in Grades 3 and 4 (max. score = 4)
Dutch children
Minority children
High SES
(n = 276)
M
SD
1.20
(.82)
1.15
(.81)

Low SES
(n = 165)
M
SD
1.12
(.86)
0.96
(.76)

Ex-colonial
(n = 145)
M
SD
1.35
(.92)
1.11
(.85)

Mediterranean
(n = 115)
M
SD
1.43
(.84)
1.17
(.80)

Although it is not possible to establish the exact number of minutes the students read from
the data, an estimation can be made. The response format for the daily amount of reading
was: one hour or more (4 points), about a half hour (3 points), about 15 minutes (2 points),
about 5 minutes (1 point), and no reading (zero points). It can therefore be calculated from
Table 5.16 that the third-grade Dutch high SES students reported reading about 7 minutes a
day, the Dutch low SES students reported reading about 6 minutes a day, the ex-colonial
students reported reading about 8.5 minutes a day, and the Mediterranean students reported
reading about 9.5 minutes a day. In fourth grade, the four groups reported reading 6.5
minutes, (almost) 5 minutes, 6 minutes, and 7 minutes a day, respectively.
In third grade, 2.2% of the students scored zero on the reading amount scores,
indicating no reading in their spare time. A large group of children (46.7%) read only 5
minutes or fewer minutes a day (mean score between 0.05 and 1 point), 32.7% read
between 5 and 15 minutes a day (mean score between 1 and 2 points), and 17.1% read
between 15 and 30 minutes a day (mean score between 2 and 3 points). Only 3.5% read
more than half an hour a day (mean score between 3 and 4 points). In Grade 4, these
percentages were 3.1%, 51.2%, 31.2%, 12.1%, and 2.4%, respectively. It should be noted
that comic book reading and magazine reading were not included in this analysis.
Frequency of book reading and other leisure time activities
In addition to the amount of reading, the children were asked to note the frequency of a
number of different activities including reading during different periods of the day in their
reading logs. The activities included: 1) watching TV; 2) reading a comic book or a children's
magazine; 3) reading a children’s book; and 4) talking with a family member about a book or
comic book.
To compute the mean week scores, the scores (1 or 0 points) for each two-week
period were summed. Cases with more than seven days missing for a given period were
excluded. For cases with seven or fewer missing day scores within a given period, the
personal mean score for the other days within the period were used to replace the missing
values. Year scores were computed by summing the three period scores within each year.
Cases with more than one missing period score were excluded. For cases with one missing
period score, the personal mean score for the remaining two periods was used to replace the
missing period score. The year scores were then divided by the number of weeks that the
logs were kept per year.
In Table 5.17, the mean week scores and standard deviations for the frequencies of
the different leisure time activities for the four groups of children in Grades 3 and 4 are

114

Development of reading skills, strategy use, motivation, and leisure time reading

shown. There were 16 points per week to report on: before or after supper on weekdays; in
the morning, afternoon, or evening on Saturdays and Sundays.
Table 5.17

Mean week scores and standard deviations for frequency of four different leisure time
activities for the four groups of children in Grades 3 and 4 (max. week score = 16)
Dutch children
Minority children
High SES
Low SES
Ex-colonial
Mediterranean
(277 < n < 284)
(160 < n < 172)
(141 < n < 151)
(103 < n < 134)
M
SD
M
SD
M
SD
M
SD

Grade 3
Watching TV ***
Reading comic book
Reading book ***
Talking about book ***
Grade 4
Watching TV ***
Reading comic book **
Reading book ***
Talking about book

10.11
2.46
4.17
0.89

(3.43)
(2.45)
(3.16)
(1.41)

10.92
2.04
3.71
0.96

(3.54)
(2.17)
(3.26)
(1.60)

11.54
2.53
5.44
1.74

(3.23)
(2.62)
(3.59)
(2.35)

11.80
2.50
5.88
1.49

(3.15)
(2.68)
(3.85)
(1.93)

10.38
2.42
3.51
0.76

(3.36)
(2.54)
(2.89)
(1.56)

11.64
1.80
2.73
0.61

(3.28)
(2.20)
(2.51)
(1.23)

11.73
1.81
3.98
0.93

(3.50)
(2.34)
(3.16)
(1.39)

12.18
1.53
3.99
0.99

(3.45)
(2.28)
(3.30)
(1.83)

** p<.01; *** p<.001

As can be seen from Table 5.17, the children watched considerably more TV than they read.
On more than 10 of the 16 weekly occasions on average, they reported watching TV. Comic
books/children's magazines were not read as frequently as children's books. Talking about a
book occurred very rarely. The frequency of TV watching increased over time while the
frequency of reading comic books or children’s books and talking about books decreased
over time.
In Grade 3, oneway ANOVAs and Post Hoc (Bonferroni) analyses showed the groups
to differ significantly with regard to watching TV (p<.001), reading a children’s book (p<.001),
and talking about books (p<.001). The minority groups scored higher than the Dutch groups
on all three variables. Only with regard to the reading of comic books/children's magazines
did the groups not differ.
In Grade 4, significant differences were observed between the groups for watching
TV (p<.001), reading a comic book/children's magazine (p<.01), and reading a children’s
book (p<.001). The Dutch high SES children watched TV less frequently than the other
groups but read comic books more frequently. The Mediterranean children reported reading
comic books and children's magazines least of all groups. No significant difference between
the groups in Grade 4 was found for talking about books. In both grades, the minority groups
reported reading children’s books significantly more often than the Dutch groups while the
Dutch low SES group reported reading children's books least of all.
5.3.4 Comparison of good versus poor readers
To gain more insight into the importance of certain variables, a comparison of the good
versus poor readers was undertaken. The students obtaining the 25% highest scores on the
IEA Reading Comprehension Test were compared to the students obtaining the 25% lowest
scores. Separate analyses were performed for the Dutch and minority groups, using the data
from the first measurement point. For the leisure time reading variable, the frequency scores
for the amount of book reading and comic book/children's magazine reading in Grade 3
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(three two-week log periods) were summed together. In Table 5.18, the means and standard
deviations for strategy use, reading motivation, and leisure time reading for the good and
poor Dutch versus minority readers are shown.
Table 5.18

Mean scores and standard deviations for strategy use, reading motivation, and leisure
time reading for good and poor Dutch versus minority readers at the beginning of
Grade 3
Good readers
Poor readers

Dutch students
Reading Strategies
Monitoring strategies (max=27)
Routine strategies (max=18)***
Text-based strategies (max=9)
Estimation strategies (max=9)**
Reading Motivation
Intrinsic motivation (max=10)***
Extrinsic motivation (max=6)***
Escape motivation (max=5)
Leisure time reading (max=192)**
Minority students
Reading Strategies
Monitoring strategies (max=27)
Routine strategies (max=18)***
Text-based strategies (max=9)*
Estimation strategies (max=9)
Reading Motivation
Intrinsic motivation (max=10)
Extrinsic motivation (max=6)
Escape motivation (max=5)***
Leisure time reading (max=192)
*p<.05; **p<.01; ***p<.001

M
SD
(122 < n < 132)
17.02
7.56
4.78
5.16

(4.18)
(1.77)
(1.45)
(1.40)

M
SD
(84 < n < 103)
16.52
8.93
5.16
5.76

(3.60)
(2.67)
(1.55)
(1.47)

8.46
(2.21)
2.80
(1.82)
1.89
(1.40)
43.51
(28.30)
(64 < n < 75)

7.18
(2.92)
3.71
(1.62)
1.98
(1.48)
34.00
(26.76)
(61 < n < 77)

17.83
8.79
5.38
5.96

(3.80)
(2.25)
(1.26)
(1.54)

18.95
10.49
5.94
6.39

(3.37)
(2.55)
(1.45)
(1.39)

8.42
4.26
1.77
42.55

(2.26)
(1.71)
(1.52)
(29.44)

7.95
4.69
2.67
51.99

(2.17)
(1.40)
(1.35)
(31.09)

Comparison of the Dutch good versus poor readers on strategy use showed poor readers to
report using more routine, more text-based, and more estimation strategies while good
readers report using more monitoring strategies. However, independent t-tests showed only
the differences for routine strategies (p<.001) and estimation strategies (p<.01) to be
significant. The results for the minority good versus poor readers were fairly similar to those
for the Dutch good versus poor readers. The minority poor readers reported more strategy
use than the good readers in general, with significant differences for the routine strategies
(p<.001) and the text-based strategies (p<.05) in particular.
The Dutch good readers were found to be more intrinsically motivated than the Dutch
poor readers (p<.001), and also reported significantly more leisure time reading (p<.01). The
Dutch poor readers, in contrast, scored higher on extrinsic motivation (p<.001). No significant
differences were found between the Dutch good versus poor readers on escape motivation.
For the minority group, the same pattern emerged: the poor readers scored higher on
extrinsic motivation while the good readers scored higher on intrinsic motivation. However,
the differences between the good versus poor minority readers did not prove significant. The
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minority good versus poor readers did differ with regard to escape motivation, though, with
the poor readers scoring significantly higher than the good readers (p<.001).
For completeness, a comparison was also made of the good versus poor decoders.
The same analyses were conducted for the 25% highest and 25% lowest scorers on the
decoding skills test. With regard to reading motivation and leisure time reading, the results
were very similar to those observed for the good versus poor reading comprehenders. With
regard to strategy use, however, the outcome was different: whereas the poor
comprehenders report use of significantly more strategies than the good comprehenders in
general, the poor versus good decoders did not differ significantly with regard to their
reported strategy use.

5.4

Conclusions and discussion

The reading skills of different sociocultural groups
The Dutch high and low SES groups and the ex-colonial and Mediterranean groups all made
significant progress on the reading skills tests. However, the results showed the two minority
groups to generally achieve lower than the Dutch children, with the exception of decoding
skills (cf. Sijtstra, 1992, 1997). Within the Dutch group, the low SES children remained
behind their high SES peers. Within the minority group, the ex-colonial children from Surinam
and the Antilles outperformed their Mediterranean peers from Turkey and Morocco (cf.
Tesser, Merens, & van Praag, 1999).
With regard to listening comprehension and reading vocabulary, the ex-colonial group
lagged behind the Dutch high SES group for about two years and the Mediterranean group
lagged behind the Dutch low SES group for about two years. For listening comprehension
the differences remained fairly constant over time although the ex-colonial group tended to
make a little more progress than the other groups. With regard to reading vocabulary,
however, the differences between the Dutch high SES group and the other groups appeared
to increase over time, with the Dutch high SES group making more progress than the other
groups (cf. Verhoeven & Vermeer, 1996).
With regard to reading comprehension, the minority groups and the Mediterranean
group in particular lagged behind the Dutch groups substantially although the two minority
groups made more progress over time than the two Dutch groups. The latter finding may be
caused by a small ceiling effect on the comprehension scores for the Dutch groups, however.
For decoding skills, the minority groups appeared to catch up to their Dutch peers.
The ex-colonial group ended at the same level as the Dutch high SES group at the end of
Grade 4 while the difference between the Mediterranean group and the Dutch low SES group
was no longer significant at that point. This latter result suggests that the decoding test is the
only reading skills test for which insufficient knowledge of a second language does not have
a detrimental long-run effect.
The strategy use of different sociocultural groups
With regard to strategy use, all groups reported use of monitoring and estimation strategies
the most and routine strategies the least. No straightforward increases or decreases were
detected for the monitoring, routine, or estimation strategies; the use of text-based strategies
seemed to decline over time. The Dutch high SES group generally reported less use of
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strategies than the other groups. Only for monitoring strategies, no significant differences
were found between the Dutch high versus low SES group. The minority students reported
significantly more use of monitoring, routine, text-based, and estimation strategies than the
Dutch students. No significant differences between the two minority groups were found,
however. These results are in keeping with studies by Jiménez, García, and Pearson (1996)
and of de Jager and Reezigt (1996) who also found second language learners to report more
strategy use than first language learners. It appears that second language learners use more
strategies to compensate for their lack of proficiency in a second language.
The reading motivation and leisure time reading of different sociocultural groups
In line with previous research, reading motivation appeared to decline across the years for
the different sociocultural groups (cf. McKenna, Kear, & Ellsworth, 1995; Otter & Schoonen,
1996a). Although the scores for intrinsic motivation generally were higher than the scores for
extrinsic and escape motivation, a consistent decline was found for all three aspects of
motivation.
The minority groups and the Dutch high SES group scored equally high on the
intrinsic motivation scale. The Dutch low SES group, however, scored significantly lower than
the other groups on intrinsic motivation. Researchers have shown relations between reading
achievement and motivation (Baker & Wigfield, 1999; Gottfried, 1990; Guthrie, Wigfield,
Metsala, & Cox, 1999), which makes the high scores on intrinsic motivation for the minority
groups quite surprising as their scores on reading comprehension were generally low.
However, there is also evidence that the relations between reading motivation and reading
achievement are not consistent across cultural groups and that the relations between
motivational factors and achievement are weaker for minority students than for mainstream
students (see Baker & Wigfield, 1999; Droop, 1999; Graham,1994; Stevenson, Chen, &
Uttal,1990). Several suggestions have been put forward to explain the discrepancy between
motivational and achievement scores.
First, it may be that bilingual minority students are capable of maintaining their
motivation despite low achievement scores because they attribute their achievement failure
to a lack of second language proficiency (which can improve over time) and not a personal
deficiency. When Dutch students obtain low achievement scores, however, they may
attribute this to a lack of ability or intelligence, which may often be viewed as something that
cannot be changed and therefore more likely to affect their motivation (cf. Weiner, 1985).
Second, in a study of mathematics and reading achievement among black students,
Stevenson, Chen, and Uttal (1990) suggested that black students may not have received or
effectively incorporated reliable feedback from teachers and parents on their performance.
Bock and Moore (1986) have also suggested that in minority schools, where academic
outcomes and norms tend to be low, teachers and parents may tend to overestimate the
children’s degree of school success. In addition, Alexander and Entwisle (1988) have argued
that black parents’ support for their children is often unconditional and may therefore not be
very informative. Based on these assumptions, Stevenson, Chen, and Uttal (1990) have
argued that black and presumably other minority children as well, may be less effective in
obtaining a realistic concept of their achievement than their white peers. A pleasant sideeffect of this is that minority children may thus remain highly motivated despite low
achievement scores.
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Third, Graham (1994) has argued that African-Americans who often carry the burden
of social and economic disadvantage may also adopt illusions about future success more
often than Whites in order to cope with the vagaries of life. Neither of these possible
explanations has been adequately tested, however. In addition, the explanations pertain to
mainly African-American students and not the minority groups involved in the present study.
On a different note, the minority students appeared to score much higher on the
extrinsic motivation scale than the Dutch students while the Dutch low SES students scored
higher on this scale than the Dutch high SES students. A possible explanation for these
results is that the focus in (low SES) minority families is more on the utility of reading than on
the pleasure of reading. Leseman and de Jong (1998), for example, found Surinamese and
Turkish mothers in the Netherlands to place more emphasis on reading skills and less
emphasis on reading pleasure than Dutch mothers when reading to their young children. The
same mechanism has been reported for low SES families (see Baker, Sonnenschein,
Serpell, Fernandez-Fein, & Scher, 1994).
Parallel to the decline in reading motivation, leisure time reading also declined over
time for all groups (cf. McKenna, Kear, & Ellsworth, 1995; Otter & Schoonen, 1996a).
Conform the findings of Otter & Schoonen (1996a), the decline was much stronger for the
minority groups than for the Dutch groups. It appeared that, although children generally
report a positive reading motivation, most of them do not read very much in their free time.
The third-grade students read less then 8 minutes a day on average while the fourth-grade
students read no more than 6 minutes a day on average. All groups reported much more TV
watching than book reading. The Mediterranean group reported the highest amount of
reading at home, followed by the ex-colonial group, and then the Dutch high SES group. The
Dutch low SES group reported the lowest amount of reading at home although the difference
from the high SES group was not significant.
In a study of 12- to 17-year-old students, Endert (2000) also found minority students
and Moroccan girls in particular to report more leisure time reading than Dutch students. Two
suggestions were then put forward to explain these results. First, it is possible that minority
students simply do not have the same attractive leisure-time alternatives as other students
have, due to lower socioeconomic conditions and/or cultural/religious differences. Second, it
may be that social desirability plays a different role for different sociocultural groups of
students. Further research is needed to confirm the first suggestion. For the latter suggestion
no evidence was found in the present study.
The strategy use, motivation, and leisure time of reading of good versus poor readers
Additional comparisons of the 25% highest and 25% lowest scorers on the reading
comprehension test were conducted separately for the Dutch students and minority students.
For both the Dutch and the minority groups, poor readers generally reported more strategy
use than good readers. This outcome is in keeping with previous research by both Mooij
(1994) and de Jager and Reezigt (1996), who found negative relations between strategy use
and achievement scores. However, the outcome contradicts the findings of other researchers
(e.g., Forrest & Waller, 1980; Pressley & Afflerbach, 1995). Pressley and Afflerbach (1995),
for example, have shown proficient adult readers, who read highly complex texts, to use a
range of strategies that are not present in poorer or younger readers.
In studies where proficient versus less proficient readers are presented with the same
texts or asked to report on texts of the same level, as in the present study, the outcomes may
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be quite different and less proficient readers may report more strategy use simply because
they encounter greater difficulties (cf. Baker & Brown, 1984). Baker and Brown (1984) have
argued that, although good readers typically engage in comprehension monitoring, it is
typically not a conscious process. Similarly, Anderson (1980) postulated the existence of an
"automated monitoring mechanism" and suggested that mature readers need not devote
constant attention to monitoring their understanding. Flavell (1981) argued that there are
probably few conscious metacognitive experiences when comprehension is proceeding
smoothly. When comprehension is blocked, however, metacognitive experiences are more
likely to become conscious. As a result, good readers may generally report less strategy use
than poor readers simply because their comprehension is not blocked as often.
It may also be that poor readers use more strategies because they are "actively
inefficient". As Paris, Wasik, and Turner (1991) have noted: "Strategic readers are not
characterized by the volume of tactics that they use but rather by the selection of appropriate
strategies that fit the particular text, purpose, and occasion" (p. 611). Actively inefficient
readers use all sorts of strategies but not efficiently (Swanson, 1990). In line with this, Mooij
(1994) has found strategy use to decrease when teachers use programs in which reading
strategies are explicitly taught.
In the present study, Dutch poor readers reported use of more routine, more textbased, and more estimation strategies than Dutch good readers. However, Dutch good
readers reported use of more monitoring strategies than Dutch poor readers. The differences
between the good and poor readers were nevertheless statistically significant for only the use
of routine strategies and estimation strategies. The fact that the good readers tend to use
more monitoring strategies suggests that the use of such strategies may be more effective
than the use of other strategies (cf. Baker & Brown, 1984), but this hypothesis needs
confirmation.
The results for the good versus poor readers within the minority group were fairly
similar to those within the Dutch group, with the poor readers reporting more strategy use in
general and greater use of routine strategies and text-based strategies in particular. The fact
that both the Dutch and minority poor readers used significantly more routine strategies than
the Dutch and minority good readers suggests that routine strategies may be used as
compensatory strategies (see Walczyk, 2000). It may also be that such strategies are used
ineffectively. It may be that routine strategies, which involve such actions as writing or
drawing, are applied without further mindful thinking (cf. Alexander, Graham & Harris, 1998).
For example, it is possible that the use of certain routine strategies (e.g., If you do not know a
word during reading, write it down) prevent children from really thinking about the text.
However, these are only tentative explanations, which also require further research.
The Dutch poor readers and the minority poor and good readers all reported frequent
use of estimation strategies while the Dutch good readers used estimation strategies least of
all groups. Estimation strategies can be conceived as motivational tactics (cf. Paris, Wasik &
Turner, 1991) or coping strategies (cf. Johnston, 1997) that help the reader manage the
situation but not necessarily the reading problem. It may be that bilingual students and poor
readers have a greater need to assess the difficulty or attractiveness of a text in light of
previous negative experiences with texts. It seems that monolingual, good readers do not
need to use estimation strategies as much as poor readers or bilingual readers to motivate or
'de-motivate' themselves for the reading task.
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Comparison of the good versus poor readers with regard to reading motivation and
leisure time reading showed the Dutch good readers to be more intrinsically motivated than
the Dutch poor readers and to also report significantly more leisure time reading. Dutch poor
readers, in contrast, scored higher on extrinsic motivation (cf. de Haan & Kok, 1991). No
significant differences were found between the Dutch good versus poor readers with regard
to escape motivation for reading.
Between the minority good versus poor readers not that many differences were
found. The minority poor readers reported reading at home as frequently as the minority
good readers and they were equally motivated for reading, intrinsically as well as
extrinsically. The minority good versus poor readers only differed with regard to escape
motivation, with the poor readers scoring higher on this variable than the good readers.
A limitation on the present study is that the strategy, motivation, and leisure reading variables
were assessed using self-report measures. Although several researchers have argued that
self-reports can be effectively used to measure student perceptions of motivation and
cognitive involvement (e.g., Baker & Wigfield, 1999; Pintrich & de Groot, 1990), self-report
measures are inherently subject to social desirability. Children may respond in ways that they
think the researcher wants them to respond and some groups of students may be more
subject to social desirability mechanisms than others. For instance, Baker and Wigfield
(1999) have recently raised the possibility that African-American students may have a
general tendency to respond more positively on self-report measures than EuropeanAmerican students. The authors cite Graham (1994), who discusses several possible
explanations for this pattern, including self-protective factors, social comparison processes,
and social desirability. As Graham also noted, however, the evidence for these mechanisms
is weak and, in the present study, no evidence for such mechanisms were found.
In light of these potential problems, use of think-aloud protocols or behavioral
measures in addition to the questionnaires and reading logs would have been welcome.
However, the large number of participants precluded this. In addition, there were quite
different patterns in children’s responses to the different items, suggesting that the children
did not rely exclusively on the high end of the answer scale but responded in an honest and
not just a socially desirable manner.
In sum, it was found that the differences between the Dutch and minority groups on listening
comprehension, reading vocabulary, and reading comprehension remain large. For
vocabulary, the differences even tended to increase over time. Only for decoding were the
minorities found to catch up to their peers.
The bilingual students and the Dutch poor readers reported more strategy use than
the monolingual Dutch good readers. In addition to this, Dutch good readers reported greater
use of monitoring strategies than Dutch poor readers while both Dutch and minority poor
readers reported significantly greater use of routine strategies. These results suggest that
monitoring strategies with a focus on thinking may promote reading comprehension more
than routine strategies with a focus on actions (e.g., writing, drawing).
In the present study, the minority groups generally scored higher on reading
motivation than the Dutch groups. The Dutch high SES group scored equally high only with
regard to intrinsic reading motivation. The minority groups also reported a greater amount of
leisure time reading than the Dutch groups. In addition, the Dutch low SES group scored
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extremely low on intrinsic motivation and also reported less leisure time reading than the
other groups. These findings suggest that, although motivational factors may play a role in
the achievement scores of Dutch low SES students in the third and fourth grades, the low
achievement scores of minority groups are not caused by a low level of motivation. Just how
the various reading skills, strategies, and aspects of motivation appear to interrelate for the
different sociocultural groups is a question for further research and will be examined in the
next chapter.
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Interrelations between reading skills, strategy use, motivation, and leisure time
reading

In this chapter, the existence of structural differences in the interrelations between reading
comprehension and several other student variables for different groups of children in Grades
3 and 4 will be explored. The main question is: In what way is the reading comprehension of
students from diverse backgrounds influenced by other reading skills, nonverbal IQ, strategy
use, reading motivation, and leisure time reading? In section 6.1, an overview of previous
research in this area will be presented, followed by the specific research questions for this
chapter. In section 6.2, the design of the study will be described. In section 6.3, the results
will be presented, and in section 6.4 a discussion of the results will be presented to conclude
this chapter.

6.1

Introduction

It is generally acknowledged that reading comprehension is an important skill. Several
studies have suggested that individuals with low reading achievement have lower academic
achievement as well. Researchers have found reading comprehension to correlate highly
with school performance for such subjects as literature and science (Bloom, 1976; Perfetti,
1976, cited in Daneman, 1991). Actually, the correlation between achievement in science
and literature approaches zero when the effects of reading comprehension are partialled out.
"In other words, reading comprehension seems to be the major common denominator in
most of school learning" (Daneman, 1991, p. 512).
In the Netherlands, the scores of Dutch children on national and international reading
comprehension tests have not been very good. In addition, the scores of minority students
seriously lag behind the scores of their Dutch peers in part because Dutch is a second
language for most of the minority students. Bilingual students often experience two cultures
and two languages, and therefore differ from mainstream students in many respects.
In this chapter the effects of a number of student variables on reading comprehension
and the existence of possible differences between students from different backgrounds will
be examined. In the following sections, the literature addressing the relationships between
reading skills, strategy use, reading motivation, and leisure time reading will be discussed.
The few studies that have addressed the strategy use, reading motivation, and leisure time
reading of students from different sociocultural backgrounds were already discussed
extensively in Chapter 5 and will therefore not be repeated here.
Relations between linguistic and cognitive skills
There is a general consensus that strong relations exist between reading comprehension,
language comprehension, and decoding abilities (Daneman, 1991). Some researchers have
even argued that word recognition and language comprehension are the only two
components of reading (Hoover & Gough, 1990; Tunmer & Hoover, 1993). However, several
studies have shown the interrelations between the different components of reading to change
over time. For beginning readers, correlations between decoding and comprehension are
usually high. Once readers get beyond the initial stages of reading, decoding abilities
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account for relatively less of the variance in their reading, while language comprehension
becomes a more important predictor (Daneman, 1991; Hoover & Gough, 1990; Perfetti,
1985).
Vocabulary knowledge can also be seen as an important component of reading.
Carver and Leibert (1995), for example, have stated that growth in vocabulary is not only
important in its own right but also an important indicator of growth in general reading ability.
Several researchers have demonstrated the influence of vocabulary knowledge on reading
comprehension (Aarnoutse & van Leeuwe, 1988, 1998; Bast, 1995; Stanovich, 1986;
Sternberg, 1987). In addition, a reverse effect of reading on vocabulary development has
been demonstrated (Fielding, Wilson, & Anderson, 1986; Nagy, Herman, & Anderson, 1985;
Nicolson & Whyte, 1992; Swanborn & de Glopper, 1999).
The interrelations among reading skills may not be the same for groups of students
who differ with regard to sociocultural or linguistic background. Only a few researchers have
addressed the possible differences between different groups of students from such a
perspective, however. Verhoeven (1987) studied the interrelations between oral language
proficiency, decoding ability, and reading comprehension in second language learners with
Turkish as their first language and found both phonemic discrimination and metalinguistic
abilities in Dutch at the end of Grade 1 to be moderately predicted by word reading
efficiency. At the end of Grade 2, word reading efficiency was significantly predicted by Dutch
vocabulary knowledge. Reading comprehension was strongly influenced by decoding
abilities in both grades while vocabulary and syntactic knowledge were also important
predictors of reading comprehension for this group of students. In addition, contact with and
attitudes towards the Dutch language appeared to be strong predictors of language
proficiency in Dutch.
In another study, the interrelations between decoding skills, reading comprehension,
and vocabulary knowledge in first and second language learners during Grades 1 and 2 were
examined by Verhoeven and Gillijns (1994) who found the structure of the language
competence of the first and second language learners to be highly comparable. For both the
Dutch and minority children, decoding skills and vocabulary knowledge were the most
important predictors of reading comprehension. However, for the minority children,
vocabulary knowledge was relatively more important while decoding ability was a stronger
predictor for the Dutch children.
When Droop (1999) studied the structural differences in the first- and secondlanguage reading comprehension of students in Grades 3 and 4, she found vocabulary
knowledge to directly affect listening comprehension at the ends of both Grades 3 and 4 for
minority children but not for Dutch children. Droop also found nonverbal intelligence to
positively affect the reading comprehension of both Dutch and minority children. However,
when other variables such as vocabulary knowledge, morphosyntactic knowledge, and oral
text comprehension were entered into the structural equation model, the influence of
nonverbal intelligence disappeared for the minority children but still exerted a small but
significant effect on the reading comprehension and oral text comprehension of Dutch
children.
Relations between strategy use and reading comprehension
Many researchers have stressed the importance of strategy use for reading comprehension
(Durkin, 1978/79; Oka & Paris, 1987; Paris, Wasik & Turner, 1991; Pressley, 1998a/b;
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Weterings & Aarnoutse, 1986). Oka and Paris (1987), for example, found a correlation of .40
between knowledge of strategies and reading comprehension. In addition to this, most
theories of reading comprehension acknowledge that comprehension monitoring is a crucial
aspect of metacognition and essential for adequate understanding of texts (see Baker &
Brown, 1984).
Forrest and Waller (1980) interviewed third and sixth graders of different reading
levels and examined the knowledge of the children with regard to decoding, comprehension,
and study skills. Better readers were found to have more metacognitive knowledge than
poorer readers. In line with these findings, Garner (1980) found that 13- and 14-year-old
good readers were significantly better at detecting inconsistencies in texts than poor readers.
Garner and Kraus (1981/1982) interviewed 13-year-old students and again found
good readers to posess significantly more metacognitive knowledge than poor readers. For
example, the poor readers in their study believed that the purpose of reading was errorless
word pronunciation and that good reading included verbatim recall of the text. Many other
researchers have reported similar findings (Canney & Winograd, 1979; Clay, 1973; Myers &
Paris, 1978; Wixon & Lipson, 1986). Canney and Winograd showed that the poorer readers
in Grades 2 and 4, and even in Grade 6, focus on the decoding aspect of reading.
Conversely, the better readers in Grades 6 and students in Grade 8 indicated that "meaninggetting" was the primary goal of reading.
When skilled readers encounter complex texts, they often use strategies to restore
meaning (Johnston, 1983; Pressley, 1986). Poor readers, in contrast, tend to possess
relatively less awareness of the language system and the importance of strategic reading
activities (Canney & Winograd, 1979; Meyers & Paris, 1978). As a result, poor readers are
less able than skilled readers to infer strategies from generalized, less explicit, instruction.
Researchers have indeed shown strategy instruction aimed at enhancing strategy use to
improve reading comprehension of students with poor reading skills (Gruwel, 1995; Palincsar
& Brown, 1984; Pressley, 1998a/b; Sliepen, 1995).
Relations between strategy use and motivation
Competent readers are usually intrinsically motivated (Harter & Connell, 1984; Pressley &
Afflerbach, 1995). Students who become personally interested in a domain or a topic and are
characterized as mastery oriented are more likely to engage in strategic processing than
students who primarily work for grades and are characterized as performance oriented
(Meece & Holt, 1993). Alexander and Murphy (1997) also observed the most strategic effort
in undergraduate students who were mastery or learning oriented. The value placed on a
task also plays an important role in the type of strategic behavior adopted. As Graham and
Harris (1994) have pointed out, students are less likely to engage in planful, strategic
behavior when they view a task as boring.
Guthrie, McGough, Bennett, and Rice (1996) argued that "without an integration of
motivation and cognition, the acts of selecting books and apprehending their meanings are
unlikely to occur" (p. 166). They cited Dewey (1913) who once observed: "Interest drives
thought." Guthrie et al. (1996) have used the term reading engagement to refer to "the act of
choosing to read frequently for a variety of reasons and comprehending the texts
appropriately within the context of the situation" (p. 166). In addition to this, Guthrie et al.
have suggested that the assumption that students who can read well will automatically
choose to read and persist through difficult material may not always be true. In their view,

125

Chapter 6

strategies are important but boring when used in isolation and must therefore be placed in a
rich conceptual context. In other words, strategies must be necessary and useful. Strategies
are hard to learn, remember, and use which means students will only be motivated to learn
and apply them when they serve their actual interests.
In a similar vein, Alexander, Graham and Harris (1998) have pointed out that knowing
how to apply a strategy does not guarantee proper use of the strategy. There is often a gap
between what children can and actually do, for example. Sometimes children are not very
"mindful" during learning and operate on a least-effort basis. In other words: "... strategic
processing, even when well learned and well practiced, cannot eliminate the cognitive and
motivational differences that exist within individuals or classrooms" (p.144).
Guthrie, van Meter, McCann, Anderson and Alao (1996) found increased intrinsic
motivation in children to be accompanied by more motivated strategy use. Conversely, a
child’s strategic behavior can be seriously inhibited by negative self-perceptions or a
perceived lack of self-determination even when the child possesses the relevant strategic
knowledge (Harter, 1990).
Collins-Block (1992) showed instruction on such strategies as planning, predicting,
inferring, using background knowledge, organizing, and synthesizing in an experimental
classroom to increase reading motivation. By gaining knowledge of strategies, students felt
more empowered and more competent. Payne and Manning (1992) also found metacognitive
strategy instruction to increase attitudes towards stories. Similarly, Walraven (1995) found
the reading attitudes of an experimental group of 10- to 12-year-old poor readers who
received strategy instruction in small groups to increase while the reading attitudes of the
control group, who did not receive strategy instruction, decreased significantly.
Relations between motivation, leisure time reading, and reading comprehension
A number of studies have demonstrated direct or indirect relations between reading skills
and reading motivation. For example, Baker and Wigfield (1999) found several aspects of
reading motivation to correlate moderately with reading achievement in urban fifth and sixth
graders. Gottfried (1990) also found significant correlations between intrinsic academic
motivation and text comprehension for 9-year olds but not for 7-year olds, which suggests
that the relation between reading comprehension and motivation becomes stronger during
the middle school grades.
Guthrie, Wigfield, Metsala, and Cox (1999) found reading amount to significantly
predict achievement on two measures of text comprehension in a study of 271 third and fifth
graders. Reading efficacy and motivation did not significantly contribute to the prediction of
text comprehension but both intrinsic and extrinsic motivation contributed significantly to the
prediction of reading amount. In a second study of 17,424 Grade 10 students, Guthrie et al.
(1999) found both reading amount and reading motivation to be significant predictors of text
comprehension. Furthermore, reading motivation significantly predicted reading amount.
According to Guthrie et al., thus, reading motivation is a strong mediator of reading
comprehension and recognizing the link between reading motivation and reading amount is
crucial for understanding the role of motivation in text comprehension: "... one of the major
contributions of motivation to text comprehension is that motivation increases reading
amount, which then increases text comprehension" (p. 250).
Wigfield and Guthrie (1997b) reported positive correlations between reading amount
in Grades 3 and 5 and several aspects of motivation including curiosity, involvement,
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challenge, recognition, and competition. They also found students ranking in the top third of
the reading motivation scale to spend nearly 20 minutes more reading outside school than
students ranking in the bottom third of the scale. Moreover, Wigfield and Guthrie found a
composite of intrinsic motivation to predict the amount and breadth of students’ reading more
strongly than a composite of extrinsic reading motivation.
Tellegen and Catsburg (1987) examined reading motivation of Dutch students aged
10 to 14 and found sex, decoding skills, school and age only to explain 11% of the variance
of voluntary reading. Reading pleasure, reading motivation, and reading hindering factors,
however, explained 30% of the variance of voluntary reading. Intrinsic motivation for reading
was found to be the most important factor for leisure time reading. Students who were
familiar with at least one aspect of intrinsic reading motivation and not hindered by lack of
perseverance during reading, were frequent leisure time readers.
De Haan and Kok (1991), in a study of Dutch fourth-, fifth-, and sixth-grade students,
found that high reading achievement was related to high intrinsic reading motivation while a
relatively low reading achievement was related to a high extrinsic (instrumental) reading
motivation.
In a longitudinal study of Dutch first to third graders, Bast (1995) found that
comprehension and decoding skills both predicted positive reading attitudes, with good
readers expressing more positive attitudes towards reading than poor readers. The opposite
was also found, however, with positive reading attitudes leading to higher levels of
comprehension. Furthermore, children with positive attitudes were found to read more at
home while more reading at home appeared to produce a more positive attitude towards
reading. According to Bast, "... the results of the structural equation models suggest that the
pattern of interrelationships between reading and attitudes towards reading can be
interpreted as a reciprocal causal relationship” (p. 66). A one-to-one relation between reading
comprehension and reading attitude need not always be the case, however. Boland and
Aarnoutse (1986), for example, showed about 5% of sixth graders (mostly girls) to score high
on reading attitude and low on reading comprehension while another 5% (mostly boys)
scored low on reading attitude and high on reading comprehension.
In the research literature, no consensus exists with regard to the effects of attitudes,
motivation, and leisure time reading on reading comprehension. Some researchers have
found reading at home to contribute to reading achievement (Anderson, Wilson & Fielding,
1988; Campbell, Voelkl, & Donahue, 1997; Cipielewski & Stanovich, 1992; Cunningham &
Stanovich, 1997) while others have found no such relation (Carver & Leibert, 1995; Otter,
1993; Taylor, Frye, & Maruyama, 1990).
Campbell, Voelkl, and Donahue (1997) analyzed National Assessment of Educational
Progress data in the US and found that "students who read daily for their own enjoyment
were 6.7 standard errors higher in reading achievement than students who reported reading
yearly or never" (p. 232). Anderson, Wilson, and Fielding (1988) examined the relation
between leisure time reading (among other activities) and reading achievement for 155 fifth
graders using reading diaries and found a correlation of .39 between the amount of time the
students said they spent reading books at home and a pretest measure of reading
comprehension administered before the children began keeping the diaries. However, as
Anderson et al. mention as a possible shortcoming in their study, the time devoted to reading
was assessed after the measurement of growth in reading comprehension.
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Cipielewski and Stanovich (1992) measured amount of reading using the Title
Recognition Test (TRT) and found reading amount to contribute to text comprehension in
grade 3. Similarly, Cunningham and Stanovich (1997) showed the growth of text
comprehension during Grades 5 through 10 to correlate significantly with reading amount,
measured as a composite of print exposure in Grade 11.
In contrast to the above findings, Aarnoutse and van Leeuwe (1998) found no relation
of reading attitude and reading frequency to reading comprehension and vocabulary. Otter
(1993) similarly found no effect of leisure time reading on reading comprehension in Grades
3 and 4 and speculated that children may not read very actively when reading for pleasure
and may not apply the cognitive strategies needed to improve reading comprehension under
such circumstances. In other words, the reading level of the books the children read at home
may not be sufficiently challenging to elicit the use of more advanced learning strategies.
Carver and Leibert (1995) performed a study of third, fourth, and fifth graders who
read relatively easy library books during a 2-hour class that was part of a 6-week summer
school. After 15 to 30 hours of reading, no gains in reading level, vocabulary, reading rate, or
reading efficiency were observed, and Carver and Leibert therefore suggested that: "Maybe
free reading in the summer does not pay off until a year later. Maybe free reading helps
when it interacts with instruction, acting as consolidation factor" (p. 45). Along these lines,
Taylor, Frye, and Maruyama (1990) investigated the effects of reading amount at home and
in school on the reading achievement of fifth- and sixth-grade students. The students kept
daily reading logs from mid-January to mid-May. The amount of time spent reading at school
during the reading period appeared to contribute significantly to gains in student reading
achievement. Time spent reading at home, however, was not significantly related to reading
achievement gains. As a possible explanation for the disappointing results with regard to
reading at home, Taylor et al. suggest that the home reading measure may have been less
reliable: the teachers could not check the answers provided by the children and the children
may have more difficulty recalling the amount of time spent reading at home on the previous
day than the time spent reading at school during the last reading class.
Relations between strategies, motivation, and reading comprehension
Relatively few studies to date have examined the joint influence of cognitive, metacognitive,
and motivational factors on reading achievement. A few exceptions are provided by Carr and
Borkowski (1989), Carr, Borkowski, and Maxwell (1991), Pintrich and de Groot (1990), and
van Kraayenoord and Schneider (1999). Borkowski and his colleagues demonstrated that it
was more effective to teach learning-disabled and low-achieving children learning strategies
as well as the understanding that effort and personal control can produce positive outcomes.
Borkowski, Carr, Rellinger, and Pressley (1990) found competent readers to be more willing
to use strategies because they believed in the potential success of their efforts. These results
indicate that successful intervention must not only address cognitive reading strategies but
also generate the motivation to use such strategies by convincing students that they control
the effectiveness of the strategies. Students who experience little control over their reading
and learning often feel helpless or incompetent, which can lead to the adoption of workavoidance strategies (Stipek & Weisz, 1981), low expectations for future success, and low
self-esteem (Butkowsky & Willows, 1980).
Pintrich and de Groot (1990) examined the relations between motivational orientation,
(meta)cognitive strategies (cognitive strategy use and self-regulation), and academic
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performance for seventh-grade science- and English-class students and found intrinsic value
to be very strongly related to the use of cognitive strategies and self-regulation. Students
who were motivated to learn the material and not just to get good grades were more
cognitively engaged in trying to learn and comprehend the material than other students.
Intrinsic value did not have a significant direct relation to performance in any of the
regression analyses that included strategy use or self-regulation. That is, the strategy
variables, especially self-regulation, were better predictors of actual academic achievement
than the motivational variables. In this light, Pintrich and de Groot refer to the work of Eccles
et al. (1983), who found intrinsic value did not have a direct influence on student math
achievement but did influence their choice of future math courses. In line with Eccles et al.,
Pintrich and de Groot also argue that intrinsic value is an important component of choosing
to become involved in academic work and thus indirectly related to performance.
Similar findings have been reported by van Kraayenoord and Schneider (1999) who
investigated the reading achievement, metacognition, and motivation (i.e., reading selfconcept and reading interest) of 140 German students in Grades 3 and 4. Motivation was
found to positively affect decoding and metacognition, which were found to positively affect
reading comprehension in turn. In other words, motivation had an indirect positive effect on
reading comprehension via decoding and metacognition.
In sum, in the reading research literature, there is considerable agreement that reading
comprehension correlates with decoding ability, language comprehension, vocabulary
knowledge, and IQ. However, not much is known about the relative contributions of various
strategy and motivation variables to reading achievement. Researchers have suggested that
motivation enhances strategy use, which then enhances reading comprehension in turn. It
has also been suggested that motivation enhances reading amount, which then enhances
reading achievement in turn. Other researchers, however, have found no relation between
leisure time reading and reading comprehension. A lack of longitudinal studies makes it
difficult to establish the direction of any association and the exact nature of the relations.
Furthermore, very few studies have compared and contrasted different groups of students.
The limited research available on this topic suggests major differences in strategy use and
reading motivation across different sociocultural and sociolinguistic groups. In the present
study, it is therefore attempted to gain greater insight into the interrelations between reading
skills, reading strategies, reading motivation, and leisure time reading for students of different
sociocultural backgrounds.
Research questions
In the present chapter, the following questions will be addressed:
1.

How do listening comprehension, decoding, reading vocabulary, nonverbal IQ, and
reading comprehension interact and which of these skills most strongly predict reading
comprehension in Dutch high SES, Dutch low SES, ex-colonial and Mediterranean
students in Grades 3 and 4?

2.

How does the use of reading strategies (i.e., monitoring, routine, text-based, and
estimation strategies) affect reading comprehension for the different groups of students?
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3.

How does reading motivation (i.e., intrinsic, extrinsic, and escape motivation) affect
reading comprehension for the different groups of students?

4.

How does leisure time reading affect reading comprehension for the different groups of
students?

5.

How do strategy use, reading motivation, leisure time reading, and nonverbal IQ interact
and influence the reading comprehension of the different groups of students?

In addition to the above questions, the extent to which the longitudinally measured reading
skills, strategy use, motivation, and leisure time reading variables appear to define stable
developmental tracks will be considered.

6.2

Method

6.2.1 Participants
In this two-year longitudinal study, 815 students from 34 Dutch elementary schools were
followed from the beginning of third grade (= groep 5). Four groups of children were
examined: 1) a group of 288 Dutch children of parents with a relatively high socioeconomic
status (high SES); 2) a group of 185 Dutch children of parents with a relatively low
socioeconomic status (low SES); 3) a group of 180 children coming from Surinam or the
Dutch Antilles (ex-colonial); and 4) a group of 162 children coming from Turkey and Morocco
(Mediterranean). The ex-colonial and Mediterranean groups both consisted of children from
mainly working-class families and could therefore be classified as low SES. In Chapter 3,
more detailed information on the participants is provided.
6.2.2 Design and procedure
In this two-year longitudinal study, most of the data were collected at three points in time: at
the start of Grade 3, at the end of Grade 3, and at the end of Grade 4. The listening
comprehension test was administered at two points in time instead of three while nonverbal
IQ was administered only once at the end of third grade. The student reading logs measuring
leisure time reading were kept daily during six two-week periods.
The paper and pencil tests, the questionnaires, and the reading logs were distributed
and administered by the classroom teachers. The nonverbal IQ test was administered in the
classroom by either the researcher or a test assistant. The decoding skills test was
administered to each child individually in a quiet room outside the classroom, also by either
the researcher or a test assistant. In Table 6.1, the design of the study is presented.
To analyze the data, explorative partial correlation analyses were first performed on
the different student variables from the first measurement point. Separate analyses were
conducted for the Dutch students and minority students. Structural equation modeling (SEM)
was then undertaken to examine the structure of the interrelations among the different
student variables. SEM enables the analysis of both cross-sectional and longitudinal effects
within a single design. Using SEM, hypothesis testing was performed for the total group as
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well as the four subgroups. To analyze the interrelations between the variables, the structural
equation modeling package AMOS 4.0 (Arbuckle & Wothke, 1999) was used.
Table 6.1

Design of the study
Grade 3

Listening comprehension
Decoding skills
Reading vocabulary
Reading comprehension
Use of reading strategies
Reading motivation
Leisure time reading
Nonverbal IQ

Oct
x
x
x
x
x
x

Nov

Jan

Grade 4
March

June

Nov

Jan

March

x

x

x

x
x
x
x
x
x

x

x

June
x
x
x
x
x
x

x

6.2.3 Materials
Table 6.2

Overview of variables, test instruments, and reliability measures (α) at the beginning
of Grade 3 (m1), end of Grade 3 (m2), and end of Grade 4 (m3)
INSTRUMENTS
α m1 α m2 α m3

VARIABLES
Reading skills
CITO Toets Luisteren M5
Listening comprehension (LC)
Drie Minuten Test 3A, 3B, 3C
Decoding skills (DE)
Leeswoordenschattaak E5, E6
Reading vocabulary (VO)
Reading comprehension (RC)
IEA Test for 9-year-olds
Use of reading strategies
Reading Strategies Questionnaire
Monitoring strategies (MS)
Routine strategies (RS)
Text-based strategies (TS)
Estimation strategies (ES)
Reading motivation
Reading Motivation Questionnaire
Intrinsic motivation (IM)
Extrinsic motivation (XM)
Escape motivation (EM)
Leisure time reading (LR)
Student Reading Logs
Nonverbal intelligence (IQ)
Raven's Standard PM, sets A, B, and C
Note. * split-half reliability (Spearman-Brown corrected)

.86
.85
.89
.82
.70
.66
.51
.42
.78
.82
.69
.59
-

.85
.90
.82
.74
.68
.56
.44
.79
.83
.72
.61
.88*

.86
.87
.90
.81
.75
.71
.59
.35
.76
.83
.75
.58
-

All of the instruments, with the exception of the nonverbal IQ test have been described in
detail in Chapter 5. The role of IQ was explored in the present study by including the
children’s nonverbal intelligence as a covariant. Intelligence can be measured using either
verbal or nonverbal tests. In light of the fact that: 1) researchers have found verbal
intelligence tests to measure almost the same constructs as reading comprehension tests
(see Aarnoutse & van Leeuwe, 1988) and 2) a large number of second-language learners of
Dutch were involved in the present study, it was decided to use Raven’s Standard
Progressive Matrices, sets A, B, and C (Raven, Court, & Raven, 1977). This test is
commonly viewed as a measure of nonverbal intelligence. The students must choose the
missing part of a figure from six to eight alternatives. The answer can be correct (1) or
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incorrect (0), and the maximum score is 36. There is no time limit. The split-half reliability for
this measure (Spearman-Brown corrected) is .88 (Cunningham & Stanovich, 1991).
To compute the leisure time reading scores, the frequency data from the reading logs
described in Chapter 5 were used. To obtain a score for total leisure time reading, the scores
for comic book/children's magazine reading and children's book reading were summed. In
Table 6.2, an overview of the instruments and the alpha reliabilities is presented. For more
detailed information on the instruments, the reader is referred to Chapter 5.

6.3

Results

6.3.1 Relations between literacy variables
For initial exploration of the data, partial correlations were computed for the Dutch and
minority group separately. The data from the first measurement point, at the beginning of
Grade 3 were used for these calculations. For the Dutch group, socioeconomic status (SES)
was partialed out; for the minority group, home language (i.e., the use of Dutch or another
language at home) was partialed out. These steps were based on the assumption that SES
was the most important distinguishing factor for the Dutch students and home language for
the minority students (who were predominantly low SES). The correlations for the children's
reading skills, strategy use, motivation, leisure time reading, and nonverbal IQ are presented
in Table 6.3.
The correlations reveal many similarities between the Dutch and minority groups as
well as some interesting differences. As can be seen from Table 6.3, listening
comprehension and reading vocabulary correlate strongly with reading comprehension for
both groups while decoding shows moderate correlations with reading comprehension. In
general, the reading skills for both groups correlate negatively with the strategy scores and
the use of routine strategies in particular. The only exception is the positive relation of the
use of monitoring strategies to reading skills for the Dutch group although the correlation is
close to zero and nonsignificant.
For the Dutch group, intrinsic motivation relates positively and significantly to the four
reading skills and extrinsic motivation relates negatively to these skills. Escape motivation
hardly relates to reading skills for the Dutch group. For the minority group, in contrast, neither
intrinsic nor extrinsic motivation relates significantly to reading skills while escape motivation
is negatively related to the reading skills for this group.
Significant positive relations can be seen between strategies and motivations for both
the Dutch and minority groups. For both groups, extrinsic motivation relates more to the four
types of strategies than intrinsic motivation. Only the use of monitoring strategies relates
significantly to intrinsic motivation.
Although any causal inferences from these correlational analyses must be tentative,
the results suggest that students who are intrinsically motivated tend to use more monitoring
strategies. Extrinsic motivation appears to promote strategy use in general, and leisure time
reading correlates with use of all the strategies with the exception of the estimation
strategies. The latter finding is true of both groups and the minority group in particular.
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Table 6.3

LC
Skills
.30***
DE
.66***
VO
.71***
RC
Strategies
.03
MS
RS -.21***
TS -.06
ES -.10*
Motivation
.17**
IM
XM -.19***
EM -.11*
.14**
LR
.39***
IQ

Correlations between literacy variables for Dutch and minority students at the
beginning of Grade 3
DUTCH STUDENTS (412 < n < 461)
Skills
DE
VO

RC

MS

Strategies
RS
TS

ES

IM

Motivation
XM
EM

LR

1.00
.36***
.41***

1.00
.68*** 1.00

-.01

.03

-.09
.01

-.17*** -.24***
-.10*
-.11*

.03

1.00
.49*** 1.00
.41*** .37***

1.00

-.06

-.13**

-.14**

.26***

.23***

.16**

1.00

.22*** .17**
-.17** -.17**

.21***
-.21***

.12*
.27***

.01
.18***

.05
.22***

.05
.12*

1.00
.08

1.00

.01
.14**

-.05
.11*

-.06
.12*

.21***
.19***

.12*
.16**

.15**
.13**

.08
.04

.21***
.32***

.19***
.11*

1.00
.15**

1.00

.18***

.36***

.48***

.04

-.11*

.00

-.01

.13**

-.13*

-.11*

.09*

MINORITY STUDENTS (282 < n < 329)
Skills
DE
VO

Strategies
RS
TS

Motivation
XM
EM

LC
RC
MS
ES
IM
LR
Skills
.25*** 1.00
DE
.52*** .43*** 1.00
VO
.64*** .47*** .67*** 1.00
RC
Strategies
-.06
-.05
-.12
1.00
MS -.05
-.24***
-.13*
-.15**
-.25***
.52*** 1.00
RS
-.02
-.14*
-.16**
.35*** .36*** 1.00
TS -.13*
-.02
-.02
-.11
.21*** .22*** .12*
1.00
ES -.14*
Motivation
.08
-.00
.07
.08
.28*** .10
.10
.05
1.00
IM
-.05
.05
-.06
.34*** .19*** .17**
.14*
.39*** 1.00
XM -.06
-.16** -.24***
.13*
.06
.08
.05
.17**
.21*** 1.00
EM -.19** -.08
-.16** -.10
-.14*
-.11
.25*** .19**
.19**
.01
.16**
.13*
.24*** 1.00
LR
.35***
.19***
.31***
.39***
-.05
-.13*
-.07
-.10
.01
-.01
-.05
-.16**
IQ
Note. LC=listening comprehension; DE=decoding; VO=reading vocabulary; RC=reading
comprehension; MS=monitoring strategies; RS=routine strategies; TS=text-based strategies;
ES=estimation strategies; IM=intrinsic motivation; XM=extrinsic motivation; EM=escape motivation;
LR=leisure time reading; IQ=nonverbal IQ; *p<.05; **p<.01; ***p<.001 (two-tailed)

For both groups, leisure time reading relates positively to reading motivation. Whereas
leisure time reading relates positively to reading skills for the Dutch group, the opposite is
found to be the case for the minority group, that is, leisure time reading related negative to
reading skills.
Nonverbal IQ shows a small but significant relation to decoding and correlates
moderately with listening comprehension, vocabulary, and reading comprehension for both
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groups. Strategy use and IQ are not significantly related; only routine strategies and IQ show
a small negative relationship for both groups. For the Dutch group, IQ and intrinsic motivation
show a positive relation while extrinsic motivation and escape motivation show a small
negative relation. For the minority group, IQ and motivation are not related. IQ relates
positively to leisure time reading for the Dutch group but negatively for the minority group.
Given that correlational analyses are subject to spurious effects and the testing of causal
hypotheses is not possible using such techniques, the next step was to undertake structural
equation modeling (SEM).
6.3.2 Longitudinal development of literacy variables
The structural equation modeling was used in the model generating manner, which means
that the researcher specifies a tentative initial model based on theory. If the initial model
does not fit the given data, the model is modified and tested again. Several models may be
tested during this process. The goal is to find a model that not only fits the data from a
statistical point of view but also contains parameters that can be meaningfully interpreted (cf.
Jöreskog, 1993).
The number of non-missing values per variable for the total group of 815 students
varied from 618 to 787. Listwise deletion across the total set of variables would have reduced
the total sample to 189. Within this group the occurrence of missing values appeared to be
accidental. It was decided therefore to estimate the covariance matrix using the full
information maximum likelihood method of Anderson (1957) for the total group and each of
the four subgroups as well.
To evaluate the fit of the structural equation models, several measures were used.
Apart from the chi-square test, which measures the discrepancy between the covariance
matrix implied by the model and the sample covariance matrix, the goodness of fit measure
(Gfi), the adjusted goodness of fit measure (Agfi), the comparative goodness of fit measure
(Cfi), and the root mean square error of approximation (Rmsea) were calculated. Globally
speaking, the fit of the model is good when the chi-square test is nonsignificant (p) and close
to the number of degrees of freedom (df). The fit is satisfactory when both the goodness of fit
measure and the comparative goodness of fit measure exceed .90 and the adjusted
goodness of fit measure exceeds .80. The Rmsea measure is satisfactory when it does not
exceed .08.
To start with, whether or not the different variables define stable developmental tracks
over time was examined. For this purpose, it was attempted to apply a quasi-simplex model
for each of the longitudinally measured variables at the beginning of Grade 3, the end of
Grade 3, and the end of Grade 4. A quasi-simplex model with three measurements is not
identified by definition, however. The number of equations for a 3 x 3 covariance matrix is 6
while the number of parameters is 8 (i.e., 3 error variances for the measurement model, 3
error variances for the structural part of the model and 2 regression parameters). These
parameters cannot be estimated unless two additional restrictions are made. The most
natural assumption is equality of error variances for the measurement model. Given that the
observed variables have different variances, this assumption can be realized by analyzing
the correlation matrix rather than the covariance matrix. By assuming that the latent variables
explain the same amount of variance at each of the three measurement points, the

134

Interrelations between reading skills, strategy use, motivation, and leisure time reading

parameters can be estimated. Given that the degrees of freedom is zero, the model cannot
be tested. In Figure 6.1, the results for Decoding (DE), Reading Vocabulary (VO), and
Reading Comprehension (RC) are presented. Given that only two measurements are
available for Listening Comprehension, application of a quasi-simplex model for this skill
does not make sense.

DE 1

VO 1

RC 1

Figure 6.1

Note.

.96

1.00

.95

DE 2

VO 2

RC 2

.93

.93

.93

DE 3

VO 3

RC 3

Standardized regressions for quasi-simplex models of reading
skills for the total group

DE=Decoding; VO=Reading Vocabulary; RC=Reading Comprehension
1 = first measurement point, at the beginning of Grade 3
2 = second measurement point, at the end of Grade 3
3 = third measurement point, at the end of Grade 4

As can be seen from Figure 6.1, the prediction of each of the reading skills by its
predecessor is quite adequate. Separate analyses for the subgroups showed a similar
picture.
The same analyses were performed for the different reading strategies, namely: Monitoring
Strategies (MS), Routine Strategies (RS), Text-based Strategies (TS), and Estimation
Strategies (ES). As Figure 6.2 shows, the development of the various reading strategies is
far less stable than that of the reading skills. The existence of underlying latent variables,
modeled as a quasi-simplex, is unlikely, for the last two variables in particular. Unfortunately,
a quasi-simplex cannot be tested in a model with three measurement points and one
administration per time point.
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MS 1

RS 1

TS 1

ES 1

Figure 6.2

Note.

.85

.84

.66

.55

MS 2

RS 2

TS 2

ES 2

.71

.72

.58

.54

MS 3

RS 3

TS 3

ES 3

Standardized regressions for quasi-simplex models of four
types of reading strategies for the total group

MS=Monitoring Strategies; RS=Routine Strategies; TS=Text-based Strategies;
ES=Estimation Strategies; 1/2/3=first, second, and third measurement point

Figure 6.3 shows the standardized regressions for the quasi-simplex models of the different
types of reading motivation: Intrinsic Motivation (IM), Extrinsic Motivation (XM), and Escape
Motivation (EM) for the total group. Again, the validity of an underlying quasi-simplex model
can be doubted.

IM 1

XM 1

EM 1

Figure 6.3

Note.
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.81

.92

.80

IM 2

XM 2

EM 2

.69

.84

.68

IM 3

XM 3

EM 3

Standardized regressions for quasi-simplex models of three
aspects of reading motivation for the total group

IM=Intrinsic Motivation; XM=Extrinsic Motivation; EM=Escape Motivation
1/2/3=first, second, and, third measurement points
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For leisure time reading (LR), six measurements across the two-year period are available,
which allows the model to be tested. Three additional restrictions are needed to identify the
model. This was done by equalizing the error variances for the three successive pairs of
variables. The results for the total group are presented in Figure 6.4. Leisure time reading
appears to be fairly stable over time. In Table 6.4, the standardized regressions and chisquare values are presented. As can be seen from the table, the fit of the model is moderate.

LR1
Figure 6.4

Table 6.4
Total

.79

LR2

.91

.67

LR3

LR4

.97

LR5

.95

LR6

Standardized regressions for quasi-simplex model of leisure time reading (LR) for the
total group at six measurement points during 3rd and 4th grades

Global fit of the model for leisure time reading (see Figure 6.4) for the total group

Chi-sq.

df

p

Gfi

Agfi

Cfi

Rmsea

42.782

7

.000

.983

.950

.987

.079

In sum, the analyses showed that decoding, reading vocabulary, and reading comprehension
can be described by a quasi-simplex model while reading strategies and reading motivations
appear to contradict such a model. No clear evidence was found with respect to leisure time
reading. The subgroup analyses also did not reveal clear differences between the
sociocultural groups; no unique patterns were found for the specific subgroups.
6.3.3 Effects of linguistic and cognitive skills on reading comprehension
In the recent research literature, it is frequently assumed that decoding and language or
listening comprehension are predictors of reading comprehension (i.e., Daneman, 1991;
Hoover & Gough, 1990; Perfetti, 1985). Several researchers have also demonstrated the
influence of vocabulary knowledge on reading comprehension (Aarnoutse & Van Leeuwe,
1988, 1998; Bast, 1995; Stanovich, 1986; Sternberg, 1987). In the next structural equation
analysis, these assumptions are incorporated into a model that relates the quasi-simplex
structures for each of the four variables over time. It should be recalled that decoding,
vocabulary, and reading comprehension were administered at three measurement points
while listening comprehension was administered at the first and last measurement points
only. In Figure 6.5, the model is presented with the estimates of the standardized regressions
for the total group.
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.97*

DE 1

.93*

DE 2

DE 3
.33*

.39*
.03

.17*

-.03

.96*

LC 1

LC 3

.02

.83*

.06

.18*

.12*
.98*

VO 1

VO 2

.79*

VO 3

.26*

.61*
.31*

RC 1

Figure 6.5
Note.

-.13*

.03

.92*

RC 2

.79*

RC 3

Longitudinal model A of relations among reading skills for the total group

*=significant at the .05 level; DE=Decoding; LC=Listening Comprehension; VO=Reading
Vocabulary; RC=Reading Comprehension; 1/2/3=first, second, and third measurement points

The fit of this model is moderate: Chi-square=87.501 with 29 degrees of freedom (p=0.000),
Gfi=0.980, Agfi=0.955, Cfi=0.994, and Rmsea=0.050. It can be seen that most of the crosssectional effects are low. For the second measurement point, the cross-sectional effects are
nonsignificant and can therefore be set to zero. The picture for the third measurement point
is more complicated: Although the cross-sectional effects are low, most of them are
significant. However, the occurrence of negative effects is difficult to explain and especially
the negative effect of vocabulary on reading comprehension simply does not make sense.
Possibly overfitting has taken place. Given that the correlation between reading
comprehension and vocabulary at the third measurement point was .64, this model is
unacceptable.
The above results suggest that the cross-sectional effects for measurement points 2
and 3 do not contribute structurally to the explanation of reading comprehension for these
periods. Although the standardized regression coefficient for the contribution of listening
comprehension to reading comprehension at the third measurement point is 0.26, it is
inflated by the negative effect of vocabulary on reading comprehension. It is therefore
assumed that the cross-sectional effects of measurement points 2 and 3 are not systematic.
To test this hypothesis, all of the cross-sectional effects at measurement points 2 and 3 were
set to zero. The results are presented in Figure 6.6.
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.97*

DE 1

94*

DE 2

DE 3

.40*
.17*

.33*
.97*

LC 1

LC 3

.84*

.14*

1.00*

VO 1

.94*

VO 2

VO 3

.64*
.27*

RC 1

Figure 6.6
Note.

.97*

.95*

RC 2

RC 3

Longitudinal model B of relations between reading skills for total group

*=significant at the .05 level; DE=Decoding; LC= Listening Comprehension; VO=Reading
Vocabulary; RC=Reading Comprehension; 1/2/3=first, second, and third measurement points

The fit of this model is moderate: Chi-square=111.642 with 38 degrees of freedom (p=0.000),
Gfi=0.975, Agfi=0.956, Cfi=0.992, and Rmsea=0.049. Model B is more parsimonious and will
hence will be used to compare the four subgroups. In Table 6.5, the global fit statistics are
presented for each of the four subgroups. The results show the fit of the model for each of
the subgroups to be satisfactory. The results show that the cross-sectional relations,
indicating a rather strong influence of listening comprehension on reading comprehension
and minimal influence of decoding on reading comprehension at measurement point 1 vanish
when longitudinal effects are introduced.
Table 6.5

Global fit of model B (Figure 6.6) for four subgroups and total group

Group

Chi-sq.

df

p

Gfi

Agfi

Cfi

Rmsea

Dutch high SES
Dutch low SES
Ex-colonial
Mediterranean
Total

64.384
45.489
87.304
45.992
111.642

39
37
40
38
38

.006
.160
.000
.175
.000

.962
.957
.919
.951
.975

.935
.924
.866
.915
.956

.990
.996
.972
.994
.992

.048
.035
.081
.036
.049
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Table 6.6

Standardized parameters for four subgroups and total group

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

.37
.40
.28
.41
LC1↔DE1
.85
.84
.66
.82
LC1→VO1
.78
.87
.28
.42
LC1→RC1
.13
.16
.40
.21
DE1→VO1
.21
.09 n.s.
.04 n.s.
.08 n.s.
DE1→RC1
.07 n.s.
.04 n.s.
.69
.50
VO1→RC1
.88
.90
1.00
.91
LC1→LC3
1.00
.97
.96
.97
DE1→DE2
.96
.95
.91
.95
DE2→DE3
1.00
.98
1.00
1.00
VO1→VO2
.92
.95
.89
.81
VO2→VO3
.97
.94
.97
.98
RC1→RC2
.90
.97
.99
.95
RC2→RC3
Note. significance at the .05 level, n.s.=not significant
LC=Listening Comprehension; DE=Decoding; VO=Reading Vocabulary; RC=Reading
Comprehension; 1/2/3=first, second, and third measurement points

Total
.40
.84
.64
.17
.14
.27
.97
.97
.94
1.00
.94
.97
.95

One major difference between the Dutch and minority groups can be seen in Table 6.6. The
Dutch children differ from the minority children with respect to the magnitude of the
influences of listening comprehension and vocabulary on reading comprehension at
measurement point 1. It appears that reading comprehension depends more on vocabulary
for minority children and more on listening comprehension for Dutch children (see regression
coefficients printed in bold in Table 6.6).
In sum, cross-sectional effects at the second and third measurement points do not appear to
contribute to the prediction of the reading skills and actually disappear when the longitudinal
effects for each of the four skills are considered. At the first measurement point, the reading
comprehension of Dutch children is best predicted by listening comprehension while the
reading comprehension of minority children is best predicted by vocabulary.
Effects of IQ on reading skills
The Raven measure of nonverbal intelligence was next added as an exogeneous variable to
model B. First, the direct effects of IQ on the four reading skills at measurement point 1 were
added. Next, all nonsignificant effects were removed. This procedure was followed for the
total group as well as for each of the four subgroups. The results are presented in Figure 6.7
and in Tables 6.7 and 6.8.
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.97*

DE 1

.94*

DE 2

DE 3
.35*

.39*

.23*
.17*
IQ

.97*

LC 1

.52*

LC 3

.84*

.14*

1.00*

VO 1
.10*

.94*

VO 2

VO 3

.59*
.26*

.98*

RC 1

Figure 6.7
Note.

.95*

RC 2

RC 3

Model including nonverbal intelligence for the total group

*=significant at the .05 level; IQ=Nonverbal Intelligence; DE=Decoding; VO=Reading
Vocabulary; LC=Listening; Comprehension; RC= Reading Comprehension;
1/2/3=first, second, and third measurement points

Table 6.7

Global fit of the model from Figure 6.7 for four subgroups and total group

Group

Chi-sq.

df

p

Gfi

Agfi

Cfi

Rmsea

Dutch high SES

71.876

47

.011

.961

.935

.990

.043

Dutch low SES

60.690

47

.087

.948

.914

.993

.040

Ex-colonial

99.029

46

.000

.916

.858

.970

.080

Mediterranean

78.050

49

.005

.935

.897

.980

.061

134.280

47

.000

.972

.954

.991

.048

Total

Table 6.8

Standardized regressions for influence of nonverbal IQ on reading skills at
measurement point 1 for four subgroups and total group

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

Total

IQ → DE

.24

.15

.22

n.s.

.23

IQ → LC

.47

.47

.44

.38

.52

IQ → VO

n.s.

n.s.

.12

n.s.

n.s.

.12
.14
.13
n.s.
.10
IQ → RC
Note. n.s.=not significant
DE=Decoding; LC=Listening Comprehension; VO=Reading Vocabulary; RC=Reading Comprehension

As can be seen, nonverbal intelligence has the greatest direct effect on listening
comprehension for all groups. It should be noted that the coefficients for the remaining parts
of the model and the longitudinal effects in particular differ only slightly when compared to
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the previous model lacking IQ. It should also be noted that the path coefficients represent
direct effects only. The influence of nonverbal IQ on reading comprehension for the total
group, for example, consists of a direct effect of .10 and of an indirect effect via listening
comprehension of .52 x .59 = .31 (among others).
6.3.4 Effects of strategy use on reading comprehension
As it is unlikely that the reading strategy variables constitute stable latent traits in terms of a
quasi-simplex model, a somewhat different procedure was followed in order to investigate
the relations between reading strategies and reading comprehension. For the four types of
reading strategies, the observed variables were used in the analyses; no latent variables
were assumed to underlie the strategy variables. The four strategy variables were assumed
to influence the same variables at successive measurement points and to be correlated
within each measurement point. The results in terms of standardized regressions for the total
group are presented in Figure 6.8.

.21
MS 1

.47

MS 2

.17

.29

MS 3

.20

-.38

RS 1

.49

RS 2

.31

RS 3

-.06
.10
TS 1

.32

-.15

TS 2

.25

TS 3

.09

ES 1

.26

ES 2

.26

ES 3

-.12
RC 1

Figure 6.8

Note.
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.94

RC 2

.93

RC 3

Standardized regressions for influence of four types of reading strategies on reading
comprehension for total group at three measurement points

Significant coefficients at the .05 level only; MS=Monitoring Strategies; RS=Routine
Strategies; TS=Text-based Strategies; ES=Estimation Strategies; RC=Reading
Comprehension; 1/2/3=first, second, and third measurement points
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The same model was also applied to the data for the four sociocultural groups. The results
for the influence of the four types of strategies on reading comprehension are presented in
Table 6.9.

Table 6.9

Standardized regressions for influence of four types of reading strategies on reading
comprehension for four subgroups and total group

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

Total

MS1 → RC1
RS1 → RC1
TS1 → RC1
ES1 → RC1

.23*
-.17*
-.13*
-.14*

.27*
-.47*
-.08
-.07

.02
-.26*
-.10
-.11

.24*
-.41*
-.22*
-.11

.17*
-.38*
-.15*
-.12*

MS2 → RC2
RS2 → RC2
TS2 → RC2
ES2 → RC2

.03
-.03
-.04
.04

-.01
-.03
-.04
.04

.13*
-.13*
.00
-.15*

.10
-.15*
-.01
.02

.03
-.06*
-.03
-.01

MS3 → RC3
RS3 → RC3
TS3 → RC3
ES3 → RC3

-.04
-.13*
.04
.02

.07
-.17*
.08
-.02

-.06
.09
.03
-.02

-.9
.18*
-.19*
-.13*

.01
-.03
.01
-.02

RC1 → RC2
RC2 → RC3

.94*
.87*

.90*
.90*

.89*
.93*

.94*
.93*

.95*
.98*

Chi-square
110.92
107.05
114.41
121.33
210.87
Df
60
60
60
60
60
Note. *=significant at the .05 level
MS=Monitoring Strategies; RS=Routine Strategies; TS=Text-based Strategies; ES=Estimation
Strategies; RC=Reading Comprehension; 1/2/3=first, second, and third measurement points

The results in Figure 6.8 and Table 6.9 show that, with respect to the regression of reading
strategies on reading comprehension at measurement point 1, the influence of monitoring
strategies is positive while the influence of the other strategies (i.e., routine strategies, textbased strategies, and estimation strategies) is negative. This trend holds for the total group
as well as for the subgroups of students with the exception of the influence of monitoring
strategies on reading comprehension for the ex-colonial subgroup.
6.3.5 Effects of reading motivation on reading comprehension
As it is unlikely that the reading motivation variables constitute stable latent traits in terms of
a quasi-simplex model, the same procedure was followed as for reading strategies to
investigate the relations between reading motivation and reading comprehension. For the
three aspects of reading motivation, the observed variables were used in the analyses; no
latent variables were assumed to underlie the motivation variables. The three motivation
variables were assumed to influence the same variables at successive measurement points
and to be correlated within each measurement point. The results in terms of standardized
regressions for the total group are presented in Figure 6.9.
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.16
.22

.50

IM 1

IM 2

.35

IM 3

.26
.50

XM 1
-.32

XM 2

.33

.16
.37

EM 1

EM 2

.27

RC 1

Note.

EM 3
.05

-.16

Figure 6.9

XM 3

.94

RC 2

.92

-.06
RC 3

Standardized regressions for influence of three aspects of reading motivation on
reading comprehension for total group at three measurement points

Significant coefficients at the .05 level only; IM=Intrinsic Motivation; XM=Extrinsic Motivation;
EM=Escape Motivation; RC=Reading Comprehension; 1/2/3=first, second, and third
measurement points

The same model was also applied to the data for the four sociocultural groups. The results
for the effects of the three aspects of motivation on reading comprehension are presented in
Table 6.10.
Table 6.10

Standardized regressions for influence of three aspects of reading motivation on
reading comprehension for four subgroups and total group

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

Total

IM1 → RC1
XM1 → RC1
EM1 → RC1

.25*
-.30*
-.03

.23*
-.14
-.12

.10
-.10
-.23*

.21*
-.04
-.24*

.22*
-.32*
-.16*

IM2 → RC2
XM2 → RC2
EM2 → RC2

-.02
.01
.07

.02
-.06
-.07

.07
-.02
-.03

-.02
-.00
-.12*

.01
-.03
-.03

IM3 → RC3
XM3 → RC3
EM3 → RC3

.08
-.13*
-.10*

.06
-.05
-.04

.00
.03
.04

.03
.08
-.11*

.05
-.02
-.06

Chi-Square
80.43
77.12
46.85
98.85
190.75
Df
36
36
36
36
36
Note. *=significant at the .05 level; IM=Intrinsic Motivation; XM=Extrinsic Motivation; EM=Escape
Motivation; RC=Reading Comprehension; 1/2/3=first, second, and third measurement points

The results for reading motivation are similar to those for reading strategies. For the total
group, intrinsic reading motivation positively contributes to reading comprehension at
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measurement point 1 while the contributions of the other variables (i.e., extrinsic motivation
and escape motivation) are negative. Although a similar tendency was found for the four
subgroups, the significance of the coefficients varies.
Inspection of the modification indices for the models underlying Table 6.10 shows that a
much better fit can be obtained by reversing the direction of influence between reading
motivation and reading comprehension. The results of this model for the total group and four
subgroups are presented in Table 6.11.
Table 6.11

Standardized regressions for the influence of reading comprehension on three aspects
of reading motivation for four subgroups and total group

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

Total

RC1 → IM1
RC1 → XM1
RC1 → EM1

.25*
-.32*
-.01

.17*
-.13
-.11

.03
-.09
-.23*

.16
-.01
-.22*

.13*
-.32*
-.20*

RC2 → IM2
RC2 → XM2
RC2 → EM2

.14*
-.07
.10

.14*
-.25*
-.05

-.13
-.01
-.13

.03
-.07
-.39*

.04
-.22*
-.11*

RC3 → IM3
RC3 → XM3
RC3 → EM3

.28*
-.15*
.16*

.22*
-.20*
-.03

-.01
-.15*
-.06

.25*
-.09
-.13

.17*
-.24*
.05

Chi-Square
53.84
33.29
38.08
65.51
55.24
Df
36
36
36
36
36
Note. *=significant at the .05 level; IM=Intrinsic Motivation; XM=Extrinsic Motivation; EM=Escape
Motivation; RC=Reading Comprehension; 1/2/3=first, second, and third measurement points

Inspection of the last rows of Table 6.11 indeed shows that, compared to the model in Table
6.10, a better fit of the model can be reached by assuming that reading comprehension
influences reading motivation. For the total group, the influence of reading comprehension
was found to be positive for intrinsic reading motivation and negative for extrinsic and escape
motivation. These effects also remained at the second and third measurement points
although two coefficients (RC2 → IM2, RC3 → EM3) were nonsignificant. For the Dutch high
SES group, the effects of reading comprehension on motivation remained at measurement
points 2 and 3. The same effects are somewhat less substantial for the Dutch low SES group
and show inconsistent patterns for the ex-colonial and Mediterranean groups.
For completeness, analyses in which the relations between reading strategies and reading
comprehension were reversed, were also performed. For the total group, the fit of the model
improved somewhat, but no improvement was observed for the four subgroups, and the
positive or negative influences of reading comprehension on the reading strategies did not
show the consistency that was found in the preceding analyses (see Table 6.9).
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6.3.6 Effects of leisure time reading on reading comprehension
In Figure 6.10, the effects of leisure time reading on reading comprehension for the total
group are presented; Table 6.12 contains the standardized regressions for each of the four
subgroups and the total group.

.79*

LR1

LR2

.91*

LR3

.67*

-.05

RC1

Figure 6.10

Note.

.97*

LR4

LR5

.94*

LR6

.00
.95*

-.03
.95*

RC2

RC3

Standardized regressions for influence of leisure time reading on reading
comprehension for the total group

*=significant at the .05 level; LR=Leisure Time Reading; RC=Reading Comprehension;
1/2/3/4/5/6=first, second, third, fourth, fifth, and sixth measurement points

Table 6.12

Standardized regressions for the influence of leisure time reading on reading
comprehension (see Figure 6.9) for four subgroups and total group

Dutch high SES Dutch low SES
LR → RC 1
LR → RC 2
LR → RC 3

.14*
.05
.01

.24*
-.03
-.05

Ex-colonial

Mediterranean

Total

-.32*
.04
.02

.05
-.01
-.06

-.05
.00
-.03

Chi-Square
85.24
38.60
41.71
94.54
Df
22
22
22
22
Note. *=significant at the .05 level; LR=Leisure Time Reading; RC=Reading Comprehension

99.64
22

As can be seen from Table 6.12, the fit of the model for the Dutch high SES and
Mediterranean groups as well as for the total group is only moderate. For the Dutch high and
low SES groups, leisure time reading contributes positively to reading comprehension at
measurement point 1 while a negative contribution is found for the ex-colonial group.
In conclusion, leisure time reading positively influences reading comprehension for
Dutch children, negatively influences reading comprehension for ex-colonial children, and
has no effect for Mediterranean children at measurement point 1. No additional effects can
be seen for measurement points 2 and 3.
6.3.7 Toward an integrated model
To gain a better understanding of the mechanisms underlying the complex structure of the
relations between strategy use, reading motivation, leisure time reading, and reading
comprehension, a number of tentative models are considered. The Raven score of nonverbal
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intelligence is included. The analyses are restricted to the second measurement point at the
end of Grade 3. Leisure time reading is taken to be the sum of the first three reading
frequency measures during Grade 3 (i.e., LR = LR1 + LR2 + LR3) (see Figure 6.4). The
analyses are conducted with observed as opposed to latent variables.
In the model presented below, the covariances among the four strategy variables, among the
three motivation variables, and between the strategy and motivation variables are not
specified by a directional relationship. As it cannot be assumed that these covariances are
zero, they are included (in an implicit or explicit manner) as free parameters in the model. A
number of basic effects are specified in the model, which is tested in a first run. The model is
then adapted on the basis of local fit measures provided in the output from the first run. This
is done for the total group. The final model is analyzed for all of the subgroups as well.

Model 1: The influence of IQ, strategy use, and reading motivation on leisure time
reading and reading comprehension
Basic effects:
- Nonverbal intelligence (IQ) directly affects the four reading strategy variables (MS, RS,
TS, and ES) and reading comprehension (RC).
- The three motivation variables (IM, XM, and EM) directly affect reading comprehension
(RC) and leisure time reading (LR).
- Leisure time reading (LR) directly affects reading comprehension (RC).
The global fit for the total group is very poor (Chi-square = 45.629 with 5 degrees of
freedom). The modification indices and residual covariances call for the inclusion of direct
effects of three strategy variables (MS, RS and TS) on leisure time reading. It was decided to
add the effects for all four strategy variables to the model. Hence the additional effects are as
follows:
- The four strategy variables directly affect leisure time reading.
The fit of this model is quite satisfactory (Chi-square = 0.310 with 1 degree of freedom,
p=0.578). For the total group, the standardized effects are presented in Figure 6.11.
It should be noted immediately that the global chi-square fit measure, and hence all of the
global fit measures cannot be interpreted in the usual manner. Given that all pairs of
variables with the exception of one are connected either by a direct effect or an implicitly or
explicitly defined free covariance within the model, the chi-square with one degree of
freedom is directly related to the one pair of variables not connected by any relation, that is,
IQ and LR. In this case, the nonsignificance of the global chi-square fit means that the
relation between IQ and LR is not significant. In other words, the global fit statistics have a
special meaning. Specification of a relation between IQ and LR makes it possible to check its
significance. Of course a direct effect of IQ on LR is most likely. Entrance of this effect into
the model as a free parameter showed it to be nonsignificant. Unfortunately, this model
cannot be tested.
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.44*

MS
-.11*
.16*
RS
-.25*
.08*

.14*

TS
-.16*

-.12*

.06
-.11*

ES
-.10*

-.02

IQ

-.05

-.04

LR
.24*
IM

.16*
-.23*

.03
-.06*
XM
.03
EM

Figure 6.11
Note.

Model 1 for the total group at the end of Grade 3, second run

*=significant at the .05 level; IQ=Nonverbal Intelligence; MS=Monitoring Strategies;
RS=Routine Strategies; TS=Text-based Strategies; ES=Estimation Strategies; IM=Intrinsic
Motivation; EM=Extrinsic Motivation; EM=Escape Motivation; LR=Leisure Time Reading;
RC=Reading Comprehension

One effect was added in the final run:
- Nonverbal IQ has a direct effect on leisure time reading.
The results are presented in Figure 6.12.
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.44*

MS
-.11*
.16*
RS
-.25*
.08*

.14*

TS
-.16*

-.12*

.06
-.11*

ES
-.10*

-.02

-.02

IQ

-.05

.24*
IM

RC

-.04

LR
.16*
-.23*
.03
-.06*

XM
.03
EM

Figure 6.12
Note.

Model 1 for the total group at the end of Grade 3, final run

*=significant at the .05 level;
IQ=Nonverbal Intelligence; MS=Monitoring Strategies; RS=Routine Strategies; TS=Text-based
Strategies; ES=Estimation Strategies; IM=Intrinsic Motivation; XM=Extrinsic Motivation;
EM=Escape Motivation; LR=Leisure Time Reading; RC=Reading Comprehension

The standardized regression for the direct effect of nonverbal IQ on leisure time reading was
-.02, which is nonsignificant. The other standardized regressions hardly changed; when
reduced to decimal places there was no differences at all.
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Conclusions:
- Large effect of nonverbal intelligence (IQ) on reading comprehension (RC).
- Monitoring strategies (MS) contribute positively to reading comprehension, other strategy
variables negatively.
- Intrinsic motivation (IM) contributes positively to reading comprehension, other motivation
variables negatively.
- Intrinsic motivation contributes (IM) positively to leisure time reading (LR), no effects for
other motivation variables.
- No direct influence of leisure time reading (LR) on reading comprehension.
- Negative effects of IQ on strategy use.
The results for the four subgroups of children with regard to the final model are presented in
Table 6.13.
Table 6.13

Æ MS
Æ RS
Æ TS
Æ ES
Æ LR
MS Æ LR
RS Æ LR
TS Æ LR
ES Æ LR
IM Æ LR
XM Æ LR
EM Æ LR
MS Æ RC
RS Æ RC
TS Æ RC
ES Æ RC
IM Æ RC
XM Æ RC
EM Æ RC
LR Æ RC
IQ Æ RC
IQ
IQ
IQ
IQ
IQ

Standardized regressions for model 1, final run, for four subgroups and total group at
the end of Grade 3

Dutch high SES Dutch low SES

Ex-colonial

Mediterranean

Total

.02
-.17*
.02
.05
.16*

-.09
-.27*
-.10
-.10
.06

-.14
-.18*
-.09
-.19*
-.27*

-.07
-.12
-.18*
.03
.02

-.11*
-.25*
-.12*
-.10*
-.02

.08
.20*
-.01
-.04

.29*
-.06
.02
.14*

-.01
-.07
-.01
-.08

.30*
-.03
.09
-.05

.16*
.08
.06
-.02

.31*
-.04
.07

.16*
.11
-.07

.09
.15*
.14*

.24*
-.18*
-.11

.24*
.03
.03

.13*
-.15*
-.10
-.09

.10
-.04
-.17*
.01

.14
.03
.10
-.20*

.27*
-.33*
-.06
.01

.14*
-.16*
-.11*
-.05

.14*
.28*
.04
.12
.16*
-.13*
-.28*
-.03
-.12
-.23*
.14*
-.02
-.10
-.31*
-.06*
.00
.06
-.06
-.07
-.04
.43*
.47*
.47*
.23*
.44*
Note. *=significant at the .05 level
IQ=Nonverbal Intelligence; MS=Monitoring Strategies; RS=Routine Strategies; TS=Text-based
Strategies; ES=Estimation Strategies; IM=Intrinsic Motivation; EM=Extrinsic Motivation; EM=Escape
Motivation; LR=Leisure Time Reading; RC=Reading Comprehension

As can be seen in the table, for the Dutch high SES group, nonverbal IQ, the use of routine
strategies, and intrinsic motivation positively affect leisure time reading. The use of
monitoring strategies, an intrinsic and escape motivation to read, and IQ positively affect
reading comprehension while the use of routine strategies negatively affects comprehension
for this group.
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For the Dutch low SES group, the use of monitoring and estimation strategies, and
intrinsic reading motivation exert a positive effect on leisure time reading. Reading
comprehension is positively affected by intrinsic motivation and IQ but negatively by the use
of text-based strategies and extrinsic reading motivation for this group.
For the ex-colonial group, IQ relates negatively to leisure time reading while both
extrinsic and escape motivation relate positively to leisure time reading. The use of
estimation strategies relates negatively to reading comprehension while IQ positively relates
to comprehension for this group.
For the Mediterranean group, the use of monitoring strategies and intrinsic reading
motivation positively affect leisure time reading while extrinsic reading motivation negatively
affects leisure time reading. The use of monitoring strategies and IQ both exert a positive
effect on reading comprehension while the use of routine strategies and escape motivation
both exert a negative influence for this group.
In sum, intrinsic reading motivation generally shows positive relations to both leisure
time reading and reading comprehension while extrinsic reading motivation generally shows
a negative relation to reading comprehension. However, the relations are either less or
nonsignificant for the minority groups. The use of monitoring strategies generally exerts a
positive effect on reading comprehension. For the Mediterranean group, the use of
monitoring strategies exerts even more of a positive effect on reading comprehension than
IQ does (see regression coefficients printed in bold in Table 6.13).
Model 2: The influence of leisure time reading and motivation on strategy use and
reading comprehension
Model 2 differs from the foregoing model in that the relations between strategy and
motivation variables are explicitly included in the model.
Basic effects:
- Nonverbal IQ directly affects reading comprehension.
- Motivation variables directly affect strategy variables.
- Strategy variables directly affect reading comprehension.
- Leisure time reading directly affects motivation variables.
The analysis for the total group showed a bad fit (Chi-square =147.263 with 11 degrees of
freedom). The residuals and modification indices indicated that improvement could be
obtained by adding the following regressions to the model: IQ to extrinsic motivation, IQ to
routine strategies, intrinsic motivation to reading comprehension, and extrinsic motivation to
reading comprehension. Given that the emphasis in model 2 is on the role of reading
motivation and strategies with IQ included as an isolated variable, it was decided to remove
IQ from the analysis. The global fit of the remaining model was still bad (Chi-square =90.563
with 4 degrees of freedom). However, the modification indices strongly called for the
inclusion of direct effects of the motivation variables on reading comprehension. With the
addition of these, the fit of the model became almost perfect (Chi-square = 2.112 with 1
degree of freedom). The following corrections were therefore made to model 2:
- Removal of IQ.
- Addition of direct effects of motivation variables on reading comprehension.
This model is called Model 2a.
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For this model, the one degree of freedom can be attributed to the lack of a relation between
LR and RC. To attain a more parsimonious solution, it was decided to run the model with the
nonsignificant direct effects set to zero. For the total group, the four nonsignificant relations
were: the effects of intrinsic motivation on the use of routine, text-based, and estimation
strategies, respectively, and the effect of leisure time reading on the use of estimation
strategies.
The same procedure was followed for the subgroups separately. First, the model with
one degree of freedom (i.e. direct effects of the motivation variables on reading
comprehension) was analyzed (model 2a). In the second run, the nonsignificant direct effects
were removed (model 2b). The results are presented in Tables 6.14 and 6.15 and Figures
6.13 to 6.17.
Table 6.14

Group
Dutch high SES
Dutch low SES
Ex-colonial
Mediterranean
Total

Table 6.15

Group
Dutch high SES
Dutch low SES
Ex-colonial
Mediterranean
Total

Global fit of model 2a for four subgroups and total group

Chi-sq.

df

p

Gfi

Agfi

Cfi

Rmsea

1.704
1.703
6.389
.701
2.112

1
1
1
1
1

.192
.192
.011
.402
.146

.999
.998
.992
.999
.999

.941
.908
.652
.957
.974

.998
.997
.978
1.000
.999

.050
.062
.174
.000
.037

Global fit of model 2b for four subgroups and total group

Chi-sq.

df

p

Gfi

Agfi

Cfi

Rmsea

21.110
20.026
20.429
24.549
12.165

14
14
16
21
5

.099
.129
.202
.267
.033

.984
.977
.975
.969
.997

.950
.928
.930
.933
.970

.975
.974
.982
.981
.993

.042
.048
.039
.032
.042

For the total group (see Figure 6.13), an overwhelming pattern of relations between the
variables was found although the standardized regression coefficients were not high. Without
discussing every single relation in detail, a number of patterns are noteworthy. For the total
group, a direct positive effect of leisure time reading (LR) on the three motivation variables
(IM, XM, and EM) and particularly intrinsic motivation (IM) can be seen. In turn, motivational
variables appear to have a positive effect on strategy use (MS, RS, TS, and ES). Leisure
time reading also has a direct positive effect on the use of monitoring strategies (MS), which
exerts in turn a positive effect on reading comprehension (RC). The other strategy variables
appear to influence reading comprehension negatively. Furthermore, Figure 6.13 shows a
direct positive effect of intrinsic motivation (IM) on reading comprehension. It thus appears
that leisure time reading enhances reading comprehension indirectly via intrinsic motivation
(IM) and monitoring strategies (MS).
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.10*

MS

IM

.15*
.18*

.30*

.19*

.22*

.20*
.14*

-.27*

RS

XM
-.28*

.15*

.16*

LR

.16*

RC

.12*

.16*

-.12*
TS

.15*
.17*

.10*

EM

-.09*

-.07*

.12*
ES

Figure 6.13

Model 2b for total group at the end of Grade 3

MS
IM
.18*
.36*

.13*
.16*

.17*

.21*

LR

-.20*

RS

XM

-.14*
RC
.19*

.19*

TS
.18*

EM

.14*
.19*
ES

Figure 6.14
Note.

Model 2b for Dutch high SES group at the end of Grade 3

*=significant at the .05 level; LR=Leisure Time Reading; IM=Intrinsic Motivation; XM=Extrinsic
Motivation; EM=Escape Motivation; MS=Monitoring Strategies; RS=Routine Strategies;
TS=Text-based Strategies; ES=Estimation Strategies; RC=Reading Comprehension
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For the Dutch high SES group (see Figure 6.14), leisure time reading has a positive effect on
intrinsic motivation (IM), which exerts in turn a direct positive effect on reading
comprehension. In addition to this, leisure time reading directly influences the use of
monitoring strategies (MS) and routine strategies (RS) in a positive manner. Furthermore,
leisure time reading enhances escape motivation (EM), which in turn enhances reading
comprehension. Thus, intrinsic motivation (IM) as well as escape motivation (EM) have a
direct positive effect on the reading comprehension of the Dutch high SES students.
Although extrinsic motivation (XM) does enhance the use of monitoring strategies, it exerts a
negative effect on reading comprehension for this group. The use of the different types of
strategies does not appear to directly influence reading comprehension with the exception of
the use of routine strategies, which negatively affects comprehension.

.15*

MS

IM
.22*

.16*
LR

.20*

.22*

.29*
.14*
RS

XM

.31*

.31*
-.34*
RC
-.18*

EM

TS

.23*
.10*
.19*

ES

Figure 6.15
Note.

Model 2b for Dutch low SES group at the end of Grade 3

*=significant at the .05 level; LR=Leisure Time Reading; IM=Intrinsic Motivation; XM=Extrinsic
Motivation; EM=Escape Motivation; MS=Monitoring Strategies; RS=Routine Strategies;
TS=Text-based Strategies; ES=Estimation Strategies; RC=Reading Comprehension

For the Dutch low SES group (see Figure 6.15), leisure time reading has a positive effect on
intrinsic motivation (IM), on extrinsic motivation (XM), and also a direct effect on the use of
monitoring strategies (MS). Intrinsic motivation has a direct positive effect on both reading
comprehension and the use of monitoring strategies. Leisure time reading thus indirectly
enhances reading comprehension via intrinsic motivation. Extrinsic motivation, in contrast,
affects reading comprehension negatively. None of the strategy variables directly influence
reading comprehension with the exception of the use of text-based strategies (TS), which
negatively influences reading comprehension.
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MS

.15*
.21*

IM

.11*
RS

.28*

-.16*
.23*

XM
.22*
-.24*

LR

RC

.23*
TS

.25*

-.20*

EM
ES

Figure 6.16
Note.

Model 2b for ex-colonial group, at the end of Grade 3

*=significant at the .05 level; LR=Leisure Time Reading; IM=Intrinsic Motivation; XM=Extrinsic
Motivation; EM=Escape Motivation; MS=Monitoring Strategies; RS=Routine Strategies;
TS=Text-based Strategies; ES=Estimation Strategies; RC=Reading Comprehension

For the ex-colonial group (see Figure 6.16), a negative effect of leisure time reading on
reading comprehension can be seen. In addition, intrinsic motivation (IM) shows a negative
effect on the use of estimation strategies (ES), which in turn affects reading comprehension
negatively. None of the variables appear to positively influence reading comprehension.
Although leisure time reading affects the use of monitoring strategies (MS) directly and also
indirectly via intrinsic motivation (IM), no effect of the use of monitoring strategies on reading
comprehension is found.
For the Mediterranean group (see Figure 6.17), the lack of significant relations is striking.
The fact that this group contains fewer cases than the other subgroups may play a role here
as fewer cases makes it more difficult to obtain significant results. For this group, leisure time
reading has a positive influence on intrinsic motivation (IM) and also on the use of routine
strategies (RS). However, the use of routine strategies negatively affects reading
comprehension. Extrinsic motivation (XM) has a positive effect on the use of monitoring
strategies, which in turn affect reading comprehension positively. In contrast, escape
motivation (EM) negatively affects reading comprehension.
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MS
IM

.23*
XM

.23*

.16*
RS

.16*

-.38*

.12*
TS

LR
EM

RC

-.34*
ES

Figure 6.17
Note.

Model 2b for Mediterranean group at the end of Grade 3

*=significant at the .05 level; LR=Leisure Time Reading; IM=Intrinsic Motivation; XM=Extrinsic
Motivation; EM=Escape Motivation; MS=Monitoring Strategies; RS=Routine Strategies;
TS=Text-based Strategies; ES=Estimation Strategies; RC=Reading Comprehension

In sum, Figures 6.14 to 6.17 show considerable similarities as well as differences between
the subgroups of students. For all of the groups leisure time reading is found to promote
intrinsic motivation. In addition, motivational variables generally affect strategy use in a
positive manner. Furthermore, a direct positive effect of leisure time reading on the use of
monitoring strategies can be seen for all of the subgroups with the exception of the
Mediterranean group. For the two Dutch groups intrinsic motivation directly promotes reading
comprehension. For the Mediterranean group, extrinsic motivation promotes reading
comprehension indirectly via the use of monitoring strategies. For the Dutch groups, the
effects of extrinsic motivation on reading comprehension are negative. A remarkable
difference is found for the effects of escape motivation: Whereas an escape motivation
positively affects reading comprehension for the Dutch high SES group, it negatively affects
reading comprehension for the Mediterranean group.

6.4

Conclusions and discussion

Effects of linguistic and cognitive skills on reading comprehension
The first research question concerned the interrelations between listening comprehension,
decoding, reading vocabulary, reading comprehension. Nonverbal IQ was used as a
covariant in the analyses. As expected, for the total group, listening comprehension
appeared to have a strong effect on reading comprehension while decoding only influenced
comprehension moderately for this age group (cf. Daneman, 1991; Perfetti, 1985). IQ also
had a direct positive effect on reading comprehension (cf. Aarnoutse & van Leeuwe, 1988;
Stanovic, Cunningham & Feeman, 1984) and an indirect effect via listening comprehension.
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Although most of the relations between the reading skills were quite similar across the
subgroups of students, some substantial differences emerged between the Dutch and
minority children. Whereas a strong effect of listening comprehension on reading
comprehension and no effect of vocabulary on reading comprehension were found for the
Dutch groups, the opposite was found for the two minority groups. For the minority groups,
only a moderate effect of listening comprehension on reading comprehension was found
while a strong effect of vocabulary on reading comprehension was observed (cf. Droop,
1999; Verhoeven & Gillijns, 1994). In line with research by Droop (1999), the effect of IQ on
the reading skills for the Mediterranean group was less than for the other three groups. This
suggests that the Turkish and Moroccan children, who are truly second language learners,
can make less use of their intelligence to improve their reading skills than the monolingual
Dutch children and the Surinamese or Antillean children who generally have greater
knowledge of the Dutch language.
Effects of strategy use on reading comprehension
Whether the four types of strategies had an effect on reading comprehension and whether
these effects differed for the four sociocultural groups was also examined. In the analyses for
the total group, only the use of monitoring strategies exerted a positive effect on reading
comprehension; negative relations were found for the other three reading strategies, which
indicates that students who obtain high scores on reading comprehension report less use of
these strategies than students who score low on reading comprehension (see also the
comparison of good versus poor readers in Chapter 5).
The use of routine strategies consistently showed the strongest negative relations to
reading comprehension. It is very possible that such routine strategies as During reading, if I
do not know a word I write it down or If I do not know a word, I look it up in the dictionary, are
used by poor readers as compensatory strategies because of a lack of efficient word
encoding, background knowledge, vocabulary, or metacognitive skills (cf. Walczyk, 2000). In
addition to this, it may be that routine strategies are strategies not used effectively or
strategies performed without mindful thinking (see Alexander, Graham, & Harris, 1998).
Unfortunately, these possibilities cannot be further examined on the basis of the present
data.
The fact that the use of estimation strategies related negatively to reading
comprehension was not surprising. This may be because children who often check on the
level of difficulty or the interestingness of a text do so because they have often encountered
difficult or boring texts in the past (cf. Johnston, 1997; Paris, Wasik, & Turner, 1991).
The results for the different sociocultural groups were fairly similar. For all groups,
with the exception of the ex-colonial group, the use of monitoring strategies appeared to
have a significant positive effect on reading comprehension. The use of routine strategies,
text-based strategies, and estimation strategies had a significant negative effect on reading
comprehension for all of the groups although the magnitude of the regression coefficients
varied.
Effects of reading motivation on reading comprehension
The influence of the three different aspects of reading motivation on reading comprehension
was also examined for the different subgroups. In the results for the total group, intrinsic
motivation appeared to have a positive effect on reading comprehension while extrinsic
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motivation affected comprehension negatively (cf. de Haan & Kok, 1991). However, when the
direction of the relation between reading motivation and reading comprehension was
reversed in a subsequent model, a better fit was reached and reading comprehension was
found to positively affect intrinsic motivation. In addition to this, negative effects of reading
comprehension on extrinsic and escape motivation were found. These results suggest a
reciprocal relationship between reading comprehension and motivational variables (cf. Bast,
1995). Two large differences between the subgroups of students were also found. Whereas
extrinsic motivation related negatively and escape motivation positively to reading
comprehension for the Dutch children, the opposite was found to be the case for the Turkish
and Moroccan children.
Effects of leisure time reading on reading comprehension
Some researchers have found correlations between reading achievement and voluntary
reading while others have not. In a model that included leisure time reading and reading
comprehension scores only, no significant effect of leisure time reading on reading
comprehension was found for the total group, which is in keeping with earlier findings from
Otter (1993). However, the range in the amount of reading for the population studied here
and in other studies was extremely small (cf. Guthrie, Wigfield, Metsala, and Cox, 1999). As
found in Chapter 5, only about 3% of the students read more than half an hour a day while
50% read only 5 or fewer minutes a day. For the majority of the students it may be that no
effect of leisure time reading is found simply because they do not read enough; that is,
reading at home may only pay off when done for substantial periods of time (cf. Campbell,
Voelkl, & Donahue, 1997). This observation may also explain why several studies have
shown no effect of reading at home on achievement. And indeed, in Chapter 5, the Dutch
good readers were found to report significantly more leisure time reading than the Dutch poor
readers.
Yet another possible explanation for the lack of relation between leisure time reading
and reading comprehension may be that the analyses of the total group mask important
differences between the subgroups. Inspection of the subgroups indeed revealed some
notable differences. Whereas a positive effect of leisure time reading on reading
comprehension was found for the Dutch students, the effect was negative for the
Surinamese and Antillean students and no effect at all was found for the Turkish and
Moroccan students. In the following section, these differences will be discussed in greater
detail.
Toward an integrated model
To gain a better understanding of the mechanisms underlying the complex structure of the
relations between strategy use, reading motivation, leisure time reading, and reading
comprehension, two tentative structural equation models were considered. In the first
structural equation model, motivational variables were assumed to enhance leisure time
reading, which in turn was assumed to enhance reading comprehension in keeping with
Guthrie, Wigfield, Metsala and Cox's (1999) mediation theory. Guthrie et al.'s theory was only
partly confirmed, however. The model showed intrinsic motivation and the use of monitoring
strategies to directly enhance both leisure time reading and reading comprehension but no
positive effect of leisure time reading on reading comprehension was found. A notable finding
with regard to the first model was that the reading comprehension of the Mediterranean
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children was more enhanced by the use of monitoring strategies than by IQ while the reading
comprehension of the other groups was more enhanced by IQ.
In a second structural equation model, motivational variables were assumed to
enhance strategy variables, which in turn were assumed to enhance reading comprehension.
In keeping with findings by Pintrich and de Groot (1990) and van Kraayenoord and Schneider
(1999), intrinsic motivation enhanced the use of monitoring strategies for the total group and
thereby reading comprehension indirectly. In addition, leisure time reading appeared to have
a positive effect on intrinsic motivation, which positively affected reading comprehension in
turn. Leisure time reading also indirectly promoted comprehension via monitoring strategies.
Important similarities as well as differences were found between the subgroups. Leisure time
reading was related to intrinsic motivation for all subgroups (cf. Tellegen & Catsburg, 1987;
Wigfield & Guthrie, 1997b). In addition, motivational variables generally had a positive effect
on strategy use (cf. Alexander & Murphy, 1997; Meece & Holt, 1993; Pintrich & de Groot,
1990; van Kraayenoord & Schneider, 1999). Intrinsic motivation exerted a direct positive
effect on reading comprehension for the two Dutch groups while no such effect was
observed for the two minority groups. This result is in line with the findings of several
researchers (Baker & Wigfield, 1999; Droop, 1999; Graham, 1994; Stevenson, Chen, & Uttal,
1990) who have shown the relations between motivational variables and (reading)
achievement to be weaker for minority students than for mainstream students.
Assuming reciprocal relationships between motivation and achievement, it is quite
amazing that minority students appear to maintain their motivation despite low achievement.
It can be argued that bilingual poor readers may blame their low reading achievement on a
lack of Dutch language proficiency and not intelligence and therefore stay motivated. Poor
Dutch readers cannot use this excuse and may therefore, in keeping with Weiner's (1985)
attribution theory, have a lower self-image and less motivation. Another explanation may be
that minority students may not have received or effectively incorporated reliable feedback
from teachers and parents on their performance because in minority schools academic
outcomes and norms tend to be low and teachers and parents may tend to overestimate the
children’s degree of school success (cf. Bock & Moore, 1986; Stevenson et al., 1990).
Whereas extrinsic motivation showed a negative influence on reading comprehension
for the Dutch groups, extrinsic motivation promoted reading comprehension indirectly via the
use of monitoring strategies for the bilingual Mediterranean students. Furthermore, in the
final structural equation model, the Mediterranean group was the only group for which a
significant positive effect of monitoring strategies on comprehension was found, which
suggests that the Turkish and Moroccan students were able to use monitoring strategies
more successfully than other students. This is in keeping with findings by Hacquebord (1989)
and with Hosenfeld's (1978) suggestion that second-language learning is unique and can
bring about greater awareness of cognitive processes.
With regard to the findings that extrinsic motivation appears to be more important for
the reading achievement of certain minority groups than for mainstream students, it may be
observed that bilingual students may experience reading as requiring a lot of effort and
therefore need some extrinsic motivation. Moreover, bilingual students already have a
perfectly good first language for communication, which makes the need to learn a second
one less urgent (cf. Elley & Mangubhai, 1983). In addition, minority families may focus more
on extrinsic motivation than intrinsic motivation for reading (cf. Leseman & de Jong, 1998).
For example, a striking finding was the negative effect of leisure time reading on reading
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comprehension for the ex-colonial group. It is possible that the poor readers in this group are
pressed to read more than the good readers. That is, reading at home is seen as a particular
useful rather than recreational activity within Surinamese or Antillean families. This is in line
with research by Leseman (1999) showing Surinamese mothers to indeed place more
emphasis on reading skills and less emphasis on reading pleasure than Dutch mothers.
For the Mediterranean group of students, the relation between leisure time reading
and reading comprehension was nonsignificant. It is very possible that the effect of families
with children who generally read for pleasure independent of their reading scores is
neutralized by the effect of families with children who generally read at home only when they
have poor reading scores. This methodological caveat may also explain why some
researchers find an effect of leisure time reading on reading comprehension while others do
not. It seems very possible that studies of homogeneous groups of students who see reading
as a pleasurable leisure time activity will reveal much more positive results than studies of
heterogeneous groups of students from different sociocultural backgrounds with different
views on leisure time reading. This hypothesis needs further exploration, however.
A remarkable finding was that the escape motivation had a direct positive effect on
reading comprehension for the Dutch high SES group and a negative effect for the
Mediterranean group. A possible explanation for this finding may be the considerable
socioeconomic differences between the two groups. While most of the Dutch high SES
children live in safe and comfortable environments, many of the Turkish and Moroccan
children live in the inner cities where poverty prevails and they have to deal with both crime
and drug abuse. Many of the Mediterranean children are in the Netherlands illegally and,
although illegal families can send their children to Dutch schools, they are not entitled to
social security. Whereas Dutch high SES children may simply read to be on their own for a
while, Mediterranean children may read to escape otherwise unbearable circumstances. It is
not difficult to imagine that reading comprehension improves under the one set of
circumstances but not the other. However, there is no research to back up this hypothesis.
There are several limitations on the study presented in this chapter. First, social
desirability may have played a role with regard to the strategy and motivation questionnaires
(also see Chapter 5). Second, only one test for each skill was available for the structural
equation modeling analyses; if there had been more tests per skill, the latent variables would
have been more stable. Third, the number of participants in the analyses with the subgroups
was relatively small.
In conclusion, the results of the present study indicate that knowledge of reading vocabulary
has much more effect on reading comprehension for minority students than for Dutch
students. For the Dutch students, listening comprehension and nonverbal IQ affect reading
comprehension more strongly than vocabulary does. For the total group, use of monitoring
strategies and intrinsic reading motivation related positively to reading comprehension while
the other reading strategy variables (i.e., routine, text-based, and estimation strategies) and
motivation variables (i.e., extrinsic and escape motivations) related negatively to reading
comprehension. The findings in this chapter also suggest reciprocal relations between leisure
time reading, reading motivation, and reading comprehension as well as positive effects of
motivational variables on strategy use.
In the final structural equation model, no direct effect of leisure time reading on
reading comprehension was found. However, leisure time reading positively affected the
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motivational variables, which positively affected strategy use. The use of monitoring
strategies then positively affected reading comprehension in turn. Intrinsic reading motivation
exerted a direct positive effect on reading comprehension for the Dutch groups only. The lack
of an effect for the minority groups may partly be due to the fact that the subgroups
contained fewer cases, which makes it more difficult to attain significant results. It may also
be that intrinsic reading motivation is simply not enough for bilingual minority children to
improve their reading comprehension scores. Bilingual children may also depend on extrinsic
motivation because literacy activities in a second language require considerable effort.
Moreover, a minimal level of vocabulary knowledge may be needed for intrinsic motivation
and nonverbal IQ to become effective. The strong effect of vocabulary on reading
comprehension observed for the minority groups but not for the Dutch groups supports this
hypothesis as well as the finding that the relations between IQ and reading skills were
weaker for the Mediterranean students than for the other students.
Despite the limitations on the present study and the fact that most of the significant
relations were only small to moderate, a number of interesting patterns were found in this
chapter that demand exploration in future research. In the next chapter, it will be explored
how various home and school variables affect the reading skills, strategy use, and reading
motivation of the Dutch and minority children.
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Home and school predictors of reading achievement

In this chapter, it will be explored which home and school variables predict reading
achievement of Dutch and minority students in Grades 3 and 4. In the previous chapter, the
interrelations between diverse (meta)cognitive and affective components of reading
development of students from diverse backgrounds were examined. In this chapter, the
effects of home and teacher variables on (meta)cognitive and affective components of
reading development (i.e., reading comprehension, vocabulary, use of monitoring strategies,
and intrinsic reading motivation) will be explored for Dutch and minority students. In section
7.1, a review of the relevant literature will be provided. At the end of this section, the specific
research questions will then be presented. In section 7.2, the design, procedure, participants,
and materials for the present study will be described. In section 7.3, the results are
presented. And in section 7.4, a discussion of the results will be undertaken.

7.1

Introduction

The literature pertaining to school and student factors were reviewed in Chapters 4, 5, and 6.
Therefore, in this chapter, only the literature that addresses home factors will be reviewed.
Home effects on literacy development and motivation
There is abundant evidence that parents play an important role in the reading development
of their children. Several studies have reported relationships between home literacy
experiences and several (pre-)literacy skills and school literacy achievement (for reviews see
Bus, IJzendoorn, & Pellegrini, 1995; Scarborough & Dobrich, 1994).
Numerous studies have shown interaction with parents during joint book reading to
promote children’s early literacy experiences (Mason & Allen, 1986; Pellegrini, Brody, &
Sigel, 1985). In fact, joint book reading has been found to be an important predictor of
various reading and writing skills (Bus, 1990; Sulzby, 1985; Wells, 1985). In addition to this,
researchers have found that joint storybook reading is related to a later interest in
independent reading and that library use is a strong predictor of motivation to read (Greaney
& Hegarty, 1987; Neuman, 1986).
According to Eccles, Wigfield, and Schiefele (1998), these literary experiences in the
home are likely to influence both the child’s skill levels and the child’s interest in such
activities, which can - in turn - facilitate the child’s transition into elementary school and
subsequent educational success. Joint book reading, in itself, is nevertheless not a
guarantee for future reading success. The effectiveness of joint book-reading appears to
depend on the quality of the interaction (Bus & Sulzby, 1990; Wells, 1985). Parents who
have an accurate view of their child’s abilities are better at providing appropriate tasks and
adequate scaffolding, and such interactions are likely to facilitate positive motivational
outcomes and better skill acquisition (Miller, Manhal, & Mee, 1991).
Several studies have demonstrated the importance of home factors on intrinsic
reading motivation. Children who know adults who read for pleasure take it for granted that
reading is a pleasurable activity (Csikszentmihalyi, 1991). Children who experience
pleasurable interactions with books, realize that reading books can be intrinsically motivating
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(McKenna, 1994). And when parents display or promote reading as a source of
entertainment, their children are likely to become intrinsically motivated to read (Baker,
Serpell, & Sonnenschein, 1995). Talking about reading or writing at home or with friends also
clearly relates to reading motivation (Guthrie, Schafer, Wang, & Afflerbach, 1993).
In a longitudinal study of 4- to 9-year-olds, Leseman and de Jong (2000) measured
the quality of parent-child interactions during literacy activities and general problem solving
activities. Both the instructional and emotional quality of the parent-child interactions
appeared to have positive effects on decoding in Grade 1 but not on reading comprehension.
In Grade 3, however, the opposite was found: positive effects were found for reading
comprehension, mediated by earlier measured oral language skill development, and
decoding was no longer affected. Instructional quality during literacy activities and both
instructional and emotional quality during general problem solving activities were found to
show correlations with reading comprehension of .36, .45, and .34, respectively. Given the
strong home influences on reading comprehension but not on decoding in Grade 3, Leseman
and de Jong suggested that decoding instruction in Dutch schools may be more effective
than reading comprehension instruction. This view is based on the bioecological model of
Bronfenbrenner and Ceci (1994) who proposed that home effects on school achievement
decrease when the quality of the school instruction increases.
Socioeconomic differences
Differences between the home and the school uses of literacy may create problems for
children's engagement in literacy learning. Baker, Scher, and Mackler (1997) mention an
impressive body of research showing clear differences in parental views on literacy and
learning. Middle-income parents are more familiar with the language and also with the
learning and thinking strategies that the schools use than low-income parents, which means
that the middle-income parents also tend to provide better preparation for school tasks than
the low-income parents (e.g., Heath, 1983; Leseman, 1992; Ninio, 1980; Teale & Sulzby,
1987).
In addition, low SES parents generally spend less time on reading and writing
activities with their children than high SES parents (Mason & McCormick, 1981, Wells,
1985). The kinds of books read by children also vary depending on family income (Baker,
Sonnenschein, Serpell, Fernandez-Fein, & Scher, 1994; Heath, 1983). As Elliott and
Hewison (1994) found, middle-income families tend to have a range of interesting storybooks
while low-income families tend to have uninteresting reading materials available for their
children.
According to Chall (1996), children from lower-income families experience no
problems during the first stages of reading because the task is to recognize and sound out
words, which may be familiar to the children from speaking and listening. However, lowincome children may lack the skills and abilities needed to read for information, particularly
when the linguistic and conceptual complexity of the texts increases. Chall explained this
"fourth grade slump" by suggesting that, in line with findings by Baker et al. (1994) and Heath
(1983), low-income families probably own and read fewer books and also simply read less
than middle-income families. Chall therefore concluded that the language and literacy
environment of the children involved in her study was sufficient for reading achievement in
the lower elementary grades but not the intermediate or upper elementary grades.
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Several other studies have shown lower-income parents to instill poorer problemsolving strategies in their children when compared to other parents. For example, lowerincome parents tend to take over and not let the children do the task (Wigfield & Asher,
1984). Baker et al. (1994) examined the effects of the home environment on literacy in a
longitudinal study of urban pre-kindergarten children and found 90% of the middle-income
families to report daily book-reading activity while only 52% of the low-income families
reported such. Income-related differences were also found for the frequency of visits to the
library, with the middle-income families visiting more often. In the study by Baker et al.
(1994), three main literacy uses were identified: 1) literacy as a source of entertainment; 2)
literacy as a set of skills to be cultivated; and 3) literacy as an ingredient of everyday life. For
the middle-income families, the use distribution was 70% entertainment, 11% skill, and 20%
daily living. For the low-income families, the distribution was 47% entertainment, 36% skill,
and 17% daily living. Furthermore, 78% of the middle-income parents reported that their child
interacted with books independently and at their own initiative while this percentage was 34%
for the low-income parents.
On the basis of these results, Baker et al. (1994) concluded that children of middleincome families are more likely to use literacy as a source of entertainment than children of
low-income families. Many middle-income parents also tend to adopt a more playful
approach towards literacy activities than low-income families. Middle-income parents appear
to provide their children with opportunities to construct their own meanings by making literacy
materials readily available for independent use while many low-income parents place greater
emphasis on structured activities and the skill component of literacy.
In addition to the above, various other demographic characteristics appear to play a
role in children’s literacy development. Family structure, family size, family income, parental
education and occupation, and community characteristics all appear to be important for the
development of children’s academic motivation and achievement (Eccles, Wigfield, &
Schiefele, 1998). It may be more difficult to do a good job of parenting, for example, when
living in a high-risk neighborhood with a general lack of financial resources. Moreover, if
parents believe that there are limited opportunities for their children to obtain success
through study, they are likely to shift their socialization efforts towards other goals and
interests. And, indeed, DeBaryshe and Binder (1994) found parental beliefs to have a direct
effect on child interest.
The kinds of role models that children see both inside and outside the house can also
influence their achievement goals, values, and self-perceptions. Not only the type of parental
employment and leisure-time activities but also the general family climate may influence
children in that children coming from an optimally warm and supportive home have been
found to choose their parents as role models and to value the activities of their parents more
than children coming from other homes (D’Amico, Haurin, & Mott, 1983).
Although family demographic characteristics affect children’s motivation directly and
indirectly, the influence on school achievement is almost always indirect and mediated by
parental beliefs, practices, and psychological resources (Eccles et al., 1998). In addition,
parental behaviors can often override the effects of even the most stressful demographic
characteristics on children’s motivation and achievement (e.g., Clark, 1983). Research has
shown certain home environment measures to correlate more strongly with student academic
performance than a number of SES measures. For example, the home reading environment
is a better predictor of children’s reading attitudes than SES per se (see Wigfield & Asher,
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1984). Hansen (1969) measured four aspects of the home literacy climate - the presence of
reading materials, amount of joint book reading, amount of guidance and encouragement,
and the extent to which parents served as a role model. This composite process measure
correlated more highly with fourth-grade children’s reading attitudes than did social class
membership. Krus and Ruben (1974) reported similar results, which indicates that it is
possible for lower SES parents to instill a positive reading attitude in their children and
thereby improve their reading activities and skills.
Sociocultural differences
In addition to socioeconomic status, cultural background and ethnicity certainly influence
parental behavior and children’s motivation. Several researchers (for an overview see
Eccles, Wigfield, & Schiefele, 1998) have described cultural differences in the types of
activities valued (e.g., sports vs. music), motivational goals (e.g., communal vs. individual),
and behavioral styles (e.g., competitive vs. cooperative). Such differences can affect the
socialization of motivated behavior. For example, Stevenson, Lee, et al. (1990) found
Japanese and Chinese parents to make different causal attributions for their children’s
school achievement than European-American parents. The Japanese and Chinese parents
emphasized effort while the European-American parents emphasized natural talent. In
addition, Crystal and Stevenson (1991) reported that European-American parents
overestimated their children’s abilities and tended to be more satisfied with school
performance that fell below their expectations when compared to Japanese parents.
In other research, Stevenson, Chen, and Uttal (1990) found black and Hispanic
mothers to place greater importance on their child’s academic achievement than white
mothers. The mothers of the black and Hispanic children had a strong interest in their child’s
schooling and attempted to provide an academically supportive environment for their young
children. It is a common finding that lower SES and black parents often have educational
aspirations for their children that are as high as those of higher SES and white parents.
However, lower SES and black parents’ occupational aspirations are usually lower (Wigfield
& Asher, 1984). It appears that lower SES and black parents do not expect their children to
attain high occupational goals (Resnick & Robinson, 1975) and do not make adequate plans
for their children to attain such goals (Wolff, 1966). The lower career aspirations of lower
SES parents may thus contribute to a belief on the part of their children that higher education
has little utility (Wigfield & Asher, 1984).
Several researchers have found not ethnic or race differences to be most important
for literacy but differences in parental behavior (e.g., Baker, Sonnenschein, Serpell,
Fernandez-Fein, & Scher, 1994; Hess & Shipman, 1968). Baker et al. (1994) examined the
effects of home environment on literacy in a longitudinal study of children starting in
prekindergarten from four different sociocultural groups: middle- versus low-income AfricanAmerican families and middle- versus low-income European-American families. The
information on the children’s everyday home experiences was collected by asking parents to
keep a diary of their children’s activities. Baker et al. (1994) found the differences in home
literacy environment for the European-American versus African-American families to not be
as large as the differences for the low- versus middle-income families.
Hess and Shipman (1968) interviewed middle- versus lower-class black mothers and
found the lower-class black mothers to view school as something that they had little control
over. In contrast, the middle-class black mothers described themselves as actively involved
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in the school. In addition, the middle-class mothers stressed the importance of positive
interactions with the teacher and the other children at the school while the lower-class
mothers stressed the importance of obedience when asked what they would advise their
children at the start of school.
The present study
The main question in this chapter is which home and school variables predict reading
achievement, strategy use, and reading motivation of students from diverse backgrounds. In
the Netherlands, several researchers have examined the home literacy activities of different
sociocultural groups (e.g., Klatter-Folmer, 1996; Leseman, 1999; Leseman & de Jong, 1998,
2001; Pels, 1991; Stoep & Verhoeven, 2000). It appears that most Dutch parents read to
their children on a daily basis (Bus, Klatter, & Henseler, 1991). However, in minority families,
less shared book reading occurs. Pels (1991) found that in low SES Turkish and Moroccan
families, 40% and 70% of the mothers, respectively, were illiterate. Only those mothers with
some schooling occasionally engaged in reading and writing activities with their children. In a
study of fifth and sixth graders (= groep 7 en 8) in five inner-city schools in Amsterdam,
Kaufmann (2000) found 15% of the parents for the entire group to still read to their children
on a daily basis. Dutch parents read to their children about twice as frequently as minority
parents. In addition, 97.5% of the Dutch children reported that their parents read to them
when they were younger while only 62.5% of the minority children reported this.
Leseman and de Jong (1998) conducted a longitudinal study of 4- to 7-year-old
children from Dutch, Surinamese, and Turkish families. Each family was visited three times
with time lags of one year. The mothers of the children were interviewed about their own
literacy habits and literacy activities undertaken with the child. In addition, mother and child
were invited to jointly read a picture book brought along by the researcher. During the study,
several tests were also administered to the children at school (i.e., oral language, receptive
vocabulary, word decoding, and reading comprehension tests).
The results showed home literacy to be strongly determined by socioeconomic,
cultural, and ethnic factors. The educational level of both parents appeared to be less
important than job content and the parents' own literacy practices. The Turkish group
generally obtained the lowest scores on the home literacy measures and the Dutch group the
highest scores. The parents' use of literacy for recreational purposes was found to
differentiate the most between the groups. The Surinamese mothers, for example, placed
more emphasis on skills, and less on reading pleasure when reading to their young children.
Leseman and de Jong (1998) also found the proportion of so-called procedural
utterances as an indicator of difficult cooperation during the joint reading task to be highest
among the Turkish mothers who appeared to have difficulties dealing with the spontaneous
reactions of their children. Just as the Dutch and Surinamese children, the Turkish children
wanted to grasp the book, turn the pages, and look at the pictures but their mothers
apparently viewed this frequently as inappropriate. In addition, the Turkish mothers showed
much less confidence in the success of the ongoing interaction than the Dutch and
Surinamese mothers. The Turkish mothers also made less use of the pictures in the picture
book to scaffold their young children's understanding.
Utterances requesting the child to repeat or complete the sentence being read were
highest among the Surinamese and Turkish mothers while the total percentage utterances
explaining, evaluating, and extending utterances was highest among the Dutch mothers. The
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Dutch mothers also scored higher on a measure of social-emotional quality of book reading
interactions while the Turkish mothers scored lowest.
Leseman and de Jong (1998) suggested that consideration of the lower levels of
formal education, job content, and adult literacy in the Surinamese and Turkish samples,
alone, is probably not sufficient to explain the relatively low social-emotional quality and
difficult cooperation observed during joint book reading. They argued that different views of
how to interact with young children within the Surinamese and Turkish communities are at
the root of this. Parents' child-rearing beliefs were found to be more authoritarian for both of
these groups when compared to the Dutch group. Furthermore, Leseman and de Jong
suggested that religious practices and education influenced joint book reading: Religious
literacy was often found to be the most important kind of literacy for Surinamese and Turkish
parents. Asking the child to repeat or complete sentences in a literal manner can be part of
religious memorization practices and the tendency to maintain the literal wording of texts
found in several religious communities (cf. Heath, 1983).
Stoep and Verhoeven (2000) conducted a study of kindergarten Dutch and minority
children. A broad range of language and literacy skills was assessed. Observations were
also made during shared book reading in the classrooms. In addition to this, the parents
completed questionnaires. For Dutch children, SES and parental education appeared to be
the strongest predictors of both language and literacy skills. In addition, reading climate,
reading frequency, and parental expectations were related to student outcomes. Whereas
parental involvement related positively to student literacy and language skills, parental aid
showed negative relations to skills. This suggests that parents tend to help weaker students
more. Of the school variables, book orientation and challenging content related positively to
language skills while reading frequency and challenging content related positively to literacy
skills.
Stoep and Verhoeven found SES and parental education to also be the strongest
home predictors of language and literacy skills for the minority children although the
correlations were weaker than for the Dutch children. Home language related to language
skills and, to a lesser degree, literacy skills. Parental aid showed no significant relations to
the test scores for this group. However, the importance that parents attribute to their help
related negatively to literacy skills. Stoep and Verhoeven interpret these results as indicating
that minority parents may be insecure about the factual assistance that they can give their
children due to gaps in their own school-related knowledge. Furthermore, teacher experience
and an adaptive attitude towards emergent literacy education were found to be determinants
of the learning progress for minority children.
In sum, a large body of evidence shows socioeconomic status, home literacy climate,
ethnicity, home language, and parental involvement to all relate to reading achievement.
However, in most of these studies, only children in (pre-)kindergarten and the early
elementary school grades were involved. Very few studies have examined home, school,
and student variables in relation to reading skills, strategy use, and reading motivation for
different groups of students in the intermediate school grades.
Research questions
In this exploratory study, a number of home and school variables will be selected from the
present literature base, and it will be explored to what extend they predict reading
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achievement, strategy use, and reading motivation of Dutch and minority students. More
specifically, an attempt will be made to answer the following questions.
1. Which home and school variables predict the reading comprehension of Dutch and
minority students in the third and fourth grades?
2. Which home and school variables predict the reading vocabulary of Dutch and minority
students in the third and fourth grades?
3. Which home and school variables predict the use of monitoring strategies by Dutch and
minority students in the third and fourth grades?
4. Which home and school variables predict intrinsic reading motivation for Dutch and
minority students in the third and fourth grades?

7.2

Method

7.2.1 Participants
In this two-year longitudinal study, initiated at the beginning of third grade (= groep 5), 815
students in 34 Dutch elementary schools were involved. Four groups of children were
examined: 1) a group of 288 Dutch children of parents with a middle or high socioeconomic
status (high SES); 2) a group of 185 Dutch children of working-class parents (low SES); 3) a
group of 180 children coming from Suriname or the Dutch Antilles (ex-colonial); and 4) a
group of 162 children coming from Turkey or Morocco (Mediterranean). The ex-colonial and
Mediterranean groups consisted of mainly children from working-class families and were
therefore classified as low SES. For more details on the students and participating schools,
the reader is referred to Chapter 3.
7.2.2 Design, selection of variables, and procedure
Design
Most of the student data was collected at three points in time: at the start of Grade 3, at the
end of Grade 3, and at the end of Grade 4. The students logs, which measured several
leisure time activities, were administered during a two-week period at six points in time.
Nonverbal IQ and home literacy climate were measured once during Grade 3. At the
beginning and the end of each school year, the teachers completed questionnaires. The
teachers also completed literacy logs during six two-week periods. In addition, classroom
observations were performed half-way through the third and fourth grades. In Table 7.1, the
design of the study is presented. For more details on the design, the reader is referred to
Chapter 3.
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Table 7.1

Design of the study
Grade 3
Oct/Nov Jan

Student variables
Decoding skills (test)
Reading comprehension (test)
Reading vocabulary (test)
Monitoring strategies (student questionnaire)
Intrinsic motivation (student questionnaire)
Non-verbal IQ (test)
Home variables
Leisure time reading (student log)
Talking about books at home (student log)
Watching TV (student log)
Home literacy climate (student interview)
School variables
Teacher attitudes (questionnaire)
T. views on student motivation (questionnaire)
Independent reading facilities (questionnaire)
Book promotion activities (questionnaire)
Availability of books (questionnaire)
Daily literacy activities (teacher log)
Comprehension instruction (observation)

Mar

x
x
x
x
x

x
x
x

Jun

Grade 4
Nov

Jan

Mar

x
x
x
x
x
x
x
x
x
x

x
x
x

x
x
x
x
x

x
x
x

x

x
x
x

x
x
x

x
x
x
x
x

x

Jun

x
x

x

x
x
x
x
x

x
x

x

Selection of variables
The large amount of variables was reduced by exploring the data. The reduction was
necessary to be able to construct models in the subsequent analyses. According to the four
research questions, reading comprehension, reading vocabulary, monitoring strategies, and
intrinsic motivation were selected as the dependent variables. Although decoding was
included in the exploratory correlation analyses, it was omitted from the subsequent
regression and multilevel analyses because it was not the focus of the present study.
Four strategy and three motivation variables were available but only monitoring
strategies and intrinsic reading motivation were selected for analysis here, because these
two variables are generally assumed to be crucial to reading achievement. For example,
several reading researchers stressed the importance of monitoring strategies for reading
comprehension (e.g., Baker & Brown, 1984; Pressley, 1998a, 1998b; Pressley & Afflerbach,
1995) while motivation researchers showed intrinsic motivation to exert stronger positive
effects on reading amount and reading achievement than extrinsic motivation (e.g., Gottfried,
1990; Meece, Blumenfeld, & Hoyle, 1988; Wigfield & Guthrie, 1997b). In the previous
chapters, the use of monitoring strategies and intrinsic reading motivation were indeed found
to show stronger positive relations to reading achievement than other strategy and motivation
variables. In addition, these two variables showed the highest internal consistencies
(Cronbach's alpha).
The data on teacher attitudes towards reading instruction were excluded from the
present study because the items showed very little variance. A number of the activities
reported in the teacher logs were collapsed for the analyses: 1) time spent using dictionaries,
the encyclopedia, etc. and working with figures, tables, graphs, and maps were summed
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together under the rubric study skills; 2) time spent on speaking and listening abilities were
summed together; 3) time spent on spelling and punctuation were summed together under
the rubric grammar; and 4) time spent on the writing of expository texts and writing of
narrative texts were summed together. The variables teacher views on student motivation
and availability of books were excluded due to the open format of the questionnaire items.
With regard to classroom observations, activities that occurred less than 5% of the
time were omitted. The variables teacher speaks and teacher interacts were dropped as the
sum of these two variables correlated highly with the variable students listen to teacher. The
variable individual setting correlated highly with the variable working on assignment because
working on assignments occurred on a largely individual basis; for this reason, the latter
variable was also omitted. In addition, the variable teacher listens in whole group setting was
excluded as this variable correlated highly with the variable students reading aloud in turns.
The variable whole class activities was omitted as this variable correlated highly with the
variable students listening to teacher. In such a manner, the number of school variables was
reduced to 26.
The home variables included in the analyses were: 1) frequency of leisure time
reading; 2) frequency of talking about books at home; 3) frequency of watching TV; and 4)
home literacy climate. For the leisure time reading variable, the frequency scores for the
amount of book reading and comic book reading were summed. In addition, nonverbal IQ
was included in the analyses. In Tables 7.2 and 7.3, the remaining dependent and
independent variables can be seen.
Procedure
In order to explore the impact of home and school predictors on cognitive and affective
components of reading development, a three-step analysis was conducted: 1) correlation
analysis; 2) regression analysis; and 3) multilevel analysis (MLA), each method having its
own advantages and limitations.
In a first step, correlation analyses were performed, in order to obtain a fine-grained
analysis of the relations between home and school variables on the one hand, and the
criteria variables on the other hand. However, correlation analysis does not permit
conclusions about the causal direction of the relations, unless theory driven. Moreover,
correlations may produce spuriously significant effects; in other words, there may be a third
factor that accounts for the relation between the two correlated variables. For these reasons,
the correlations in the present study were only used to search for meaningfully consistent
patterns and thereby guide the selection of variables for the subsequent analyses.
In a second step, regression analyses were conducted using those school and home
variables that correlated most strongly to the dependent variables. Regression analyses
provide insight into the relative contributions of different independent variables to variation in
a dependent variable but do not account for the hierarchical structure underlying the data.
In a third step, multilevel analyses were performed with the school and home
variables that most strongly predicted the dependent variables in the regression analyses as
the independent variables. MLA is a technique used to account for the hierarchical structure
often found in data (e.g., children in classes) and is an extension of such traditional
techniques as regression analysis. Data with a hierarchical or clustered structure need
multilevel modeling as both the groups and group members can influence the results.
Ignoring the relationship between the group and group members risks overlooking the
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importance of group effects (Snijders & Bosker, 1999). For the MLA, the package MLwiN,
version 1.10.000.6 (Goldstein et al., 2000), was used. MLA provides insight into the
hierarchical structure underlying a set of data but a large number of subjects and groups is
required. In the present study, the number of students precluded separate MLA for the
different subgroups.
In the correlation analyses, the 26 school variables, the 4 home variables, and
nonverbal IQ were correlated with the dependent variables decoding, reading
comprehension, reading vocabulary, use of monitoring strategies, and intrinsic reading
motivation at the end of the third and fourth grades, respectively. In the regression and
multilevel analyses, the dependent variables were: reading comprehension, reading
vocabulary, use of monitoring strategies, and intrinsic reading motivation.
In this chapter, the third-grade home and school variable scores were related to the
scores for the dependent variables at the second measurement point (the end of Grade 3).
The fourth-grade home and school variable scores were related to the scores for the
dependent variables at the third measurement point (the end of Grade 4). Two variables
(nonverbal IQ and home literacy climate) were assessed only once (during Grade 3).
Therefore, the third-grade scores on these variables were used in the analyses for both
Grades 3 and 4.
7.2.3 Materials
Most of the instruments described in the previous chapters were also used in the analyses
described here (see Table 7.1). Only the home literacy climate measure was not included in
the previous analyses and will therefore be described in the following section. For more
detailed information on the instruments, the reader is referred to the previous chapters. The
instruments at the school level have been described extensively in Chapter 4. The student
and home instruments (with the exception of home literacy climate) have been described in
detail in Chapter 5. The Raven test of nonverbal intelligence has been described in Chapter
6.
Home literacy climate
To assess the literacy climate at home, all of the students were interviewed individually in a
quiet room, half-way through Grade 3. Some of the initial interview items (e.g., Does your
father or mother often say to you that you should read more?) appeared to have a negative
inter-item correlation and were excluded from the analyses. The final version of the interview
included the following items.
1. How often do you read at home?
2. How often do you read something from a newspaper?
3. Do you have a subscription to a children's magazine?
4. How many books do you have at home?
5. How many books do your parents have at home?
6. How often did your parents read to you when you were small?
7. How often do your parents read to you now?
8. How do your parents react to your reading?
9. Do you usually finish the books you read?
10. When you read at home, how long would you like to go on?
11. Do you have a quiet place at home where you can read?
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12. When you are reading a book, how often do your parents ask you what it is about?
13. How often do you talk about a book you have read at home?
14. How often do you look up a word in a dictionary at home?
15. How often do you read aloud to someone else at home?
16. How often do you, or someone else in your family, tell a funny or interesting story
without reading from a book?
17. How often do you write a story yourself at home?
18. How often do you sing songs together at home?
19. How often do you visit the public library?
The response format was 2 (often), 1 (sometimes), or 0 (never) with the exception of items 3
and 9, which had a response format of 1 (yes) or 0 (no). The maximum score for the Literacy
Climate Interview was 36, and the reliability (α) was found to be .71.

7.3

Results

7.3.1 Exploring the relations between home, school, and student variables
To explore the data, correlation analyses were performed between the home and school
variables on the one hand, and the students' decoding skills, reading comprehension,
vocabulary, use of monitoring strategies, and intrinsic reading motivation on the other hand.
Partial correlation analyses were conducted for the Dutch and minority students separately
with socioeconomic status controlled for in the analyses with the Dutch group and home
language controlled for in the analyses with the minority group. This was done because SES
and home language were assumed to constitute the most important differences within the
Dutch and minority group, respectively.
In Tables 7.2 and 7.3, the results for the Dutch and minority groups, respectively, are
presented. In addition to many similarities, some interesting differences between the groups
were discovered. In the following section, only the most salient and interesting results of the
correlation analyses will be discussed.
Table 7.2 shows that for the Dutch children leisure time reading correlated
significantly and positively with decoding, reading comprehension, vocabulary, use of
monitoring strategies, and intrinsic reading motivation. Table 7.3 shows that for the minority
children leisure time reading correlated positively with strategy use and intrinsic motivation as
well, but in contrast with the Dutch children, leisure time reading correlated negatively with
the three reading skills.
The variable talking about books at home was positively correlated with strategy use
and motivation for both groups. The correlations of this variable with reading skills tended to
be positive for the Dutch group but were negative for the minority group.
A surprising finding was that watching TV related positively to the three reading skills
for the minority group while these relations were negative for the Dutch group. Separate
analyses for the Ex-colonial and Mediterranean groups of children showed the positive
correlations to be mainly due to the Mediterranean group; for the Ex-colonial group the
correlations were nonsignificant.
Home literacy climate showed positive correlations with the reading skills, strategy
use, and intrinsic motivation for both groups. However, for the minority group, the relations
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between home literacy climate and reading skills were only marginally significant whereas for
the Dutch group these relations were substantial.
Table 7.2

Correlations of home and school variables with reading skills, strategy use, and
motivation for Dutch students in Grades 3 and 4, controlled for SES
DUTCH STUDENTS (401 < n < 467)
Decoding
skills
3
4

HOME VARIABLES
STUDENT LOG
Leisure time reading
.13**
Talking about books
-.01
Watching TV
-.15**
STUDENT INTERVIEW
Home literacy climate
.18***
SCHOOL VARIABLES
TEACHER QUESTIONAIRE
Independent reading
.07
facilities
Book promotion
.02
TEACHER LOG
Total literacy activities
-.04
Time RC instruction
RC lessons
-.10*
RC during
-.01
science/social studies
Study skills
.01
Time book reading activities
Independent reading
.04
Shared book reading
-.00
Whole-class discussion -.06
Small group discussion .07
Time spent on skills
Decoding
.04
Vocabulary
-.04
Writing of texts
-.07
Speak/Listen activities -.06
Grammar/Spelling
-.05
OBSERVATIONS
Focus of teacher
Prior knowledge
.03
Word meaning
-.05
Text meaning
.01
Strategy instruction
.05
Checking assignments
.06
Procedures
-.07
Helping a student
.02
Student activities
Reading aloud in turns -.01
Silent reading of text
.05
Students listening
.04
Working individually
-.06
NONVERBAL IQ
.17**

Reading comprehension
3
4

.20***
.10*
-.14**

.11*
-.02
-.13**

.18***

.27***

.15**

.16***
.07
-.14**

Reading
vocabulary
3
4

Monitoring
strategies
3
4

.12*
-.02
-.06

.22***
.17***
-.11*

.29***
.32***
-.01

.14**
.15**
-.04

.29***
.12*
-.02

.30***
.11*
-.16***

.28***

.23***

.27***

.32***

.25***

.32***

.32***

.19**

.18**

.16**

.14**

-.01

-.00

.04

.14**

.06

-.02

.04

.06

-.01

.01

.11*

.00

.10

-.08

-.10*

.10*

-.13**

.03

.06

.07

-.09

.00

-.07
.03

-.11*
-.14**

-.08
.16**

-.18*** -.05
-.16**
.12*

.04
.02

.01
-.04

-.23*** -.13*
-.04
.06

-.12*

-.06

.09

-.08

.03

.07

.02

-.04

-.07

-.01
.02
-.04
-.03

.10*
-.00
-.11*
.18***

.10*
.00
.05
.04

.05
-.01
-.09
.19***

.13*
.03
-.12*
-.04

.02
.06
.07
-.03

.14**
.04
-.10*
.07

.08
.07
-.08
.12*

.20***
.10
-.00
-.08

-.05
-.08
-.10*
-.06
-.03

-.01
-.02
-.02
.01
-.04
.17***
-.18*** -.05
-.06
.01

-.02
-.08
-.04
-.14**
-.04

-.10
-.02
.05
-.09
-.06

-.02
.03
.06
.05
.04

-.01
.05
.15**
.07
.07

-.08
-.07
.01
-.02
-.06

-.07
-.01
.10
-.14**
.04

.06
-.01
-.05
-.02
-.11*
.08
-.12*

.10*
.03
-.07
.09
-.11*
-.09
.07

.04
-.02
.02
.01
-.18*** -.04
-.05
-.06
.01
.03
-.08
-.01
.11*
.10*

-.05
.03
.09
.07
-.02
.00
-.03

-.07
-.01
-.04
-.01
.10
-.03
.11*

.12*
-.00
-.04
.02
-.15**
.06
-.01

-.01
-.03
.08
-.16**
.18**

-.18*** -.10*
.02
-.04
.04
-.12*
-.03
.08
.44*** .43***

-.14**
-.01
-.12*
.10*
.27***

.03
.06
.06
-.12*
.07

-.07
.13*
-.00
.02
.01

-.05
.04
.00
-.08
.14*

.07
-.00
.07
-.03
-.24*** -.08
.07
.11*
-.03
-.04
-.08
-.09
.13*
.11*
-.12**
.08
.01
.07
.30***

-.06
-.03
-.03
-.02
.00

Note. *p<.05; **p<.01; ***p<.001 (two-tailed); RC=reading comprehension
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Table 7.3

Correlations of home and school variables with reading skills, strategy use, and
motivation for minority students in Grades 3 and 4, controlled for home language
MINORITY STUDENTS (245 < n < 332)
Decoding
skills
3
4

HOME VARIABLES
STUDENT LOG
Leisure time reading
-.06
Talking about books
-.14*
Watching TV
.07
STUDENT INTERVIEW
Home literacy climate
.11
SCHOOL VARIABLES
TEACHER QUESTIONNAIRE
Independent reading
.07
facilities
Book promotion
.17**
TEACHER LOG
Total literacy activities
-.04
Time RC instruction
RC lessons
-.07
RC during
.08
science/social studies
Study skills
.06
Time book reading activities
Independent reading
.04
Shared book reading
-.01
Whole-class discussion -.06
Small group discussion .05
Time spent on skills
Decoding
-.09
Vocabulary
.06
Writing of texts
.02
Speak/Listen activities -.14*
Grammar/Spelling
-.03
OBSERVATIONS
Focus of teacher
Prior knowledge
-.01
Word meaning
.13*
Text meaning
-.07
Strategy instruction
-.05
Checking assignments -.05
Procedures
.01
Helping a student
-.02
Student activities
Reading aloud in turns -.16**
Silent reading of text
-.06
Students listening
-.00
Working individually
.01
NONVERBAL IQ
.07

Reading comprehension
3
4

Reading
vocabulary
3
4

Monitoring
strategies
3
4

Intrinsic
motivation
3
4

.14*
-.00
.05

-.09
-.13*
.15*

-.05
-.19**
.19**

-.13*
-.19**
.15*

-.06
-.05
.16*

.26***
.23***
-.08

.27***
.22***
.00

.23***
.14*
-.01

.26***
.03
.03

.12*

.05

.06

.08

.03

.24***

.20***

.19**

.18**

.02

-.00

.02

.09

-.02

-.13*

-.02

-.12

-.16*

.07

.07

.08

.14*

.03

.06

-.02

.04

-.07

.09

-.13*

.25***

-.17**

.17*

.09

.07

-.05

-.01

-.16*
.12*

-.23*** -.15*
-.03
.17**

-.08
-.08

-.17*
.08

.17**
.09

.00
.01

.09
.08

.08
.06

-.03

.04

.06

.01

.05

.05

.04

-.12

-.03

-.11
-.03
.15*
.18**

.10
.03
-.17**
-.01

.00
-.07
.18**
.17**

.04
.05
-.19**
.12*

.15*
.08
.04
.05

-.02
.06
.01
.10

-.10
.03
.08
.19**

-.09
-.04
.07
.04

-.19**
-.10
.05
.05

-.06
.14*
.16*
.09
.09

-.14*
.13*
.05
-.23***
.01

-.06
.34***
.18**
.19**
.25***

-.29***
.19***
-.09
-.22***
-.10

.00
.19**
.12
.08
.11

.05
-.02
.11
.06
.01
.11
.16**
.07
-.19*** -.08

-.05
.06
-.07
.12
-.22***

-.07
.01
-.02
-.02
-.05

.06
.01
-.06
-.00
.08
-.07
-.08

-.06
.04
-.08
.02
-.12
.18**
-.03

.06
-.03
.03
.07
-.09
-.18**
-.05

-.03
.05
-.13*
.06
-.07
.07
-.03

-.03
-.05
.03
.11
-.17**
.05
-.00

.04
.05
-.02
-.10
.15*
-.05
-.17**

-.02
-.11
-.10
.01
.17**
.07
-.06

.04
-.01
.19**
-.17**
.08
-.16*
-.10

.09
.02
.16**
-.09
-.02
-.11
-.13*

-.05
.02
.05
.05
.02

-.18**
-.05
.01
-.09
.41***

.06
.20***
-.03
.02
.42***

-.22*** .02
-.13*
.03
.06
-.03
-.04
.08
.22**
.22**

-.02
.08
.05
.01
-.05

-.06
.03
.02
-.01
.06

.11
.12
-.04
-.02
.01

.08
.08
.03
.06
.04

Note. *p<.05; **p<.01; ***p<.001 (two-tailed); RC=reading comprehension

Very few of the school variables related consistently and meaningfully to reading skills,
strategy use, or motivation. Nevertheless, a few notable patterns were detected. For the
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Dutch children, the independent reading facilities related positively to reading
comprehension, vocabulary, strategy use, and motivation. For the minority children, none of
the correlations of independent reading facilities with reading skills proved significant but they
tended to be negative for strategy use and motivation. The variable book promotion showed
virtually no significant correlations with the dependent variables for the Dutch students while
for the minority students the correlations tended to be more positive.
Striking was the finding that time spent on reading comprehension lessons related
negatively to all three reading skills for both groups. In addition, this variable related
negatively to intrinsic motivation for the Dutch children. With regard to time spent on reading
comprehension during science and social studies, a consistent pattern for both of the groups
was found. While all of the correlations with reading skills were negative in Grade 3, they
were positive in Grade 4, which suggests that reading instruction during science and social
studies may become more effective when children grow older.
Yet another remarkable finding was that the home variables for both groups
consistently and significantly, with the exception of watching TV, related to strategy use. With
regard to the classroom variables assumed to promote strategy use (i.e., time spent on
reading comprehension lessons, reading comprehension instruction during science and
social studies, study skills, and strategy instruction), no significant relations to the use of
monitoring strategies were found for the Dutch group. For the minority group, positive but
nonsignificant correlations with the use of monitoring strategies were generally found.
For the Dutch students, time spent on vocabulary teaching was not related to any of
the dependent variables while for the minority students this variable related positively to
decoding, reading comprehension, and vocabulary.
With regard to the observation variables, a few consistent and significant patterns of
correlation were found. Of particular interest was the finding that the focus of teachers on text
(or paragraph) meaning appeared to relate positively to intrinsic motivation for the minority
students but not for the Dutch students. Strategy instruction showed positive but
nonsignificant relations to reading comprehension and vocabulary for both groups, however,
it related negatively to the intrinsic motivation of the minority students.
Another notable finding was that the variable students reading aloud in turns showed
a generally negative correlation with reading skills while the variable silent reading of text
showed more positive correlations with reading skills although not consistently.
The findings from the correlation analyses in this section will guide the selection of
variables for the subsequent regression analyses. In the regression analyses, the role of
home and school predictors on reading development of Dutch and minority students will be
further explored.
7.3.2 Home and school predictors of literacy variables: Regression analysis
For the regression analyses, reading comprehension, reading vocabulary, use of monitoring
strategies, and intrinsic reading motivation were selected as the dependent variables. Based
on the research literature and the results of the correlational analyses, a specific set of
independent variables was selected for each of the dependent variables (see Table 7.4).
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Table 7.4

Independent variables selected for each of the dependent variables in the regression
analyses
Reading comReading
Monitoring
Intrinsic
prehension
vocabulary
strategies motivation
HOME VARIABLES
STUDENT LOG
Leisure time reading
x
x
x
x
Talking about books
x
x
x
x
Watching TV
x
x
STUDENT INTERVIEW
Home literacy climate
x
x
x
x
SCHOOL VARIABLES
TEACHER QUESTIONNAIRE
Independent reading facilities
x
x
x
Book promotion activities
x
TEACHER LOG (time spent on ...)
Reading comprehension lessons
x
x
x
x
RC during science/social studies
x
x
x
Study skills
x
Independent reading
x
x
x
Shared book reading
x
Whole-group book discussion
x
Small-group book discussion
x
Vocabulary teaching
x
x
Writing of texts
x
OBSERVATIONS
Focus on prior knowledge
x
x
x
x
Focus on word/sentence meaning
x
x
x
x
Focus on paragraph/text meaning
x
x
x
x
Focus on strategy instruction
x
x
x
x
Students reading aloud in turns
x
x
NONVERBAL IQ
x
x
x
SOCIOECONOMIC STATUS (SES)
x
x
x
x
HOME LANGUAGE
x
x
x
x

In the regression analyses, the backward method was used with listwise missing. Backward
procedures build subsequent models by deleting variables from a model. In such a manner,
those variables that do not exert an independent effect but do exert an effect in combination
with one or more other variables are maintained while they would have been deleted using
the stepwise or forward method. The independent variables were entered into the equation
all at once, followed (in a separate block) by SES and nonverbal IQ for the Dutch group, and
home language and nonverbal IQ for the minority group.
Separate analyses were performed for Grades 3 and 4. The results showed very few
differences between the grades. As the fourth-grade results did not provide relevant
additional information, it was decided to present only the third-grade regressions. In Tables
7.5 to 7.8, the results of the regression analyses for the Dutch and the minority group can be
seen.
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Table 7.5

Home and school predictors of Reading Comprehension with regression coefficients
2
(Beta) and R Square (R ) for the Dutch and minority groups at the end of Grade 3
2
Independent variables
Beta
R

Dutch group (n = 299)

Minority group (n = 214)

Independent reading facilities
Time reading comprehension lessons
Time independent reading
Time vocabulary teaching
Focus on paragraph/text meaning
Students reading aloud in turns
Home literacy climate
Nonverbal IQ
Time vocabulary teaching
Focus on prior knowledge
Students reading aloud in turns
Nonverbal IQ
Home language

.18
-.09
.14
-.30
.16
-.32
.26
.42
.12
-.15
-.13
.42
-.23

.39***

.34***

*** p<.001.

As Table 7.5 shows, independent reading facilities, time independent reading, focus on
paragraph/text meaning, home literacy climate, and nonverbal IQ appeared to have a
positive effect on reading comprehension for the Dutch group. In the fourth-grade analysis,
however, focus on paragraph/text meaning related negatively to reading comprehension for
this group. Time spent on reading comprehension lessons, time vocabulary teaching, and
students reading aloud in turns also appeared to have a negative effect on reading
comprehension in third grade. The variables explained 39% of the total variance in the
reading comprehension scores for the Dutch group.
For the minority group, the variables explained 34% of the variance. Only time spent
on vocabulary teaching and nonverbal IQ exerted a positive effect on reading comprehension
for this group. The variables focus on prior knowledge, students reading aloud in turns, and
home language appeared to affect reading comprehension negatively. The negative relation
to home language shows use of a language other than Dutch at home to negatively affect
reading comprehension scores.
As can be seen from Table 7.6, positive predictors of reading vocabulary for the Dutch
children were: independent reading facilities, leisure time reading, home literacy climate,
nonverbal IQ, and socioeconomic status. Negative predictors were: time spent on reading
comprehension lessons, time vocabulary teaching, students reading aloud in turns, and
talking about books at home. The variables explained 29% of the variance in the reading
vocabulary scores for the Dutch group.
For the minority students, 33% of the variance in the reading vocabulary scores was
explained. Positive predictors of reading vocabulary were: time vocabulary teaching, home
literacy climate, and nonverbal IQ. Negative predictors were: focus on word/sentence
meaning, focus on paragraph/text meaning, students reading aloud in turns, and talking
about books at home.
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Table 7.6

Home and school predictors of Reading Vocabulary with regression coefficients
2
(Beta) and R Square (R ) for the Dutch and minority groups at the end of Grade 3
2
Independent variables
Beta
R

Dutch group (n = 291)

Minority group (n = 227)

Independent reading facilities
Time reading comprehension lessons
Time vocabulary teaching
Students reading aloud in turns
Leisure time reading
Talking about books at home
Home literacy climate
Nonverbal IQ
Socioeconomic status
Time vocabulary teaching
Focus on word/sentence meaning
Focus on paragraph/text meaning
Students reading aloud in turns
Talking about books at home
Home literacy climate
Nonverbal IQ
Home language

.12
-.19
-.14
-.11
.13
-.11
.21
.26
.13
.28
-.19
-.22
-.14
-.13
.12
.23
-.14

.29***

.33***

*** p<.001.

Table 7.7

Home and school predictors of Monitoring Strategies with regression coefficients
2
(Beta) and R Square (R ) for the Dutch and minority groups at the end of Grade 3
2
Independent variables
Beta
R

Dutch group (n = 329)

Minority group (n = 223)

Time book discussion whole group
Talking about books at home
Home literacy climate
Socioeconomic status
Time reading comprehension lessons
Time study skills
Time reading comprehension during science/social studies
Time writing of texts
Talking about books at home
Home literacy climate

.09
.24
.28
-.10
.17
.18
.20
-.23
.21
.15

.17***

.12***

*** p<.001

In the previous correlation analyses, three of the four home variables appeared to relate to
the use of monitoring strategies. In contrast, very few consistent, meaningful relations were
found between strategy use and school variables. For this reason, a number of instructional
variables generally assumed to enhance strategy use were selected and entered into the
regression analyses in addition to the three home variables and nonverbal IQ.
Table 7.7 shows that only 17% of the variance in the use of monitoring strategies was
explained for the Dutch group and even less for the minority group: 12%. Positive predictors
of the use of monitoring strategies for the Dutch group were: book discussion with whole
group, talking about books at home, home literacy climate. SES was found to be a negative
predictor, with lower SES Dutch students reporting greater use of monitoring strategies.
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For the minority group, time spent on reading comprehension lessons, on study skills
and reading comprehension instruction during science and social studies, talking about
reading at home, and home literacy climate exerted a positive effect on the use of monitoring
strategies while time spent on the writing of texts exerted a negative effect.

Table 7.8

Home and school predictors of Intrinsic Reading Motivation with regression
2
coefficients (Beta) and R Square (R ) for the Dutch and minority groups at the end of
Grade 3
2
Independent variables
Beta
R

Dutch group (n = 252)

Minority group (n = 167)

Time reading comprehension lessons
Time shared book reading
Focus on word/sentence meaning
Focus on paragraph/text meaning
Leisure time reading
Home literacy climate
Time book reading to whole group
Focus on word/sentence meaning
Focus on paragraph/text meaning
Leisure time reading
Home literacy climate

-.24
.11
.14
-.10
.23
.24
-.15
.14
.31
.15
.20

.26***

.16***

*** p<.001

As Table 7.8 demonstrates, time spent on shared book reading, focus on word/sentence
meaning, leisure time reading, and home literacy climate were all positive predictors of
intrinsic reading motivation for the Dutch students. Negative predictors were: time spent on
reading comprehension lessons and focus on paragraph/text meaning. Nonverbal IQ was not
included in the regression analyses because this variable showed virtually no relations to
motivational factors. The total amount of explained variance for the Dutch students was 26%.
For the minority students, only 16% of the variance in the motivation scores was
explained. The focus on word/sentence meaning and on paragraph/text meaning, leisure
time reading, and home literacy climate all added to the intrinsic motivation of the minority
students. Time spent on shared book reading, however, exerted a negative effect on intrinsic
motivation for this group.
In sum, nonverbal IQ generally appeared to be one of the strongest predictors of reading
comprehension and vocabulary. However, for the minority group, the time spent on
vocabulary teaching was an even stronger predictor of reading vocabulary than IQ. The
practice of students reading aloud in turns (as opposed to students reading the text silently)
was a negative predictor of vocabulary and reading comprehension for both groups. Home
literacy climate predicted reading skills more strongly for the Dutch group than for the
minority group.
Of all the school variables, only independent reading facilities, time spent on
independent reading, and (in third grade) focus on text meaning were found to exert a
positive effect on the reading comprehension or vocabulary skills of the Dutch children. For
the minority children, only time spent on vocabulary teaching exerted a positive effect on
their reading comprehension and vocabulary skills.
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For the use of monitoring strategies, one consistent pattern was found: the home
variables of talking about books at home and home literacy climate promoted the use of
monitoring strategies for both groups. For the minority group, three school variables also
promoted the use of monitoring strategies: time spent on reading comprehension lessons,
study skills, and reading comprehension instruction during science and social studies.
With regard to intrinsic motivation, leisure time reading and home literacy climate
were positive predictors for both groups. In addition, the school variable focus on
word/sentence meaning positively predicted intrinsic motivation for both groups. For the
minority group, focus on paragraph/text meaning was a positive predictor of intrinsic reading
motivation as well. Whereas shared book reading appeared to promote intrinsic reading
motivation on the part of the Dutch children, the same variable had a negative effect on the
minority children’s intrinsic reading motivation. Finally, time spent on reading comprehension
lessons was a negative predictor of the Dutch children's intrinsic reading motivation.
As a third step, multilevel analyses (MLA) were conducted to examine whether the results
still hold when taking into account the school or classroom level clustering of students. The
variables that most strongly predicted each of the dependent variables in the third- and
fourth-grade regression analyses for the Dutch and the minority groups were selected as the
independent variables for the MLA. In the next section, the results of the MLA will be
presented.
7.3.3 Home and school predictors of literacy variables: Multilevel analysis
Independent variables selected for each of the dependent variables in the multilevel
analyses
Reading comReading
Monitoring
Intrinsic
prehension
vocabulary strategies motivation
HOME VARIABLES
STUDENT LOG
Leisure time reading
x
x
x
Talking about books
x
x
x
STUDENT INTERVIEW
Home literacy climate
x
x
x
x
SCHOOL VARIABLES
TEACHER QUESTIONNAIRE
Independent reading facilities
x
TEACHER LOG (time spent on ...)
Reading comprehension lessons
x
x
x
RC during science/social studies
x
Study skills
x
Independent reading
x
x
Shared book reading
x
Whole-group book discussion
x
Small-group book discussion
x
Vocabulary teaching
x
x
OBSERVATIONS
Focus on prior knowledge
x
Focus on paragraph/text meaning
x
x
x
Focus on strategy instruction
x
Students reading aloud in turns
x
x
NONVERBAL IQ
x
x
Table 7.9
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The goal of the multilevel analyses was to determine which home and school variables most
strongly predicted the dependent variables (i.e., reading comprehension, reading vocabulary,
use of monitoring strategies, and intrinsic reading motivation) while taking the hierarchical
structure of the data into account. Two-level models (class and student levels) were used in
the MLA as only one group from each school was involved in most of the cases. In Table 7.9,
the independent variables that were selected for the MLA because they most strongly
predicted the dependent variables in the previous regression analyses, can be seen. In Table
7.10, the maximum scores, the means, and the standard deviations for the selected
variables are presented per grade.
Table 7.10

Maximum scores, means, and standard deviations for the dependent and independent
variables used in the multilevel analyses at the ends of the 3rd and 4th grades
End Grade 3
End Grade 4
Max.
score
M
SD
M
SD
DEPENDENT VARIABLES
Reading comprehension (RC)
54
37.95
(8.82)
42.23
(7.69)
Reading vocabulary
157
87.85 (12.43)
94.83 (13.88)
Use of monitoring strategies
27
17.19
(3.58)
16.81
(3.52)
Intrinsic reading motivation
10
7.83
(2.52)
7.58
(2.61)
INDEPENDENT VARIABLES
STUDENT LOG
Leisure time reading
192
42.10 (29.32)
33.06 (25.55)
Talking about books at home
96
7.11 (10.85)
4.77
(9.03)
STUDENT INTERVIEW
Home literacy climate
36
18.68
(4.81)
TEACHER QUESTIONNAIRE
Independent reading facilities
10
4.91
(2.60)
5.01
(3.07)
TEACHER LOG, time spent on ... (minutes daily)
Reading comprehension lessons
13.98
(7.21)
11.68
(5.97)
RC during science/social studies
3.85
(3.00)
6.04
(5.35)
Study skills
8.32
(8.22)
9.89
(7.38)
Independent reading
7.13
(3.94)
8.62
(4.16)
Shared book reading
7.78
(4.34)
8.77
(5.35)
Whole-group book discussion
4.41
(3.30)
5.20
(4.00)
Small-group book discussion
0.79
(0.88)
1.05
(1.31)
Vocabulary teaching
5.40
(3.31)
4.55
(3.95)
OBSERVATIONS (percentages of time)
Focus on prior knowledge
7.48
(8.02)
7.22
(9.79)
Focus on paragraph/text meaning
16.50 (10.99)
17.10 (12.14)
Focus on strategy instruction
10.46 (10.77)
9.84
(8.35)
Students reading aloud in turns
9.00
(6.81)
7.15
(6.34)
NONVERBAL IQ
36
25.82
(5.32)
-

Multilevel analyses were performed using the following method. In a first "empty" model, only
the dependent variable in question is entered; no independent variables are included. This
initial model thus shows how the total variance is partitioned within and between classes.
In the second model, the home and school variables found to be strong predictors in
the regression analyses are entered at the same time. The number of independent variables
was reduced to prevent too much complexity and such regression artifacts as colinearity. As
Snijders and Bosker (1999) and others have argued, moreover, the more parsimonious the
model, the better. For each new step in the MLA, the most insignificant variable was deleted
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and this procedure was followed until all of the remaining effects proved significant at the .05
level (two-tailed).
To examine the effect of ethnic group, a dummy variable was constructed. The Dutch
students were assigned a code of -1; the minority students a code of +1. In Tables 7.11 to
7.14, the results for the multilevel models providing the best fit (i.e., lowest log likelihood) are
shown. It should be noted that the fit measures for the third and fourth grades are given for
completeness; they cannot, however, be compared with each other because the number of
cases for the two grades differ. To facilitate interpretation of the results, the first table will be
explained in greater detail than the subsequent tables. All effects mentioned in the tables are
significant at the .05 level.
Predictors of reading comprehension
Two-level analyses of home and school predictors of Reading Comprehension at the
end of 3rd and 4th grades
Reading Comprehension
End Grade 3
End Grade 4
(n = 533; M = 37.95)
(n = 579; M = 42.23)
B-coeff. (points)
s.e.
B-coeff. (points)
s.e.
Fixed effects
Table 7.11

Intercept
Contrast Dutch-minority group
Time RC lessons
Time vocabulary teaching
Students reading aloud in turns
Home literacy climate
Nonverbal IQ
Explained variance (of fixed effects)
Random effects

19.57
-2.22 (+/-2.22)
-0.19 (-2.66)
n.s.
-0.14 (-1.26)
0.34 (6.35)
0.58 (14.98)
50.41%
Variance (sqrt)

2.30
0.37
0.07
0.07
0.06
0.05

s.e.

23.92
-1.14 (+/-1.14)
-0.23 (-2.69)
0.22 (1.00)
n.s.
0.24 (4.48)
0.58 (14.98)
42.25%
Variance (sqrt)

Level 2 (=class level):
n.s.
6.79 (2.61)
Intercept
0.32 (0.57)
0.11
n.s.
Independent reading facilities
Level 1 (=student level):
Intercept
61.90 (7.87)
11.39 30.10 (5.49)
Time independent reading
0.30 (0.55)
0.16
n.s.
Covariance
-3.19
1.40
Log likelihood (fit)
3450.83
3666.56
Explained variance
(for fixed and random-group effects)
59.29%
54.76%
Note. Significance at the .05 level, n.s. = not significant; sqrt = square root of the variance

2.05
0.35
0.09
0.11
0.05
0.05

s.e.

2.12
1.82
-

In Table 7.11, the results of the MLA for reading comprehension are presented. Many
similarities between the results for the third and fourth grades can be seen. In general, the
same predictors operating in the same direction emerged. With regard to the fixed effects,
the B-coefficients for the contrast of Dutch versus minority were -2.22 and -1.14 for the third
and fourth grades, respectively. This shows belonging to a minority group to be a negative
predictor of reading comprehension in both grades. Another negative predictor in both
grades is time spent on reading comprehension lessons. In addition, students reading aloud
in turns negatively affected reading comprehension in third grade. Positive predictors of
reading comprehension in both grades were home literacy climate and nonverbal IQ.
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To interpret the magnitude of the regression coefficients, the following calculations
were made. The regression coefficient for home literacy climate in Grade 3, for example, was
0.34. The mean score for this variable was 18.68 (see Table 7.10). Multiplying 18.68 by 0.34
produces a score of 6.35. The total mean score for the dependent variable of reading
comprehension was 37.95, which means that about 6 of the 37.95 points for reading
comprehension can be attributed to home literacy climate.
The regression coefficient for ethnic group can be interpreted in a similar manner.
However, this variable differed from the other independent variables in that it was a contrast
variable, coded -1 for Dutch students and +1 for minority students. As can be seen in the
table, the regression coefficient for this variable in Grade 3 was -2.22. Multiplying -1 by -2.22
for the Dutch students produces a score of 2.22, which shows being Dutch to increase the
mean reading comprehension score by 2.22 points. For the minority group, the same
calculation produces a negative figure (-2.22), which shows belonging to a minority group to
decrease the mean reading comprehension score by 2.22 points. The multilevel regression
coefficients in the table are followed (in parentheses) by the number of points the
independent variable contributes on average to the mean score for the dependent variable.
As can be seen from Table 7.11, the variables with significant fixed effects explained 50.41%
of the variance in the Grade 3 scores and 42.25% of the variance in the Grade 4 scores.
When the random-group effects were added, the explained variance was 59.29% and
54.76% for the third and fourth grades, respectively.
The random effects show that, at the class level, the variable independent reading
facilities (note that there was no fixed effect) had a differential effect on reading
comprehension during Grade 3, with a variance of 0.32. This means that the relation
between independent reading facilities and reading comprehension differed across classes.
The differences remain unexplained, however.
The random effect of the intercept at the class level was nonsignificant in Grade 3,
but 6.79 in Grade 4. The fixed effect intercept for Grade 4 was 23.92. The statistical
assumption is that 95% of the scores fall within the range of about twice the standard
deviation (or the square root of the variance) above or below the mean. Thus, 95% of the
class intercepts will fall within the range of 23.92 - (1.96 x 2.61) = 18.82 and 23.92 + (1.96 x
2.61) = 29. This means that simply being a member of a particular group may produce an
increase or decrease of 5.1 points in the individual scores at the extremes of the distribution.
At the student level, time spent on independent reading had a differential effect on
reading comprehension in Grade 3, with a random effect of 0.30. The random effect of the
intercept at the student level was 61.90 in Grade 3 and 30.10 in Grade 4, which shows the
students to differ much more from each other than the classes do. In Grade 3, the square
root (sqrt) of the random effect was 7.87 (fixed effect intercept = 19.57), which shows the
scores at the level of the student to vary from 4.14 to 35.0, a tremendous variability. In Grade
4, the square root of the random effect was 5.49.
The negative covariance (-3.19) between the intercept and time spent on independent
reading in Grade 3 indicates that independent reading was more beneficial for poor
comprehenders than for good comprehenders. One of the variables entered into the model
(focus on paragraph/text meaning) did not show any significant fixed or random effects and
was therefore not included the table.
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Predictors of reading vocabulary
Two-level analyses of home and school predictors of Reading Vocabulary at the ends
of 3rd and 4th grades
Reading Vocabulary
End Grade 3
End Grade 4
(n=619; M=87.85)
(n=553; M=94.83)
B-coeff. (points)
s.e.
B-coeff. (points)
s.e.
Fixed effects
Table 7.12

Intercept
Contrast Dutch-minority group
Focus on paragraph/text meaning
Focus on strategy instruction
Students reading aloud in turns
Talking about books at home
Home literacy climate
Nonverbal IQ
Explained variance (of fixed effects)
Random effects

65.29
-4.55(+/-4.55)
n.s.
0.19 (1.99)
-0.28 (-2.52)
-0.10 (-0.71)
0.44 (8.22)
0.57 (14.72)
40.96%
Variance (sqrt)

2.77
0.52
0.07
0.09
0.04
0.08
0.08

s.e.

71.19
-5.90 (+/-5.90)
-0.11 (-1.88)
n.s.
n.s.
n.s.
0.49 (9.15)
0.56 (14.46)
33.64%
Variance (sqrt)

Level 2 (=class level):
3.79 (1.95)
3.05
7.72 (2.78)
Intercept
Level 1 (=student level):
92.92 (9.64)
16.94
134.98 (11.62)
Intercept
0.01 (0.10)
0.01
0.03 (0.17)
Leisure time reading
0.20
0.36
-1.32
Covariance
Log likelihood (fit)
4546.331
4205.636
Explained variance
(for fixed and random-group effects)
47.61%
34.81%
Note. Significance at the .05 level, n.s. = not significant; sqrt = square root of the variance

3.16
0.55
0.05
0.10
0.09

s.e.

2.64
15.20
0.01
0.45

As can be seen from Table 7.12, belonging to a minority group is a negative predictor of
reading vocabulary. For both grades, home literacy climate and nonverbal IQ were the
strongest positive predictors. Virtually none of the classroom variables exerted a positive
effect on vocabulary; only a small effect of strategy instruction was found in Grade 3.
Negative predictors of vocabulary were students reading aloud in turns and talking about
books at home (in Grade 3) and focus on paragraph/text meaning (in Grade 4).
Leisure time reading did not have the same effect on reading vocabulary for all
students. The negative covariance observed in Grade 3 indicates that students with lower
scores on vocabulary benefited more from leisure time reading than students with higher
scores. In Grade 4, however, the students with the higher scores appeared to benefit more
from leisure time reading than the other students although the random effects in both grades
were very low (0.03 and 0.01, respectively). The variable time spent on vocabulary teaching
did not show any significant effects and was therefore not included in the table. In the
previous regression analysis, time spent on vocabulary teaching showed a strong positive
effect on the reading comprehension and vocabulary scores of the minority students. In the
MLA, this effect disappeared and was probably masked by the large number of Dutch
students included in the MLA sample. The variables with significant fixed effects explained
40.96% of the variance in the Grade 3 scores and 33.64% of the variance in the Grade 4
scores.
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Predictors of use of monitoring strategies

Two-level analyses of home and school predictors of Monitoring Strategies at the ends
of 3rd and 4th grades
Monitoring Strategies
End Grade 3
End Grade 4
(n = 625; M = 17.19)
(n = 549; M = 16.81)
B-coeff. (points)
s.e.
B-coeff. (points)
s.e.
Fixed effects
Table 7.13

Intercept
Contrast Dutch-minority group
Time book discussion in whole group
Time book discussion in small groups
Talking about books at home
Leisure time reading
Home literacy climate
Explained variance (of fixed effects)
Random effects

13.45
0.48 (+/-0.48)
n.s.
n.s.
0.05 (0.36)
0.01 (0.42)
0.15 (2.80)
15.71%
Variance (sqrt)

0.55
0.15
0.02
0.01
0.03

s.e.

13.98
0.48 (+/-0.48)
-0.13 (-0.68)
0.50 (0.53)
n.s.
0.02 (0.66)
0.12 (2.24)
12.14%
Variance (sqrt)

Level 2 (=class level):
0.24 (0.49)
0.20
0.97 (0.98)
Intercept
Level 1 (=student level):
Intercept
10.40 (3.22)
0.61
10.04 (3.17)
Log likelihood (fit)
3249.407
2854.802
Explained variance
(of fixed and random-group effects)
18.94%
23.09%
Note. Significance at the .05 level, n.s. = not significant; sqrt = square root of the variance

0.67
0.18
0.07
0.20
0.01
0.03

s.e.

0.40
0.62

In Table 7.13, the MLA results for the reported use of monitoring strategies are presented.
Nonverbal IQ was not included in the analyses because this variable did not show a
significant effect on the use of monitoring strategies in the regression analyses. As the table
shows, belonging to a minority group affected the strategy scores positively. That is, minority
children reported greater use of monitoring strategies than Dutch children. In Grade 3, none
of the school variables affected strategy use while the three home variables (talking about
books, leisure time reading, and home literacy climate) all promoted strategy use. In Grade
4, the leisure time reading and home literacy climate promoted strategy use as well. Two
school variables predicted strategy use in Grade 4: time spent on book discussion in whole
group (-0.13) and time spent on book discussion in small groups (0.50), which suggests that
small-group book discussions promote the use of monitoring strategies more than wholegroup book discussions.
The three variables time spent on reading comprehension lessons, time spent on
study skills, and focus on prior knowledge did not show any significant effects and were
therefore not included in the table. The variables with significant fixed effects explained
15.71% of the variance in the Grade 3 scores and only 12.14% of the variance in the Grade
4 scores.
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Predictors of intrinsic reading motivation

Two-level analyses of home and school predictors of Intrinsic Reading Motivation at
the ends of the 3rd and 4th grades
Intrinsic Reading Motivation
End Grade 3
End Grade 4
(n=557; M=7.83)
(n=543; M=7.58)
B-coeff. (points)
s.e.
B-coeff. (points)
s.e.
Fixed effects
Table 7.14

Intercept
Contrast Dutch-minority group
Time spent on RC lessons
Leisure time reading
Home literacy climate
Explained variance (of fixed effects)
Random effects

5.73
0.32 (+/-0.32)
-0.04 (-0.56)
0.02 (0.84)
0.10 (1.87)
15.21%
Variance (sqrt)

0.48
0.11
0.02
0.00
0.02

s.e.

4.76
0.22 (+/-0.22)
n.s.
0.02 (0.66)
0.12 (2.24)
11.56%
Variance (sqrt)

Level 2 (=class level):
0.13 (0.36)
0.10
1.05 (1.02)
Intercept
n.s.
0.01 (0.10)
Time spent on RC lessons
-0.08
Covariance
Level 1 (=student level):
Intercept
6.17 (2.48)
0.48
5.75 (2.40)
Talking about books at home
0.01 (0.10)
0.00
n.s.
Covariance
-0.13
0.03
Log likelihood (fit)
2486.684
2490.922
Explained variance
(of fixed and random-group effects)
19.36%
11.56%
Note. Significance at the .05 level, n.s. = not significant; sqrt = square root of the variance

0.41
0.10
0.00
0.02

s.e.

0.65
0.00
0.05
0.36
-

In Table 7.14, the MLA results for intrinsic reading motivation can be seen. The results show
belonging to a minority group to be a positive predictor of intrinsic motivation; that is, minority
students showed a higher intrinsic motivation to read than the Dutch students in both grades.
Leisure time reading and home literacy climate promoted intrinsic reading motivation in both
grades. In Grade 3, time spent on reading comprehension lessons was a negative predictor
of intrinsic reading motivation; in Grade 4, the effect disappeared.
Regarding the random effects at the class level, the variable time spent on reading
comprehension lessons did not have the same effect on motivation for all of the Grade 4
classrooms. The negative covariance shows time spent on reading comprehension lessons
to be more detrimental for highly motivated students. At the student level, talking about
books at home did not have the same effect on motivation for all students. The effect was
more positive for students with a lower intrinsic motivation than for students with a higher
intrinsic motivation to read.
Three variables (time spent on independent reading, time spent on shared book
reading, and focus on explaining paragraph/text) did not show any significant effects and
were therefore not included in the table. The variables with significant fixed effects explained
only small amounts of the variances: 15.21% for Grade 3 and 11.56% for Grade 4.
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7.4

Conclusions and discussion

Reading comprehension
As expected, the literacy climate at home was a relatively strong predictor of reading
comprehension for the Dutch students (cf. Bus, 1990; Leseman & de Jong, 2000). Nonverbal
IQ also strongly affected reading comprehension (cf. Aarnoutse & van Leeuwe, 1988; de
Glopper, 1993). Leisure time reading showed significant relations to reading comprehension
in the correlational analyses but not in the regression analyses. The research on this issue
has been contradictory to date. Some researchers have found reading at home to contribute
to reading achievement (Cipielewski & Stanovich, 1992; Cunningham & Stanovich, 1997)
while others have found no such effect (Otter, 1993; Taylor, Frye, & Maruyama, 1990). It
seems that, in keeping with the results reported in Chapter 6, the effects of leisure time
reading and motivational factors on reading comprehension are largely indirect and mediated
by strategy use (cf. Pintrich & de Groot, 1990; van Kraayenoord & Schneider, 1999).
The time spent on decoding lessons did not contribute to reading comprehension
while the time spent on independent reading did. Independent reading facilities (e.g.,
availability of books, activities around independent reading) also exerted a positive effect on
the reading comprehension scores of the Dutch children. These findings suggest that
independent reading promotes reading comprehension more than decoding lessons during
which students in the Netherlands typically read aloud in turns in small groups (round robin
reading).
A strong negative predictor of reading comprehension for the Dutch children was the
time spent on reading comprehension lessons. It may be that teachers adapt the amount of
time to the abilities of their students. This explanation is in line with the results reported in
Chapter 4 where teachers in different sociocultural settings were found to clearly differ in the
amount of time devoted to reading comprehension lessons. It may also, however, be that the
reading instruction in the classrooms involved in the present study was not very effective.
Leseman and de Jong (2000) also argued that reading comprehension instruction may be
less effective than decoding instruction in Dutch schools because they found the home
effects on decoding to have decreased in the middle elementary school grades while the
home effects on reading comprehension were stronger in these grades than in the earlier
grades. They based this view on Bronfenbrenner and Ceci (1994), who proposed that home
effects on school achievement decrease when the quality of the school instruction increases.
For the Dutch children, the reading comprehension lessons were definitely not very
motivating as negative correlations with intrinsic reading motivation have been found.
For the minority children, a somewhat different picture emerged. The use of Dutch as
home language, nonverbal IQ, and the time spent on vocabulary teaching were the strongest
positive predictors of reading comprehension for this group. Similar to the Dutch group, the
correlations of reading comprehension with home literacy climate and time spent on
independent reading were positive, but in contrast with the Dutch group they were
nonsignificant. A striking finding was that the correlations between watching TV and reading
comprehension were positive for the minority group while the correlations between leisure
time reading and reading comprehension were negative. These results were exactly the
opposite of those for the Dutch children, and several possibilities can be put forward to
explain them.
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First, the quality of parent-child interactions has been shown to promote reading
achievement (Bus & Sulzby, 1990; Leseman & de Jong, 2000). It is possible that minority
parents are less capable of providing literacy activities with a high emotional and instructional
quality than Dutch parents (cf. Heath, 1982; Leseman & de Jong, 1998).
Second, minority parents and Turkish or Moroccan parents in particular, may not
have the Dutch language skills needed to provide the literacy activities that enhance Dutch
reading achievement. Although previous research has shown watching TV to have a
negative effect on the reading comprehension for Dutch monolingual children (e.g., Koolstra,
van der Voort, & van der Kamp, 1997), the findings in the present study suggest that low
SES bilingual children actually may benefit more from TV watching than from other leisure
time activities. The advantage of watching TV over reading at home for low SES bilingual
students in particular may also be the provision of supportive images in connection with the
spoken text or the subtitles. This association promotes vocabulary knowledge and
knowledge of the world, which can - in turn - enhance reading comprehension.
Third and with regard to the negative relations between leisure time reading and
reading comprehension in particular, it may be that minority students read books at home
primarily to increase their reading speed. Below a certain level of language knowledge, it
may be difficult to enhance one's reading comprehension by just reading individually at home
without extra contextual or personal help.
For both the Dutch and minority groups, the reading aloud in turns by students in a
whole-group setting appeared to have a negative effect on reading comprehension. It may be
that teachers with poorer readers tend to have them take turns reading aloud rather than
read silently. This suspicion was not confirmed in Chapter 4, however. When schools of
different sociocultural settings were compared, the differences on this variable (i.e., students
reading aloud in turns) were not significant. It is therefore likely that when one student reads
aloud, the other students are not actively involved and thus benefit to only a very limited
extent. These results also suggest that silent reading provides more opportunities to improve
students' reading comprehension than reading aloud in turns.
Reading vocabulary
The pattern of relations found for reading vocabulary was fairly similar to that found for
reading comprehension. For the Dutch students, the literacy climate at home and nonverbal
IQ were the strongest predictors of reading vocabulary. Independent reading facilities, leisure
time reading, and socioeconomic status also exerted small positive effects on vocabulary.
Negative predictors of reading vocabulary for the Dutch students were the time spent on
reading comprehension lessons and on vocabulary teaching, and the reading aloud in turns
of students. The results were contradictory for talking about books at home, which may have
been caused by the fact that the item that referred to this variable was not quite
unambiguous (Did you talk with someone in your family about a book or comic book?).
Children being prompted to read more books or prompted to read fewer comic books may
both answer this question with yes along with children who indeed talked about the
characters in a book or comic book with a member of their family, which clearly complicates
the interpretation of the results.
For the minority group, the time that was spent on vocabulary teaching, the literacy
climate at home, and nonverbal IQ were the strongest positive predictors of vocabulary
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knowledge. In the regression analyses, moreover, vocabulary teaching appeared to be an
even stronger predictor than home literacy climate and IQ.
A focus on word/sentence meaning or on paragraph/text meaning during reading
comprehension lessons were negative predictors of reading vocabulary scores for minority
students. This finding is difficult to explain. It may be that just explaining words or larger parts
of a text is simply not sufficient to improve the reading vocabulary of second language
learners; such learners may need more explicit teaching and training. It may also be that
teachers concentrate more on the explanation of the concrete meanings of nouns and verbs
than on abstract reading vocabulary that typically includes conjunctions, adverbs, adjectives,
and pronouns.
Other negative predictors for the minority group were the reading aloud in turns by
students, talking about books at home, and the use of a first language at home instead of
Dutch. Given the negative relations of talking about books at home to vocabulary knowledge
and - to a lesser extent - reading comprehension, it can be argued that minority parents talk
more frequently about books with their lower achieving children than with their higher
achieving children (cf. Stoep & Verhoeven, 2000). This may also be the case to a lesser
extent for the Dutch group. Such an explanation remains tentative, however.
Use of monitoring strategies
For the Dutch group, the home literacy climate, and talking about books at home were the
strongest positive predictors of the use of monitoring strategies. Leisure time reading also
added to the use of such strategies. Socioeconomic status affected strategy use negatively,
with lower SES students reporting greater use of monitoring strategies than higher SES
students (cf. de Jager & Reezigt, 1996). An explanation for this finding may lie in the fact that
low SES students generally have smaller vocabularies than high SES students and thus
encounter greater difficulties during reading, which calls for more conscious strategy use (cf.
Baker & Brown, 1984). None of the school variables showed consistent or significant effects
on strategy use for the Dutch group.
In keeping with the findings reported in Chapter 5 and previous research (e.g.,
Jiménez, García, & Pearson, 1996; de Jager & Reezigt, 1996), the minority group in the
present study reported greater use of monitoring strategies than the Dutch group. For the
minority group, the strongest positive predictors of monitoring strategies were talking about
books at home and home literacy climate. In the regression analysis, the time spent on
reading comprehension lessons, on study skills, and on reading comprehension during
science and social studies also positively influenced the use of monitoring strategies for this
group.
The multilevel analyses showed home variables to predict strategy use much more
strongly than school variables (cf. de Jager & Reezigt, 1996). Only two school variables
affected strategy use in Grade 4, with whole-group book discussion being a negative
predictor and small-group book discussion being a positive predictor, which suggests that
small-group book discussions promote the use of monitoring strategies more than wholegroup book discussions (cf. Pressley, 1998a). To explain the lack of relations between school
variables and strategy use it can be suggested that strategy instruction may not have been
very effective in the participating classrooms, in keeping with Bronfenbrenner and Ceci's
(1994) bioecological model (cited in Leseman & de Jong, 2000).
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It can also be argued that, if strategy instruction were to improve and become more
effective, students will also report greater strategy use (e.g., Aarnoutse & Schmitz, 1991).
Conversely, strategy use may appear to decrease simply because students internalize the
use of particular strategies, apply certain strategies unconsciously, or have learned to
employ a select set of strategies very efficiently (as opposed to a large set of strategies used
at random). As Paris, Wasik, and Turner (1991) argued: "Strategic readers are not
characterized by the volume of tactics that they use but rather by the selection of appropriate
strategies that fit the particular text, purpose, and occasion" (p. 611).
Along these lines, Mooij (1994) found students who used reading comprehension
programs offering explicit strategy instruction to report less strategy use than students who
used programs offering no strategy instruction. Mooij did not differentiate between the use of
monitoring versus more routine-like strategies, however. For the analyses in this chapter,
only the use of monitoring strategies was considered. The use of monitoring strategies
involves reflection and monitoring during reading. In Chapter 6, it appeared that the use of
monitoring strategies was the only strategy factor to relate positively to reading
comprehension. The routine, text-based, and estimation strategies all related negatively to
reading comprehension, which suggests that these strategies may be used as compensation
strategies by poorer readers in particular. It can be hypothesized that when comprehension
instruction becomes more effective, the use of monitoring strategies may increase while the
use of routine strategies - for example - may decrease. However, additional research is
needed to test this hypothesis.
Intrinsic reading motivation
For the Dutch students, leisure time reading was positively related to intrinsic reading
motivation, which is in keeping with the findings reported in Chapter 6 and previous research
(e.g., de Haan & Kok, 1991; Wigfield & Guthrie, 1997b). In addition, the home literacy climate
positively affected intrinsic motivation (cf. Baker, Serpell, & Sonnenschein, 1995;
Csikszentmihalyi, 1991; Eccles, Wigfield, & Schiefele, 1998), and, to a lesser degree, so did
talking about books at home (cf. Guthrie, Schafer, Wang, & Afflerbach, 1995). The school
predictors that related positively to intrinsic reading motivation were the presence of
independent reading facilities, the time spent on independent reading, focussing on
word/sentence meaning during reading comprehension lessons, and the time spent on
shared book reading. In addition, the time spent on reading comprehension lessons had a
relatively strong negative effect on the intrinsic motivation of the Dutch group.
For the Dutch group, 26% of the variance in the scores for intrinsic reading motivation
was explained in the regression analysis while only 16% was explained for the minority
group. This finding also shows factors other than the ones addressed in the present study to
play a role in the intrinsic reading motivation of students. The multilevel analyses showed the
minority children to generally score higher on intrinsic motivation than the Dutch children,
which is in keeping with the findings reported in Chapters 5 and 6 and also previous research
(e.g., Baker & Wigfield, 1999; Graham, 1994; McKenna, Kear, & Ellsworth, 1995; Stevenson,
Chen, & Uttal, 1990). Similar to the Dutch group, leisure time reading, the literacy climate at
home, and - to a lesser degree - the talking about books with family members were positive
predictors of intrinsic reading motivation for the minority group. In contrast to the Dutch
group, however, independent reading facilities, the time spent on independent reading and
on shared book reading were negative predictors of intrinsic motivation for the minority
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group. Finally, although (in Grade 4) a focus on paragraph/text meaning during reading
comprehension lessons was a negative predictor of reading vocabulary for the minority
children, it nevertheless proved to be a strong positive predictor of intrinsic reading
motivation for this group.
These findings suggest that independent reading activities and shared book reading
may be beneficial for mainstream elementary school students but not for minority students
who need more guided reading activities with a strong focus on the meaning of the text to
promote intrinsic reading motivation further. It is likely that bilingual minority students may
find independent reading and shared book reading activities less pleasurable than their
Dutch peers precisely because of the extra effort that these activities require of them. It may
also be the case that the books in question are not specifically tailored to the needs or
backgrounds of minority children and therefore of limited interest for them.
There are several limitations on the findings reported in this chapter. First, reading motivation
and strategy use were assessed using self-report, which is inherently subject to social
desirability (see Discussion in Chapter 5). Second, the classroom observations were
performed on only one occasion, which means that teacher behavior may have differed from
regular practice. However, research by Wendler, Samuels, and Moore (1989) has shown
teachers to spend more time helping individual students during initial observations than
during subsequent observations but that the nature of their instruction does not change. A
third limitation is that the number of participants did not permit separate multilevel analyses
for the different sociocultural subgroups. Important information may thus have been missed.
In conclusion, important similarities and differences were found between the Dutch and
minority groups studied here. For the Dutch group, not only nonverbal IQ but also home
literacy climate, leisure time reading, and independent reading positively affected the reading
comprehension and vocabulary scores of the students. Watching TV and time spent on
reading comprehension lessons negatively affected their scores.
For both the Dutch and minority groups, taking turns reading aloud (as opposed to
silent reading) during reading comprehension lessons appeared to be a consistent negative
predictor of reading comprehension and vocabulary scores. For the minority group, the
influence of the home literacy climate on reading comprehension and vocabulary scores
tended to be positive but nonsignificant in most cases. However, speaking Dutch at home,
nonverbal IQ, and time spent on vocabulary teaching clearly enhanced the reading
comprehension and vocabulary scores of the same students. Time spent on vocabulary
teaching predicted vocabulary even more strongly than home literacy climate or IQ. For the
Turkish and Moroccan children in particular, watching TV appeared to have a positive effect
on their reading comprehension and vocabulary.
For the Dutch as well as the minority groups, home literacy climate, leisure time
reading, and talking about books at home were the strongest predictors of strategy use and
intrinsic motivation. With respect to the effects of independent reading and shared book
reading, the groups clearly differed. Whereas these activities promoted intrinsic reading
motivation for the Dutch group, their influence was negative for the minority group. A strong
focus on text meaning, however, appeared to foster intrinsic motivation for the minority
students.
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The results reported in this chapter indicate that minority students benefit most from
vocabulary teaching, guided reading with a strong focus on the content of the text, and
learning situations or texts with clear visual support. Dutch students, in contrast, appear to
benefit most from independent reading activities involving less contextual or teacher support.
The theoretical and practical implications of the findings reported in Chapters 4 through 7 will
be considered further in the next chapter.
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8.

General conclusions and discussion

Reading is an important communication skill in our society. Moreover, reading
comprehension is crucial to acquiring new knowledge. However, the reading comprehension
scores of Dutch students have not been very good according to national and international
studies. In addition to this, research has shown several groups of minority students to lag
behind their Dutch peers for one or even two years. This raises the following question, which
is also the central question of this thesis: Which factors explain the variation in reading
achievement for different groups of students? In other words: What exactly do students from
diverse backgrounds need to become skilled and engaged readers?
In Chapter 4 of the present study, the literacy practices of 87 third- and fourth-grade
teachers were examined and a comparison was made of schools with different populations.
In Chapter 5, in a longitudinal design, the development of reading skills, strategy use,
reading motivation, and leisure time reading for different groups of students was examined
across Grades 3 and 4 (= groep 5 en 6). A total of 815 students were involved in the study.
Four groups of students from different socioeconomic and linguistic backgrounds were
examined: 1) Dutch students from high- and middle-class families; 2) Dutch students from
lower-class families; 3) Surinamese and Antillean students; and 4) Turkish and Moroccan
students. In addition, the possible differences between Dutch and minority students with high
versus low reading comprehension levels were examined. In Chapter 6, the interrelations of
reading skills, strategy use, reading motivation, and leisure time reading were investigated
using structural equation modeling, with a focus on the possible effects of these variables on
the reading comprehension of students from diverse backgrounds. In Chapter 7, it was
examined which home and school variables most strongly predicted reading comprehension,
reading vocabulary, use of monitoring strategies, and intrinsic reading motivation, using
multilevel analysis. In Sections 8.1 to 8.4, final conclusions from the present study will be
drawn. In Sections 8.5 and 8.6, the theoretical and educational implications and the
limitations of the present study will be discussed.

8.1

Current practices of literacy education

As the teacher attitudes questionnaire showed, the third- and fourth-grade teachers generally
scored high on both the affective and cognitive scale. Teachers found the promotion of
reading pleasure and the development of vocabulary the most important goals of reading
instruction. Nevertheless, large differences emerged between individual schools with regard
to book promotion and independent reading. For example, in 30% of the classrooms,
independent reading was not part of the curriculum, suggesting that this activity did not occur
on a regular basis. On average, classroom libraries contained 50 books and school libraries
contained 650 books. However, in a few cases no classroom or school library was available
while in other cases, classroom and school libraries contained over 200 and 2000 books,
respectively. Schools with many low SES and minority children (Strata 3 and 4 schools)
generally had smaller classroom and larger school libraries than schools with mainly Dutch
students. Partly, this may be explained by the fact that Strata 3 and 4 schools generally had
fewer students per classroom and thus, it can be argued that they needed fewer books.

195

Chapter 8

However, to promote second language learning, Elley and Mangubhai (1983) recommended
250 books per classroom or when recourses are scarce, 150 books. These numbers are in
sharp contrast with the numbers of books that teachers of second language learners
reported having in the present study.
The teachers in third and fourth grades on average spent about 13.5 minutes a day
on reading comprehension, 10 to 13 minutes on decoding, and about 12 minutes a day on
spelling and punctuation, as reported in daily teacher logs. Independent reading and shared
book reading both occurred about 7 minutes a day while writing of texts and vocabulary
teaching both occurred about 5 minutes a day. Small-group discussion of a book or text
hardly ever occurred.
During reading comprehension lessons, more than 60% of the time the students were
taught in a whole-group setting; about 30% of the time they worked individually on an
assignment; and about 4.5% of the time they worked together in small groups. The teachers
talked (i.e., gave instructions or explanations, or asked questions) to their students about
50% of the time while they listened to students about 1% of the time, indicating that the
conversation was very much dominated by the teacher. The teachers spent about 16% of the
time on explaining larger text parts, 7% on sentence or word meaning, about 10% on
strategy instruction, 10% on checking of assignments, and 10% on procedures. Working on
assignments in small groups only occurred in a few classrooms. These findings indicate that
most of the children hardly engaged in interaction during the observed lessons; the
observers noticed that many of them never said one word throughout the lessons.
Comparing four strata of schools with different populations showed significant
differences on only 2 out of 46 teacher variables: 1) in classrooms with more low SES and
minority children, more time was spent on reading comprehension lessons; and 2) in schools
with a mixed Dutch low SES and minority population (Stratum 3) the teachers found affective
or motivational goals of reading instruction less important than the teachers in the other
strata. No other significant differences were found between the strata.
Particularly striking was the finding that the four different school strata did not differ in
the time they spent on explicit vocabulary teaching. It was expected that teachers with large
numbers of second language learners would spend significantly more time on vocabulary
teaching than the other teachers, but on average the teachers in all strata spent about 5
minutes a day on this activity. This was all the more surprising because the scores on the
teacher attitudes questionnaire showed that teachers found the development of vocabulary
one of the most important goals in reading instruction. These findings suggest that teachers
expect vocabulary to develop automatically during reading lessons and that not much explicit
teaching is needed. Although this may be true for first language learners, for second
language learners this can be doubted.

8.2

Development of reading skills, strategy use, motivation, and leisure time
reading

In keeping with previous research, the minority groups lagged behind their Dutch peers
substantially on listening comprehension, vocabulary, and reading comprehension. The
differences between the four groups remained fairly constant across third and fourth grades.
The ranking order was the same for all of the three skills with the Dutch high SES students
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scoring highest, followed by the Dutch low SES, the ex-colonial, and the Mediterranean
students in that order. Only with regard to decoding skills did the minority groups catch up to
their Dutch peers, with the ex-colonial students ending at the same level with the Dutch high
SES students and the Mediterranean students ending at the same level with the Dutch low
SES students at the end of Grade 4.
With regard to strategy use, no straightforward increases or decreases were detected
for the different strategy variables (i.e., monitoring, routine, text-based, and estimation
strategies). Monitoring and estimation strategies were used most while routine strategies
were used least by all subgroups. The minority children reported considerably more strategy
use than the Dutch children. Between the two Dutch groups and between the two minority
groups the differences were not significant. These results are in keeping with the findings of
Jiménez, García, and Pearson (1996) and de Jager and Reezigt (1996) who also found
second language learners to report more strategy use than first language learners.
In line with earlier research (e.g., McKenna, Kear, & Ellsworth, 1995), a consistent
decline was found on all of the three aspects of reading motivation (i.e., intrinsic, extrinsic,
and escape motivation) for all groups. The minority groups and the Dutch high SES group
scored equally high on intrinsic reading motivation, but the minority groups outperformed the
Dutch groups on extrinsic motivation. The Dutch low SES group scored lowest of all groups
on intrinsic motivation while the Dutch high SES groups scored lowest of all on extrinsic
motivation. In light of the low scores of the minority groups on most of the reading skills, their
high scores on reading motivation were quite surprising, as research frequently has shown
relations between reading achievement and motivation (e.g., Baker & Wigfield, 1999;
Gottfried, 1990; Guthrie, Wigfield, Metsala, & Cox, 1999). However, there is evidence that
the relations between reading motivation and reading achievement are not consistent across
cultural groups and that these relations are weaker for minority students than for mainstream
students (see Baker & Wigfield, 1999; Droop, 1999; Graham, 1994; Stevenson, Chen, &
Uttal, 1990).
Parallel to the decline in reading motivation, leisure time reading also declined for all
groups. On average the third-grade children read less than 8 minutes a day while the fourthgrade children read no more than 6 minutes a day. The decline was stronger for the minority
groups than for the Dutch groups, concurrent with previous findings by Otter and Schoonen
(1996a). The Mediterranean children reported the highest amount of leisure time reading
followed by the ex-colonial, Dutch high SES, and Dutch low SES children in that order.
In addition, comparisons of good versus poor readers were conducted. The poor readers in
both the Dutch and minority groups reported more strategy use than the good readers:
routine strategies in particular, were used more frequently by poor readers. Only with regard
to monitoring strategies did the Dutch good and poor readers not differ; the good readers
tended to use more monitoring strategies although not significantly. The Dutch poor readers
and the minority students reported to use more estimation strategies than the Dutch good
readers, which - not surprisingly - means that these groups checked on the level of difficulty
and attractiveness of texts more frequently than the Dutch good readers.
With regard to the use of reading strategies of elementary students, some
researchers found that better and older readers possess more metacognitive knowledge
(e.g., Forrest & Waller, 1980; Pressley & Afflerbach, 1995). In contrast, others found a
negative relation between frequency of strategy use and performance (e.g., de Jager &
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Reezigt, 1996; Mooij, 1994). These contradictory results can be explained by the instruments
used in the different studies. Pressley and Afflerbach (1995), for example, examined skilled
adult readers while they read highly complex texts. However, in studies where skilled and
less skilled readers are presented with the same texts or asked to report on texts of the same
level, as was the case in the present study, the outcomes may be quite different. In these
studies, the better readers are likely to report less strategy use simply because they
encounter fewer difficulties than the poorer readers.
The Dutch good readers scored significantly higher on intrinsic reading motivation
than the Dutch poor readers. The Dutch poor readers, on the other hand, scored higher on
extrinsic motivation. The Dutch good readers reported significantly more leisure time reading
than the Dutch poor readers. In contrast, the minority poor readers reported reading at home
as frequently as the minority good readers. Moreover, both minority poor and good readers
were equally motivated for reading, intrinsically as well as extrinsically. These findings
suggest that, although motivational factors may play a role in the achievement scores of
Dutch low SES students in the third and fourth grades, the low achievement scores of
minority groups are not caused by a low level of motivation.

8.3

Interrelations between reading skills, strategy use, motivation, and leisure time
reading

Examining the effects of linguistic and cognitive skills on reading comprehension showed
many similarities between the subgroups but also some substantial differences. Whereas a
strong effect of listening comprehension on reading comprehension and no effect of reading
vocabulary on reading comprehension was found for the Dutch group, the opposite was
found for the two minority groups. For the minority groups, only a moderate effect of listening
comprehension on reading comprehension was found while a strong effect of reading
vocabulary on reading comprehension was observed. In addition to this, the effect of
nonverbal IQ on reading comprehension was much smaller for the Mediterranean group than
for the other groups (cf. Droop, 1999). This suggests that the Turkish and Moroccan children,
who are truly second language learners, can make less use of their intelligence to improve
their reading skills than the monolingual Dutch children and the Surinamese or Antillean
children who generally have greater knowledge of the Dutch language. It appears that
second language learners depend more on vocabulary than on IQ.
Regarding the four reading strategy variables, it appeared that only the use of
monitoring strategies exerted a positive effect on reading comprehension, for the total group
as well as the subgroups. The use of routine, text-based, and estimation strategies all
negatively affected reading comprehension for all groups.
With regard to the three motivation variables a similar picture emerged, with intrinsic
motivation exerting a positive effect on reading comprehension while extrinsic and escape
motivation both affected reading comprehension negatively, for all groups.
For the total group no direct effect of leisure time reading on reading comprehension
was found. However, the range in the amount of reading for the population studied here and
in other studies (e.g, Guthrie, Wigfield, Metsala, & Cox, 1999) was extremely small. For the
majority of the students it may be that no effect of leisure time reading is found simply
because they do not read enough; that is, reading at home may only pay off when done for
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substantial periods of time (cf. Campbell, Voelkl, & Donahue, 1997). This observation may
also explain why several studies (e.g., Otter, 1993) have shown no effect of reading at home
on achievement. This explanation is supported by findings in Chapter 5 of the present study
that showed Dutch good readers to read significantly more in their leisure time than poor
readers.
Yet another possible explanation for the lack of relation between leisure time reading
and reading comprehension may be that the analyses of the total group mask important
differences between the subgroups. Separate analyses for the subgroups indeed showed a
small positive effect of leisure time reading on reading comprehension for the two Dutch
groups, a negative effect for the ex-colonial group, and no effect for the Mediterranean
group. Leseman and de Jong (1998) showed Surinamese and Turkish mothers to place
more emphasis on reading skills and less emphasis on reading pleasure than Dutch
mothers. It is very possible that the effect of families with children who generally read for
pleasure independent of their reading scores, is neutralized by the effect of families with
children who generally read at home only when they have poor reading scores. This may
also explain why some researchers find an effect of leisure time reading on reading
comprehension while others do not. It seems very possible that studies of homogeneous
groups of students who see reading as a pleasurable leisure time activity will reveal much
more positive results than studies of heterogeneous groups of students from different
sociocultural backgrounds with different views on leisure time reading.
In the final structural equation model, the relations between strategy use and
motivation variables were explicitly included in an integrated model. For the total group, it
appeared that leisure time reading enhanced intrinsic reading motivation, which in turn
enhanced the use of monitoring strategies, which then enhanced reading comprehension. In
addition, intrinsic motivation also directly enhanced reading comprehension. In an earlier
model, the reverse effect of intrinsic motivation on leisure time reading was also found,
indicating a reciprocal relationship between intrinsic reading motivation and leisure time
reading, in line with previous research.
In separate analyses for the subgroups, similarities as well as differences were found.
For all groups of students, leisure time reading promoted intrinsic reading motivation. In
addition, motivational variables generally exerted a positive effect on strategy use for all
groups. For the two Dutch groups, leisure time reading promoted reading comprehension via
intrinsic motivation. For the ex-colonial group, in contrast, leisure time reading negatively
affected comprehension. For the Mediterranean students, extrinsic motivation enhanced
reading comprehension via the use of monitoring strategies. In an earlier model, it appeared
that the reading comprehension of the Mediterranean students was enhanced more by the
use of monitoring strategies than by IQ while for the other students IQ enhanced reading
comprehension more. This result is in keeping with findings by Hacquebord (1989), who
showed Turkish students in junior high school to use more macro-level strategies than Dutch
students.
The lack of an effect of intrinsic reading motivation on reading comprehension for the
minority groups may partly be due to the fact that the subgroups contained fewer cases,
which makes it more difficult to attain significant results. In addition, it may be that intrinsic
reading motivation is simply not enough for bilingual minority children to improve their
reading comprehension scores. Bilingual children may also depend on extrinsic motivation
because they already have a perfectly good first language for communication and literacy
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activities in a second language require considerable effort (cf. Elley & Mangubhai, 1983).
Moreover, minority families may focus more on extrinsic motivation than intrinsic motivation
for reading (cf. Leseman & de Jong, 1998). In addition to this, several researchers have
found that the relation between motivation and achievement is not consistent across cultural
groups (e.g., Baker & Wigfield, 1999).
Based on the results of the structural equation models, it can be concluded that
leisure time reading has indirect positive effects on reading achievement via the use of
monitoring strategies. Pintrich and de Groot (1990) and van Kraayenoord and Schneider
(1999) reported similar findings.

8.4

Home and school predictors of reading achievement

With regard to the effects of home and school variables on reading achievement, both
similarities and differences were observed between the Dutch and minority groups. For the
Dutch students, nonverbal IQ, home literacy climate, and - to a lesser degree - leisure time
reading and independent reading proved to be positive predictors of both reading
comprehension and vocabulary. Watching TV and the time spent on reading comprehension
lessons proved, in contrast, to be negative predictors of reading comprehension and
vocabulary. For both the Dutch and minority students, taking turns reading aloud (as
opposed to silent reading) during reading comprehension lessons exerted a consistently
negative effect on their reading comprehension and vocabulary scores.
For the minority students, the effects of home literacy climate on reading
comprehension and vocabulary tended to be positive although nonsignificant in most cases.
For this group, nonverbal IQ, speaking Dutch at home, and the time teachers reported
spending on vocabulary teaching significantly contributed to their reading comprehension
and vocabulary scores. Time spent on vocabulary teaching enhanced vocabulary even more
strongly than home literacy climate or nonverbal IQ.
A striking finding was that, for the minority group, the correlations between watching
TV and reading comprehension were positive while the correlations between leisure time
reading and reading comprehension were negative. These results were exactly the opposite
of those for the Dutch children, and several possibilities can be put forward to explain them.
First, it is possible that minority parents are less capable of providing literacy activities with a
high emotional and instructional quality than Dutch parents (cf. Heath, 1982; Leseman & de
Jong, 1998). Second, as minority parents and Turkish or Moroccan parents in particular may
not have the Dutch language skills needed to provide the literacy activities that enhance
Dutch reading achievement, watching TV may provide a better alternative than other leisure
time activities. Third, it may be that minority students read books at home primarily to
increase their reading speed. Below a certain level of language knowledge, it may be difficult
to enhance one's reading comprehension by just reading individually at home without extra
contextual or personal help.
For both the Dutch and minority groups, the strongest positive predictors of
monitoring strategies and intrinsic reading motivation were home literacy climate, leisure time
reading, and talking about books at home. Differences between the groups emerged with
regard to the effects of independent reading and shared book reading; whereas these
activities positively affected intrinsic reading motivation for the Dutch group, they negatively
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affected this variable for the minority group. A strong focus on text meaning during reading
comprehension lessons, however, appeared to foster the intrinsic reading motivation of the
minority children. Hardly any of the school variables affected the strategy use of the students.
The theoretical and educational implications of the findings of the present study will be
discussed in the following sections.

8.5

Theoretical implications

Although the present study was conducted from the engagement perspective (Guthrie &
Wigfield, 2000), other theories were used in addition to explain the results: 1) metacognitive
theory (Baker & Brown, 1984); 2) schema theory (Anderson & Pearson, 1984); and 3) the
compensatory-encoding model (Walczyk, 2000). In addition, theories with regard to the
learning and reading of students from diverse backgrounds were used in explaining the
differences between Dutch and minority students: 1) the notion of an underlying proficiency
in strategy use in L1 and L2 (Miramontes & Commins, 1989); and 2) the theories of cultural
discontinuity and structural inequality (Au, 1993). Moreover, numerous studies of motivation
theorists, literacy researchers, and researchers of metacognition and strategy use, have
assisted in designing the present study and interpreting the results.
Baker and Brown (1984), in their metacognitive theory, highlighted the role of
metacognition. The findings of the present study support the notion that metacognition is
crucial to text comprehension. The use of monitoring strategies (which reflects the ability to
reflect on one's reading) promoted reading comprehension, whereas the other types of
strategies, routine strategies in particular, showed negative relations to comprehension. Poor
readers and minority students used considerably more routine strategies than good readers
and Dutch mainstream students. It is likely that they use these routine strategies as
compensatory strategies. According to Walczyk's (2000) theory, compensatory strategies
(e.g., routine strategies) require more effort than compensatory behaviors (e.g., monitoring
strategies). Bilingual and poor readers may use more compensatory strategies than
monolingual and good readers to compensate for deficiencies such as: inefficient decoding
skills, small working memory capacity, lack of relevant vocabulary or background knowledge.
In schema theory, background knowledge and vocabulary are seen as crucial
(Anderson & Pearson, 1984). In the present study, the focus was not on background
knowledge. However, the role of vocabulary knowledge indeed appeared to be very
important for the reading comprehension of the minority children. Moreover, the time spent
on the teaching of vocabulary knowledge was a positive predictor of reading comprehension
and vocabulary for the minority children. However, schools with predominantly second
language learners did not devote more time to the teaching of vocabulary than schools with
predominantly first language learners, which can be seen as an example of perpetuating the
structural inequality that characterizes mainstream versus minority groups (cf. Au, 1993).
Concurrent with the engagement perspective as proposed by Guthrie and Wigfield
(2000), reciprocal relations between intrinsic reading motivation and reading comprehension
were found as well as between leisure time reading and reading motivation. Also in keeping
with Guthrie and Wigfield's perspective, there were positive effects of motivation variables on
strategy use and positive effects of monitoring strategies on comprehension.
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Guthrie and his colleagues also proposed that motivation enhances leisure time
reading, which then exerts a direct positive effect on reading comprehension (see Guthrie,
Wigfield, Metsala, & Cox, 1999). Otter (1993), in contrast, argued that it is not to be expected
that children will become better readers just by reading much at home as the reading level of
the books they read there may not be challenging enough to yield the use of learning and
thinking strategies. These two hypotheses were only partly confirmed in the present study.
Leisure time reading did not have a direct effect on reading comprehension, at least not for
the total group, but it appeared to have indirect effects on reading comprehension via
motivation and strategy use. It appeared that leisure time reading promoted intrinsic reading
motivation which then directly promoted reading comprehension. In addition, intrinsic
motivation also indirectly promoted reading comprehension via monitoring strategies. The
results are in support of findings by Pintrich and de Groot (1990) and van Kraayenoord and
Schneider (1999) who found motivational factors not to have a direct effect on achievement
but an indirect effect via strategy use.
Between the Dutch and minority groups some striking differences were found. For
example, home factors had much less effect on the reading skills for minority students than
for Dutch students. This may be caused by the lack of second language proficiency of the
parents but also by a mismatch between the home and school cultures, in line with the theory
of cultural discontinuity (see Au, 1993).
Intrinsic reading motivation directly promoted reading comprehension for both Dutch
groups while extrinsic motivation had a clearly negative effect on comprehension. For the
Mediterranean group, in contrast, intrinsic motivation did not exert a significant positive effect
on comprehension, but extrinsic motivation exerted a positive effect on monitoring strategies
which then positively affected reading comprehension in turn. Minority students appear to
depend more on extrinsic motivation than Dutch students. It may be that they experience
reading as quite effortful and therefore need some extrinsic motivation in addition to intrinsic
motivation. Moreover, minority families may focus more on extrinsic motivation than intrinsic
motivation for reading (cf. Leseman & de Jong, 1998).
The minority groups reported high reading motivation despite low reading
achievement scores. In addition, even the minority students who were identified as poor
readers displayed high intrinsic reading motivation and reported frequent leisure time
reading. The Dutch poor readers, in contrast, scored very low on intrinsic reading motivation
and leisure time reading compared to the Dutch good readers. The finding that minority
students in elementary school stay motivated despite their low achievement scores, is
concurrent with several other studies (see Baker & Wigfield, 1999; Bock & Moore, 1986;
Graham, 1994; Stevenson, Chen, & Uttal, 1990). Stevenson et al. (1990) explained this
phenomenon by suggesting that in minority schools, where academic outcomes and norms
tend to be low, teachers and parents may tend to overestimate the children’s degree of
school success. As a consequence, minority students may not have received or effectively
incorporated reliable feedback on their performance.
Another possible explanation may be that bilingual poor readers blame their low
reading achievement on their lack of Dutch language proficiency and not intelligence and
therefore stay motivated. Poor Dutch readers cannot use this excuse and may therefore, in
keeping with Weiner's (1985) attribution theory, have a lower self-image and less motivation.
The Mediterranean children, who are truly second language learners, used monitoring
strategies more effectively than the other groups of children (cf. Hacquebord, 1989). It may
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be that these children have a common underlying proficiency across languages with regard
to strategy use (cf. Miramontes & Commins, 1989). Although in most of the research
bilingualism is seen as a weakness, the findings suggest that some of the differences
between L1 and L2 learners turn out to be potential strengths for L2 learners - especially for
those with a certain level of metacognitive awareness.
With respect to the interpretation of the results of the present study, a few words of caution
are in order. First of all, it should be noted that the findings of this third- and fourth-grade
study cannot simply be generalized to other age groups, as the (meta)cognitive abilities of
students, their use of reading strategies, reading motivation, and leisure time reading have
been found to change over the elementary school years (McKenna, Kear, & Ellsworth, 1995;
Otter & Schoonen, 1996a; Paris, Wasik, & Turner, 1991). Similarly, the findings with regard
to the ex-colonial and Mediterranean groups cannot simply be generalized to other minority
groups in the Netherlands or in other countries. Nevertheless, a number of similarities exist
between minority groups in the Netherlands, other European countries, and the United
States: 1) most of the minorities have a low socioeconomic status; 2) minority languages
generally have a low status as well; and 3) most of the minority groups learn to read in a
second language submersion environment.
Second, a number of linguistic and cognitive skills, strategy use, reading motivation,
and leisure time reading were considered to be important variables for the explanation of
variation in reading comprehension in the present study (cf. Guthrie & Wigfeld, 2000). In
addition to this, the effects of a set of home and school variables were examined. However,
inclusion of other variables (e.g., background knowledge, peer influence, cultural orientation,
L2 contact, L1 proficiency) may have provided a more complete picture of reading
development for both Dutch and minority students (see Droop, 1999; Verhoeven, 1987). For
example, the percentages explained variance found for the use of monitoring strategies and
intrinsic reading motivation were quite low. This suggests that other mechanisms may
underlie the strategy use and motivation of the students in addition to the independent
variables examined in the present study. Moreover, it should be noted that the effects of
school factors, strategy use, and motivational factors on reading achievement in the present
study generally were small to moderate.
With regard to the measures used in the present study, some limitations can be
pointed out as well. For example, the use of self-reports to assess strategy use, reading
motivation, and leisure time reading is inherently subject to social desirability. In addition, the
skewed distribution of some of the data, the log data in particular, may have affected the
analyses. A possible solution in the case of a skewed distribution is to apply a logarithmic
transformation to the variables to normalize their distributions. This would greatly complicate
the interpretation of the results, however. Moreover, the analyses were assumed to be
sufficiently robust to handle violations of normality. In addition to this, the tests for
homogeneity of variance proved nonsignificant, which shows the four sub-groups to have
similar patterns of skewness. It was therefore decided to not transform the variables.
Furthermore, the use of the same instruments over time may cause floor effects at
the first measurement point or ceiling effects at the last measurement point. For the reading
comprehension test indeed a small ceiling effect was observed for the Dutch children. To
avoid this problem, an additional reading comprehension test would have been desirable.
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The different statistical analyses used in the present study also have their limitations.
For example, when using structural equation modeling analysis, the researcher formulates
explicit hypotheses and these are then tested. The relations between different variables can
thus be uncovered. However, one cannot exclusively decide on the existence of clear causeeffect relations and other researchers may formulate different hypotheses and report different
findings. In addition to this, the number of participants was not sufficient to conduct separate
multilevel analyses for the four groups of students in order to identify the strongest home and
school predictors of reading achievement. Important information may thus have been
missed, and further research along these lines can therefore be called for.
Suggestions for future research
The findings of the present study show a very complicated pattern of relations between
cognitive, metacognitive, and affective variables. Although providing no final answers, the
study does show a number of starting points from which to conduct more targeted research.
How the use of strategies affects reading comprehension, for instance, needs further
investigation. It can be argued that, if strategy instruction were to improve and become more
effective, students will report greater strategy use. On the basis of the findings in the present
study it seems more likely, however, that strategy use will decrease (cf. Mooij, 1994; Paris,
Wasik, & Turner, 1991) simply because students internalize the use of particular strategies,
apply certain strategies unconsciously, or have learned to employ a select set of strategies
very efficiently (as opposed to a large set of strategies used at random).
The role of monitoring strategies versus other types of strategies needs further
exploration as well. The use of monitoring strategies involves reflection and monitoring
during reading. In the present study, it appeared that the use of monitoring strategies was the
only strategy factor to relate positively to reading comprehension. The routine, text-based,
and estimation strategies all related negatively to reading comprehension, which suggests
that these strategies may be used as compensation strategies by poorer readers in particular
(see Walczyk, 2000). It can be hypothesized that when comprehension instruction becomes
more effective, the use of monitoring strategies may increase while the use of routine
strategies - for example - may decrease. The hypothesis that the focus of reading instruction
should be on monitoring strategies rather than routine-like strategies needs also to be tested.
Such a study should also involve fifth- and sixth-grade students because developmental
changes in strategy use are expected to take place. In the present study, strategy use was
measured in a quantitative way only. In future research, an additional instrument would be
desirable to assess the conditional strategy knowledge (knowing when and why to apply a
strategy) of students (cf. Paris, Lipson, & Wixson, 1983). For example, students may be
asked which strategy they would choose in a particular situation.
Many schools have recently adopted new reading comprehension programs in which
strategy use is more explicitly taught than in the older ones that were predominantly used in
the present study. An important question for further research is whether the use of these new
methods indeed does improve strategy use and reading comprehension. Whether these new
programs provide sufficient monitoring strategies or focus more on routine strategies, and
whether the new programs provide engaging activities and opportunities for interaction
among students are also important questions.
Furthermore, the finding that very few of the teacher variables positively influenced
the reading achievement of the minority students - with the exception of the time spent on
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vocabulary teaching - is worth exploring in greater detail. Also the finding that reading at
home and independent reading at school both appeared to be more beneficial for Dutch
students than for minority students calls for further research. The negative effect of leisure
time reading on reading comprehension for the ex-colonial group in particular, was striking. It
may be that only the poorest readers in the ex-colonial group read in their leisure time
because their parents press them to do so. Important questions in this light are: How do
minority students read books at home and at school? What kind of books do they read? Are
the books suitable for bilingual readers, for example, do they provide illustrations in support
of the text? To prevent socially desirable answering, other measures for assessing voluntary
reading (e.g., observational measures, title recognition tests) should be used in addition to
reading logs.
Furthermore, the role of TV watching on the reading achievement scores of bilingual
minority students should be further explored. As TV provides visual support along with the
spoken text or sub-titles, it may prove a powerful tool in second language learning.

8.6

Educational implications

In the final analyses, not many of the school variables appeared to influence reading
achievement. This disappointing finding may partly be due to the lack of variation in the
literacy instructional practices. The classroom observations in particular, showed very few
differences between the teachers. Moreover, only a few differences were found between
third- and fourth-grade teachers and between teachers with different school populations. This
latter finding suggests that the teachers in the present study hardly adapted their literacy
practices to the needs of students from diverse backgrounds. For example, although
teachers found development of vocabulary one of the most important goals of reading
instruction, they only spent 5 minutes a day on the teaching of vocabulary. It made no
difference whether the teachers taught first language learners or second language learners.
The present study suggests, however, that the knowledge of reading vocabulary and the time
spent on the teaching of vocabulary are extremely important to the reading comprehension of
minority students. In fact, the time spent on vocabulary teaching was one of the few school
variables that exerted a positive effect on the reading achievement of the minority students.
A consistently negative predictor of reading comprehension for the Dutch children
was the amount of time spent on reading comprehension lessons. Part of the explanation for
this finding may be that the teachers in the present study adapted the amount of time spent
on reading comprehension lessons to the comprehension abilities of their students. However,
it may also be that the reading instruction in third and fourth grades is not very effective, as
Leseman and de Jong (2000) have also argued. For the Dutch children, it was definitely not
very motivating as the negative correlations between reading comprehension lessons and
intrinsic reading motivation showed.
For both the Dutch and minority groups, taking turns reading aloud (as opposed to
silent reading) during reading comprehension lessons in a whole-group setting appeared to
have a negative effect on reading comprehension. It seems likely that when one student
reads aloud, the other students are not actively involved and therefore benefit in only a very
limited extent. The relations between silent reading during reading comprehension lessons
and reading skills were more positive, suggesting that silent reading provides more
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opportunities to improve students' reading comprehension than having students read aloud in
turns.
It appeared that in order to become literate, third- and fourth-grade students in
general engaged in mainly reading and listening activities while speaking and writing
activities occurred much less frequently. Most of the time was devoted to the teaching of
skills rather than the teaching of meaning. Because reading motivation as well as reading
comprehension require active participation and engagement (see Allington & Johnston,
2000; Wigfield & Guthrie, 1997b) it seems likely that these two important aspects of literacy
may be improved when reading instruction would more actively engage the students in what
they read. Moreover, reading researchers have strongly argued for: focusing on meaning
rather than skills, peer discussion, cooperative learning situations, integration of reading and
writing with other subject areas, and providing some choice regarding partners and work
activities (see Cunningham & Allington, 1999; Eccles, Wigfield & Schiefele, 1998; Knapp,
1995; Stevens & Slavin, 1995; Wigfield & Guthrie, 1997b). Guthrie and his colleagues (see
Guthrie, McGough, Bennett, & Rice, 1996) have also proposed that the placing of strategies
in a rich conceptual context is paramount. It gives students content-based purposes for
reading. Strategies must be necessary and useful. However, very few examples of these
characteristics of engaging reading instruction were observed in the present study.
In addition to this, most of the classrooms did not have many books in their
classrooms. To promote reading motivation as well as real reading, schools could use more
books of diverse genres and reading levels. Second language learners and poor readers in
particular, may need more narrative and informative books that are richly illustrated in
support of the text (cf. Elley & Mangubhai, 1983). However, for students in the middle grades
such books are difficult to obtain in the Netherlands, which pleads for more involvement of
the Dutch educational publishers.
In sum, the findings in the present study indicate that the engagement perspective is
important for both Dutch and minority groups. The results have shown significant, direct or
indirect effects of strategy use, reading motivation, and leisure time reading on reading
development for all groups of students. However, engagement may be promoted in different
ways for Dutch and minority students. The findings suggest that for minority groups the focus
should be more on vocabulary teaching, guided reading with a strong focus on the content of
the text, and learning situations or texts with clear visual support. It appears that minority
students and second language learners in particular, need a strong vocabulary basis for
other factors (e.g., IQ, home literacy climate, intrinsic motivation, independent reading
activities) to exert the same positive effects on reading comprehension as they do for
monolingual Dutch students. Dutch students, in contrast, benefit more from independent
reading activities that require less contextual or teacher support. The findings also suggest
that teachers should not only be made more aware of the needs of students from diverse
backgrounds, but they should also be given more expert assistance to provide all students
with engaging literacy activities.
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Appendix A

LOGBOEK voor de leerlingen
GEBRUIK EEN LINIAAL
en
KLEUR HET JUISTE BOLLETJE!

Naam: ....................................................
Groep: ......
Datum begin: ..........................................

Op maandag invullen:
Vrijdag (eind vorige week) heb ik thuis:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

voor het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

na het avondeten:
O ja
O ja
O ja
O ja

O nee
O nee
O nee
O nee

De schrijver van het leesboek dat ik vrijdag gelezen heb, is:
De titel van het boek is:
O heel lang (een uur of langer)
Hoe lang heb je vrijdag in dit boek gelezen?
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)

Op maandag invullen:
Zaterdag (eergisteren) heb ik:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

's morgens:
O ja
O ja
O ja
O ja

O nee
O nee
O nee
O nee

's middags:
O ja
O ja
O ja
O ja

O nee
O nee
O nee
O nee

na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

De schrijver van het leesboek dat ik zaterdag gelezen heb, is:
De titel van het boek is:
Hoe lang heb je zaterdag in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)

Op maandag invullen:
Zondag (gisteren) heb ik:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

's morgens:
O ja
O ja
O ja
O ja

O nee
O nee
O nee
O nee

's middags:
O ja
O ja
O ja
O ja

O nee
O nee
O nee
O nee

De schrijver van het leesboek dat ik gisteren gelezen heb, is:
De titel van het boek is:
Hoe lang heb je gisteren in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)
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na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

Appendix A
Op dinsdag invullen:
Maandag (gisteren) heb ik thuis:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

voor het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

De schrijver van het leesboek dat ik gisteren gelezen heb, is:
De titel van het boek is:
Hoe lang heb je gisteren in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)
Op woensdag invullen:
Dinsdag (gisteren) heb ik thuis:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

voor het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

De schrijver van het leesboek dat ik gisteren gelezen heb, is:
De titel van het boek is:
Hoe lang heb je gisteren in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)
Op donderdag invullen:
Woensdag (gisteren) heb ik thuis:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

voor het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

De schrijver van het leesboek dat ik gisteren gelezen heb, is:
De titel van het boek is:
Hoe lang heb je gisteren in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)
Op vrijdag invullen:
Donderdag (gisteren) heb ik thuis:
tv of video gekeken:
in een jeugdblad of strip gelezen:
in een gewoon leesboek gelezen:
met iemand over boek of strip gepraat:

voor het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

na het avondeten:
O ja
O nee
O ja
O nee
O ja
O nee
O ja
O nee

De schrijver van het leesboek dat ik gisteren gelezen heb, is:
De titel van het boek is:
Hoe lang heb je gisteren in dit boek gelezen? O heel lang (een uur of langer)
O nogal lang (ongeveer een half uur)
O niet zo lang (ongeveer een kwartier)
O heel even (ongeveer 5 minuten)
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LOGBOEK voor de leerkracht

NAAM: ................................................................

SCHOOL: ................................................

Hoeveel tijd hebben de leerlingen vandaag besteed aan:

DATUM: .................................

LEESACTIVITEITEN:
1. Begrijpend en/of studerend lezen (les gericht op tekstbegrip):

... min.

De volgende vragen in dit blok alleen invullen als u vandaag een les begrijpend en/of studerend
lezen gegeven hebt. Hoeveel tijd hebt u hierbij besteed aan de volgende onderdelen?
a. Bespreking vorige les:
... min.
b. De leerlingen voorbereiden op de tekst:
... min.
c. Het lezen van de tekst:
... min.
d. Instructie in vaardigheden om tekstbegrip te verbeteren (na lezing):
... min.
e. Voorbespreken van de vragen en opdrachten:
... min.
f. Maken van vragen en opdrachten:
... min.
g. Nabespreking vragen en opdrachten:
... min.
h. Diversen:
... min.
i. Om welke tekstsoort ging het bij deze les: O zakelijke tekst
O verhalende tekst
2. Technisch lezen (les gericht op foutloos hardop lezen):

... min.

3. Recreatief of vrij lezen:

... min.

4. Luisteren naar voorlezen:

... min.

5. Activiteiten met als doel de leesbeleving of het leesplezier te vergroten, nl.:
................................................................................................................
................................................................................................................

... min.

ACTIVITEITEN TIJDENS LEES-, TAAL- OF ZAAKVAKLESSEN:
6. Klassegesprek over gelezen tekst, verhaal of boek:

... min.

7. Gesprekken in kleine groepjes over gelezen tekst, verhaal of boek:

... min.

8. Gebruik van woordenboek, naslagwerken, documentatiecentrum:

... min.

9. Werken met schema's, tabellen, grafieken, kaarten, plattegronden, gebruiksaanwijzingen:

... min.

10.

Woordenschatoefening:

... min.

11.

Spreekvaardigheid:

... min.

12.

Luistervaardigheid:

... min.

13.

Spelling en interpunctie:

... min.

14.

Zinsontleden en/of woordsoorten:

... min.

15.

Tijdens de zaakvaklessen: Instructie van vaardigheden om teksten in het algemeen beter te
leren begrijpen:

... min.

16.

Schrijven van een informatieve tekst:

... min.

17.

Schrijven van een verhalende tekst:

... min.

18.

Overige taaloefeningen en opdrachten (bijv. uit de taalmethode):

... min.
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Toelichting voor de observant bij
OBSERVATIEFORMULIER LES BEGRIJPEND LEZEN
Aan de leerkracht is van te voren gevraagd of hij/zij een afgeronde les begrijpend of
studerend lezen van ongeveer drie kwartier à een uur wil geven. Dit dient bij voorkeur een
'doorsnee-les' te zijn; het soort begrijpend leesles zoals dat door de leerkracht regelmatig
gegeven wordt. Het lezen en begrijpen van een tekst staat hierbij centraal.
NODIG:
- set observatieformulieren (voor in totaal 1 uur observatie)
- stopwatch (of horloge of klok met secondewijzer) en (rode) pen
Vul alle gegevens bovenaan het formulier in en ook de tijd dat je met observeren begint. In
kolom 1 staat aangegeven op welke momenten je moet gaan noteren. Dit is altijd na 10
seconden observeren. In 1 minuut zijn er dus drie observatieperiodes en drie notatiemomenten die allemaal 10 seconden duren. In de 10 seconden dat je noteert, hoef je niet de les te
volgen; concentreer je dan op de notatie.
N.B. Per kolom mag slechts één code omcirkeld worden, niet meer. Het kan wel
voorkomen dat in kolom 4 en 5 niets ingevuld wordt.
VERKLARING VAN DE CODES:
= Klassikaal, er wordt klassikaal lesgegeven
Kolom 2: Klas
Gr
= Groepjes, er wordt in groepjes gewerkt
Ind
= Individueel, de kinderen werken voor zichzelf
0
= als er niemand met de les bezig is (lkr. niet en lln. niet)
Kolom 3: Bew
Vr/Rea
Lui
Schr
Lez
HlpInd
φ

0
Kolom 4: Ken

Wo/Zin
Al/Tkst
Tek/Graf
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= De leerkracht beweert iets, hij geeft bijv. instructie, een aanwijzing
of opdracht
= De leerkracht vraagt iets of reageert op een leerling
= De leerkracht luistert naar een leerling
= De leerkracht schrijft iets op (op het bord bijv.)
= De leerkracht leest iets voor
= De leerkracht geeft hulp aan een individuele leerling
= De leerkracht is niet met de les bezig, bijv. omdat er iemand de
klas binnenkomt of omdat de kinderen voor zichzelf aan het werk
zijn
= De leerkracht wacht, deelt blaadjes uit o.i.d. tijdens een procedure
= Er wordt gepraat over de eigen ervaringen en kennis van de
leerlingen, over kennis die de kinderen in de voorgaande les
hebben opgedaan, over feitenkennis die niet in de les staat e.d.
= Het gaat om de betekenis van een woord of een zin
= Het gaat om de betekenis van een alinea of van de tekst in totaal
= De leerkracht bespreekt of vestigt de aandacht op een ill., foto of
tekening in het boek, of op een grafiek of een andere grafische
voorstelling

Appendix C

Stra

= Het gaat om een strategie, een algemene vaardigheid die de
kinderen ook bij andere teksten kunnen gebruiken
ContrOp= De leerkracht controleert een opdracht. Hij bespreekt de antwoorden
maar er is geen aandacht voor de manier waarop het antwoord in
de tekst gevonden kan worden.
Proc
= Procedure: men is bezig met procedurele of organisatorische
kwesties die niet met de inhoud van de les te maken hebben (bijv.
schriften uitdelen, groepsindeling maken, tafels verschuiven,
boeken pakken e.d.)
M+
= Motivatie, positief: De leerkracht maakt een compliment of zegt
iets positiefs over iets wat (één of meer) kinderen gedaan hebben
in relatie tot de les. Met andere woorden: hij/zij motiveert de
kinderen positief (een enkele opmerking als: 'ja' of 'goed' telt hierbij
niet)
Gedr
= De leerkracht corrigeert het gedrag van één of meerdere kinderen
die niet opletten
0
= invullen als de leerkracht niets doet, of een individuele leerling
helpt
Kolom 5: StL
HLez
Op
φ

0

= De kinderen lezen stil
= Een kind leest hardop, of er wordt een opmerking gemaakt over
het voorlezen van een leerling (over het technisch lezen dus)
= De kinderen maken vragen of zijn bezig met een opdracht
= De meeste kinderen zijn niet met de les bezig. Of men praat over
iets wat niets met de les te maken heeft (Bijv. als de leerkracht
vraagt: 'Doe jij het raam even open?' e.d.)
= Als de leerlingen luisteren

Extra aanwijzingen:
* Als in kolom 3 bij de leerkracht Lui (Luisteren) ingevuld staat omdat een leerling hardop
leest, kun je in kolom 4 Al/Tkst (alinea/tekst) invullen. De leerkracht luistert dan immers
naar de tekst of naar het voorlezen van een alinea. Als kinderen alleen maar één zin
voorlezen, kun je invullen: Wo/Zin (woord of zin). Het kan ook zijn dat er een opdracht
voorgelezen wordt, of een antwoord op een opdracht. Vul dan in ContrOp.
* Als de leerkracht niet met de les bezig is, vul je dat bij kolom 3 in door middel van: φ. Dan
staat er bij kolom vier dus niets of 0.
* Als de leerkracht een individuele leerling helpt, dan vul je dat bij kolom 3 in: HlpInd. Bij
kolom 4 hoef je dan niets meer in te vullen, of je vult 0 in. Het merendeel van de kinderen
krijgt dan immers geen les. Bovendien kun je vaak niet horen wat zij/hij zegt.
* Als de kinderen individueel of in groepjes zelfstandig aan de slag zijn, bijv. met het maken
van vragen en opdrachten, vul dan in kolom 5 (de laatste) een 3 in en in kolom 4 niets.
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(Wat de leerkracht een individuele leerling vertelt, telt niet, want dat hoor je vaak toch niet).
Als hij/zij zich tussendoor met een bewering tot de hele klas richt, ontstaat even een
klassikale situatie. Dat moet wel aangegeven worden.
* Als de kinderen een opdracht krijgen, geef dan zo goed mogelijk onderaan de pagina aan
wat voor soort opdracht het is. (Bijv. vragen bij de tekst, schema maken, samenvatting
maken, samen praten over ... etc.)
* Als de les langere tijd onderbroken wordt, en (bijna) niemand is met de les bezig, ga dan
gewoon door met observeren en vul in kolom 2 een 0 in, in kolom 3 een φ, in kolom 4 een
0 en in kolom 5 een φ (Bijv. er komt een brandweerauto langs en iedereen rent naar het
raam en blijft staan kijken). Als de les onderbroken wordt, schrijf dan onderaan de pagina
op wat hiervan de reden was.
* Als de leerkracht de hele klas opdracht geeft om de tekst stil te lezen, vul dan in kolom 2 in
Ind (individueel). Als één leerling hardop leest, vul dan in kolom 2 in Klas (klassikaal).
* Als je klaar bent met observeren, lees het formulier dan zo spoedig mogelijk door en kijk of
er onlogische zaken in staan, bijvoorbeeld dubbelde codes, ontbrekende codes of tegenstrijdige codes. Vlak na de les weet je nog hoe de les verliep en kun je dit nog verbeteren.
* Probeer te voorkomen dat de leerkracht met je gaat praten tijdens de les. Dit beïnvloedt
het verloop van de les teveel.
* Soms kun je onmogelijk kiezen tussen de inhoudelijke categorieën in kolom 4.
Bijvoorbeeld omdat het van twee kenmerken wel iets heeft. Je ziet bijvoorbeeld een
controle van een opdracht waarbij veel strategieën gebruikt worden. Het is niet alleen
maar het controleren van een opdracht en ook niet alleen maar strategieën. In dat geval
kies dan om en om het een en het ander voor de duur van de activiteit. Dan vul je dus de
ene keer 'Stra' in en de volgende keer 'ContrOp'.
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Summary

Many researchers have examined the development of language and reading skills of
mainstream and minority students in the Netherlands. Most of these studies have shown
several minority groups to lag behind their Dutch peers for one or even two years. Moreover,
international research has shown Dutch students not to be among the highest achievers with
regard to reading comprehension. In most of the reading research, the focus has been on
cognitive and metacognitive aspects of reading development. However, looking at reading
development from the engagement perspective, motivational aspects should also be taken
into account (see Guthrie & Wigfield, 2000).
In this thesis, the results of a two-year longitudinal study among students in Grades 3
and 4 were presented. The central question of the thesis was: How are the reading results of
students from varying backgrounds explained by differences in their linguistic, cognitive,
metacognitive and motivational development and what exactly do different groups of
students need to become skilled and engaged readers? After a short introduction in Chapter
1, in Chapter 2 an overview of the relevant research literature on first and second language
reading was given with a focus on the role of (meta)cognitive reading strategies and reading
motivation for different groups of students.
In Chapter 3, the Dutch educational context, the main research questions, and the
design of the present study were described. Four groups of students from different
socioeconomic and linguistic backgrounds were examined: 288 Dutch high SES students;
185 Dutch low SES students; 180 Surinamese and Antillean students (ex-colonial); and 162
Turkish and Moroccan students (Mediterranean).
Several questionnaires and tests were administered to the students at the beginning
of Grade 3, at the end of Grade 3, and at the end of Grade 4. In addition, the students
completed daily reading logs during 12 weeks. The teachers filled in questionnaires at the
beginning and the end of each school year and completed daily literacy logs during 12 weeks
as well. In Grade 3, a nonverbal intelligence test was administered and student interviews
were conducted with regard to home literacy climate. Moreover, in Grades 3 and 4 classroom
observations were made of regular reading comprehension lessons.
In Chapter 4, current practices of Dutch literacy education were examined. As the
questionnaires showed, teachers found the promotion of reading pleasure and the
development of vocabulary the most important goals of reading instruction. Nevertheless,
large differences emerged between individual schools with regard to book promotion and
independent reading. For example, in 30% of the classrooms independent reading was not
part of the curriculum. Moreover, schools greatly differed in the numbers of books that were
available to the students.
As reported in the daily teacher logs, the teachers in Grades 3 and 4 on average
spent about 13.5 minutes a day on reading comprehension, 10 to 13 minutes on decoding,
and about 12 minutes a day on spelling and punctuation. Independent reading and shared
book reading both occurred about 7 minutes a day while writing of texts and vocabulary
teaching both occurred about 5 minutes a day. Small-group discussions of a book or text
hardly ever occurred.
The results of the classroom observations showed that during reading comprehension
lessons more than 60% of the time the students were taught in a whole-group setting; about
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30% of the time they worked individually on an assignment; and about 4.5% of the time they
worked together in small groups. The teachers talked (i.e., gave instructions or asked
questions) to their students about 50% of the time, while they listened to students talking
about 1% of the time, indicating that the conversation was very much dominated by the
teacher. The teachers spent about 16% of the time on explaining larger text parts, 7% on
sentence or word meaning, and about 10% on strategy instruction, checking of assignments,
and procedures, respectively.
Comparing four strata of schools with different populations showed only one salient
difference in teacher practices. In classrooms with more minority and Dutch low SES
students, more time was spent on reading comprehension lessons than in classrooms with
less minority and Dutch low SES students. Although it was expected that teachers with large
numbers of second language learners would spend significantly more time on vocabulary
teaching than the other teachers, this was not the case. On average the teachers in all strata
spent about 5 minutes a day on this activity.
In Chapter 5, the development of several literacy skills (i.e., listening comprehension,
decoding, reading vocabulary, and reading comprehension), the use of four types of reading
strategies (i.e., monitoring strategies, routine strategies, text-based strategies, and
estimation strategies), three aspects of reading motivation (i.e., intrinsic motivation, extrinsic
motivation, and escape motivation), and leisure time reading were examined longitudinally
and compared for the different groups of students, using multivariate analyses of variance
with repeated measures.
In keeping with previous research, the minority groups lagged behind their Dutch
peers substantially on listening comprehension, reading comprehension and vocabulary. The
differences between the four groups remained fairly constant across third and fourth grades.
The ranking order was the same for all of the three skills with the Dutch high SES students
scoring highest, followed by the Dutch low SES, the ex-colonial, and the Mediterranean
students in that order. Only with regard to decoding skills did the minority groups catch up to
their Dutch peers.
With regard to strategy use, no straightforward increases or decreases were detected
for the different strategy variables. The minority children reported considerably more strategy
use than the Dutch children. Between the two Dutch groups and between the two minority
groups the differences were not significant.
A consistent decline was found on all of the three aspects of reading motivation for all
groups. The minority groups and the Dutch high SES group scored equally high on intrinsic
reading motivation, but the minority groups outperformed the Dutch groups on extrinsic
motivation. Parallel to the decline in reading motivation, leisure time reading also declined for
all groups. On average, the third-grade children read less than 8 minutes a day in their spare
time while the fourth-grade children read no more than 6 minutes a day. The decline was
stronger for the minority groups than for the Dutch groups. The Mediterranean children
reported the highest amount of leisure time reading followed by the ex-colonial, Dutch high
SES, and Dutch low SES children in that order.
The poor readers in both the Dutch and minority groups reported more strategy use
than the good readers: routine strategies in particular, were used more frequently by poor
readers. The Dutch good readers scored significantly higher on intrinsic reading motivation
and leisure time reading than the Dutch poor readers. The Dutch poor readers, on the other
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hand, scored higher on extrinsic motivation. Between the minority good and poor readers no
significant differences were found with regard to motivation and leisure time reading.
In Chapter 6, the interrelations between reading skills, strategy use, reading
motivation, and leisure time reading were examined using structural equation modeling.
Examining the effects of linguistic and cognitive skills on reading comprehension showed
many similarities between the subgroups but also some substantial differences. Whereas a
strong effect of listening comprehension on reading comprehension and no effect of reading
vocabulary on reading comprehension was found for the Dutch groups, the opposite was
found for the two minority groups. For the minority groups, only a moderate effect of listening
comprehension on reading comprehension was found while a strong effect of reading
vocabulary on reading comprehension was observed. In addition to this, the effect of
nonverbal IQ on reading comprehension was much smaller for the Mediterranean group than
for the other groups.
With regard to the strategy and motivation variables, it appeared that only the use of
monitoring strategies and intrinsic reading motivation exerted a positive effect on reading
comprehension, for the total group as well as the subgroups. All the other strategy and
motivation variables affected reading comprehension negatively. No direct effect of leisure
time reading on reading comprehension was found for the total group. For the two Dutch
subgroups, however, small but significant effects of leisure time reading on comprehension
emerged.
In the final structural equation model, the relations between strategy use and
motivation variables were explicitly included in an integrated model. For the total group, it
appeared that leisure time reading enhanced intrinsic reading motivation, which in turn
enhanced reading comprehension. In addition, intrinsic motivation also indirectly enhanced
reading comprehension via the use of monitoring strategies.
In separate analyses for the subgroups, similarities as well as differences were found.
For all groups of students, leisure time related significantly and positively to intrinsic reading
motivation. In addition, motivational variables generally exerted a positive effect on strategy
use for all groups. For the Dutch students, leisure time reading promoted reading
comprehension via intrinsic motivation. For the Mediterranean students, extrinsic motivation
enhanced reading comprehension via the use of monitoring strategies. For the ex-colonial
students, however, leisure time reading showed a direct negative relation with reading
comprehension. From this latter result it cannot be concluded that leisure time reading is
detrimental for the reading comprehension of the ex-colonial group. A more probable
explanation may be that within the ex-colonial group - and to a lesser degree within the
Mediterranean group - the poor readers are more strongly encouraged to read at home than
the good readers.
In Chapter 7, an exploratory study was performed to identify the strongest home and
school predictors of reading comprehension, reading vocabulary, use of monitoring
strategies, and intrinsic reading motivation, using correlation, regression and multilevel
analyses, respectively. The results showed that for the Dutch students, nonverbal IQ, home
literacy climate, and - to a lesser degree - leisure time reading and independent reading were
positive predictors of both reading comprehension and vocabulary. Watching TV and the
time spent on reading comprehension lessons proved, in contrast, to be negative predictors
of reading comprehension and vocabulary.
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For the minority students, the effects of home literacy climate on reading
comprehension and vocabulary tended to be positive although nonsignificant in most cases.
For this group, nonverbal IQ, speaking Dutch at home, and the time teachers reported
spending on vocabulary teaching significantly contributed to their reading comprehension
and vocabulary scores. Time spent on vocabulary teaching predicted the scores on reading
vocabulary even more strongly than home literacy climate or nonverbal IQ. For the
Mediterranean children in particular, the correlations between watching TV and reading
comprehension were positive while for the ex-colonial children they were nonsignificant.
For both the Dutch and minority groups, the strongest positive predictors of
monitoring strategies and intrinsic reading motivation were home literacy climate, leisure time
reading, and talking about books at home. Differences between the groups emerged with
regard to the effects of independent reading and shared book reading at school; whereas
these activities positively affected intrinsic reading motivation for the Dutch group, they
negatively affected intrinsic motivation for the minority group. A strong focus on text meaning
during reading comprehension lessons, however, appeared to foster the intrinsic reading
motivation of the minority children. Hardly any of the school variables affected the strategy
use of the students.
In Chapter 8, some general conclusions were drawn on the basis of the results of the
present research. In addition, the theoretical and practical implications as well as the
limitations of the study were discussed. The findings underline the importance of intrinsic
reading motivation and the use of monitoring strategies for reading development. However,
the role of monitoring strategies versus other types of strategies needs further investigation.
The results showed that not much interaction among students was occurring during
reading comprehension lessons; most of the time the students listened to their teachers. As
the teacher logs showed, not much writing of narrative or exploratory texts took place either.
Small-group discussions and working in groups occurred only sporadically. Most of the time
was devoted to the teaching of decoding and spelling rather than the teaching of meaning.
The results also showed the ex-colonial and the Mediterranean groups to lag behind on the
cognitive reading skills with the exception of decoding skills. However, the minority groups
scored higher on strategy use, motivation, and leisure time reading than their Dutch peers.
From these results it can be concluded that it is not lack of motivation that causes the low
reading achievement scores of minority students, at least not for this age group.
Furthermore, bilingual and poor readers appeared to use more reading strategies than
monolingual and good readers, presumably to compensate for deficiencies such as lack of
relevant background knowledge, vocabulary, short-term memory, or cognitive abilities.
The findings from the present study indicate that strategy use, motivation, and leisure
time reading all have direct and/or indirect effects on reading comprehension but that the
patterns of relations among these variables are not the same for different groups of students.
As a consequence, engagement may be promoted in different ways for Dutch and minority
students. The findings suggest that for minority groups the focus should be more on
vocabulary teaching, guided reading with a strong focus on the content of the text, and
books, texts, and learning situations with clear visual support. It appears that minority
students and second language learners in particular, need a strong vocabulary basis for
other factors (e.g., IQ, home literacy climate, intrinsic motivation, independent reading
activities) to exert the same positive effects on reading comprehension as they do for
monolingual Dutch students.
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In Nederland is vrij veel onderzoek verricht naar de taal- en leesontwikkeling van autochtone
en allochtone leerlingen in het basisonderwijs. Steeds weer komt hierbij naar voren dat
bepaalde groepen allochtone leerlingen achterstanden van één of zelfs twee jaar hebben ten
aanzien van een groot aantal taal- en leesvaardigheden. Bovendien blijkt uit internationaal
onderzoek dat de Nederlandse leerlingen vergeleken met andere westerse industrielanden
laag scoren op begrijpend lezen. Het meeste leesonderzoek heeft zich tot nu toe vooral
gericht op de cognitieve en metacognitieve aspecten van lezen. Echter, volgens het
engagement perspectief op leesontwikkeling, zoals dat door Guthrie en Wigfield (2000)
bepleit wordt, spelen ook motivationele aspecten een belangrijke rol bij het leren lezen.
In dit proefschrift werd verslag gedaan van een tweejarig longitudinaal onderzoek
onder autochtone en allochtone basisschoolleerlingen in groep 5 en 6. De centrale vraag
was: In hoeverre worden de leesresultaten van kinderen met een verschillende socioeconomische, linguïstische, of culturele achtergrond verklaard door verschillen in
linguïstische en cognitieve vaardigheden, gebruik van leesstrategieën en leesmotivatie en
wat hebben de verschillende groepen kinderen nodig om geëngageerde en vaardige lezers
te worden?
Na een korte introductie in hoofdstuk 1 werd in hoofdstuk 2 een overzicht gegeven
van de relevante onderzoeksliteratuur, waarbij de aandacht vooral uitging naar onderzoek
ten aanzien van metacognitie, strategiegebruik en leesmotivatie in relatie tot leesvaardigheid
en hoe de ontwikkeling van deze vaardigheden en hun onderlinge relaties kunnen verschillen
voor verschillende groepen leerlingen.
In hoofdstuk 3 werden de achtergronden van het Nederlandse onderwijssysteem en
het leesonderwijs, de belangrijkste onderzoeksvragen en de opzet van het onderzoek
beschreven. Er werden vier groepen leerlingen onderscheiden: 288 Nederlandse kinderen uit
gezinnen met een hoge sociaal-economische status (SES), 185 Nederlandse kinderen uit
gezinnen met een lage SES, 180 kinderen van Surinaamse of Antilliaanse afkomst en 162
kinderen van Turkse of Marokkaanse afkomst. De Surinaams/Antilliaanse en de
Turks/Marokkaanse kinderen kwamen voornamelijk uit gezinnen met een lage SES.
Diverse vragenlijsten en testen werden aan de kinderen voorgelegd op drie
meetmomenten: aan het begin en het eind van groep 5 en aan het eind van groep 6. Tevens
werd door de leerlingen gedurende 12 weken (verspreid over twee jaar) een dagboek
bijgehouden, waarin ze dagelijks noteerden hoe lang ze de vorige dag thuis gelezen hadden.
In groep 5 werd tevens bij alle kinderen een non-verbale IQ test afgenomen en een leerlinginterview waarbij de kinderen bevraagd werden over het leesklimaat in het gezin. De
leerkrachten vulden aan het begin en eind van elk schooljaar een aantal vragenlijsten in en
hielden eveneens gedurende 12 weken een dagboek bij waarin ze de taal- en leesactiviteiten
van de afgelopen schooldag noteerden. Tevens werden in alle groepen 5 en 6 observaties
van begrijpend leeslessen uitgevoerd.
In hoofdstuk 4 werd beschreven op welke manier in de groepen 5 en 6 taal- en
leesonderwijs gegeven werd. Uit de resultaten bleek dat de leerkrachten de ontwikkeling van
de woordenschat en de bevordering van het leesplezier als de belangrijkste doelen van
leesinstructie zagen. Desalniettemin werden er op het gebied van lees- en boekpromotie
grote verschillen gevonden tussen individuele scholen. Zo stond op ongeveer 30 procent van
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de scholen zelfstandig lezen niet op het rooster en verschilden de scholen aanzienlijk in de
aantallen leesboeken waarover de kinderen konden beschikken.
Zoals bleek uit de logboeken besteedden de leerkrachten in groep 5 en 6 ongeveer
13,5 minuut per dag aan begrijpend lezen, 10 tot 13 minuten aan technisch lezen en
ongeveer 12 minuten aan spelling en interpunctie. Zelfstandig lezen en voorlezen nam beide
dagelijks ongeveer 7 minuten in beslag terwijl stellen en woordenschatonderwijs beide
ongeveer 5 minuten per dag aan bod kwamen. Discussie over teksten en boeken in kleine
groepjes kwam slechts sporadisch voor.
De resultaten van de observaties van begrijpend leeslessen toonden aan dat er
gedurende 60 procent van de tijd klassikaal lesgegeven werd, 30 procent van de tijd werkten
de kinderen individueel aan een opdracht en 4,5 procent van de tijd werd er samengewerkt
in kleine groepjes. In ongeveer 50 procent van de tijd waren de leerkrachten aan het woord,
ze gaven dan instructie of stelden vragen. In slechts 1 procent van de tijd waren leerlingen
langer dan 10 seconden achtereen aan het woord, wat aangeeft dat de conversatie
grotendeels gedomineerd werd door de leerkracht. De leerkrachten besteedden ongeveer 16
procent van de tijd aan het uitleggen van grotere delen van de tekst, 7 procent aan de uitleg
van een woord of zin, 10 procent aan de instructie van leesstrategieën, 10 procent aan het
nakijken van opdrachten en 10 procent aan procedures.
Uit een vergelijking van vier verschillende types scholen (vier strata) met
verschillende leerlingpopulaties kwam slechts één opvallend verschil naar voren: op scholen
met meer allochtone en Nederlandse lage SES kinderen werd significant meer tijd besteed
aan begrijpend leeslessen dan op scholen met Nederlandse hoge SES kinderen. Hoewel
verwacht werd dat er op scholen met veel tweede taalleerders aanzienlijk meer aan
woordenschatonderwijs gedaan zou worden dan op andere scholen, bleek dit niet het geval
te zijn; gemiddeld werd er in alle strata dagelijks ongeveer 5 minuten aan deze activiteit
besteed.
In hoofdstuk 5 werd de ontwikkeling van begrijpend luisteren, technisch lezen,
leeswoordenschat en begrijpend lezen voor de vier groepen leerlingen gevolgd, evenals de
ontwikkeling van het gebruik van vier types leesstrategieën (zelfreflectie-, routine-, herleesen inschattingsstrategieën), drie aspecten van leesmotivatie (intrinsieke en extrinsieke
leesmotivatie en leesmotivatie om aan het dagelijkse leven te ontsnappen) en van
vrijetijdslezen. Mogelijke verschillen werden getoetst door middel van multivariate
variantieanalyse met herhaalde metingen.
Zoals diverse onderzoeken al eerder aantoonden, scoorden de allochtone kinderen
aanzienlijk lager op begrijpend luisteren, leeswoordenschat en begrijpend lezen. De
verschillen tussen de vier groepen bleven vrij constant over de twee leerjaren. De
Nederlandse hoge SES leerlingen scoorden steeds het hoogst, gevolgd door de
Nederlandse lage SES leerlingen en de Surinaamse/Antilliaanse leerlingen terwijl de
Turks/Marokkaanse leerlingen het laagst scoorden. Echter, op technisch lezen bleken de
allochtone leerlingen hun achterstand in te lopen. De Surinaams/Antilliaanse leerlingen
eindigen aan het eind van groep 6 op hetzelfde niveau als de Nederlandse hoge SES
leerlingen, terwijl de Turks/Marokkaanse leerlingen op hetzelfde niveau eindigden als de
Nederlandse lage SES leerlingen.
Met betrekking tot de leesstrategieën was er geen duidelijke vooruitgang of
achteruitgang te zien in de scores over de twee leerjaren. In het algemeen rapporteerden de
allochtone leerlingen aanzienlijk meer strategiegebruik dan de autochtone leerlingen. Tussen

240

Samenvatting

de twee autochtone groepen en de twee allochtone groepen onderling werden geen
significante verschillen gevonden.
Gemeten over de twee leerjaren viel voor alle subgroepen een duidelijke
achteruitgang waar te nemen op alledrie aspecten van leesmotivatie. Verder bleek dat de
allochtone kinderen en de Nederlandse hoge SES kinderen even hoog scoorden op
intrinsieke leesmotivatie maar dat de allochtone kinderen hoger scoorden op extrinsieke
motivatie dan beide Nederlandse groepen. Parallel aan de achteruitgang in leesmotivatie
werd ook het vrijetijdslezen minder. Gemiddeld lazen de kinderen in groep 5 thuis iets minder
dan 8 minuten per dag, terwijl dit in groep 6 niet meer dan 6 minuten was. De daling was
sterker voor allochtone dan voor autochtone leerlingen. De Nederlandse lage SES leerlingen
lazen het minst van allemaal. De Turks/Marokkaanse leerlingen rapporteerden in hun
dagboeken het meeste vrijetijdslezen, gevolgd door de Surinaamse/Antilliaanse leerlingen en
de Nederlandse hoge SES leerlingen.
De zwakke lezers rapporteerden in het algemeen meer strategiegebruik dan de
goede lezers; vooral routinestrategieën werden door de zwakke lezers aanzienlijk vaker
gebruikt. Dit gold voor zowel de autochtone als de allochtone leerlingen. De Nederlandse
goede lezers scoorden significant hoger op intrinsieke leesmotivatie en vrijetijdslezen dan de
Nederlandse zwakke lezers. De Nederlandse zwakke lezers scoorden echter hoger op
extrinsieke leesmotivatie. Tussen de allochtone goede en zwakke lezers werden dergelijke
verschillen niet gevonden; de goede zowel als de zwakke lezers lazen thuis evenveel en
scoorden ook even hoog op intrinsieke en extrinsieke motivatie.
In hoofdstuk 6 werden de relaties tussen de verschillende cognitieve en linguïstische
vaardigheden, het strategiegebruik, de leesmotivatie en het vrijetijdslezen nader bestudeerd
met gebruikmaking van structurele vergelijkingsmodellen. De centrale vraag was of, en zo ja,
hoe deze relaties verschilden voor de verschillende groepen leerlingen. In een structureel
model dat de effecten van cognitieve en linguïstische vaardigheden op het begrijpend lezen
toetste, bleek dat er naast de vele overeenkomsten tussen de subgroepen ook verschillen
waren. Voor de twee Nederlandse groepen werd een sterk effect van begrijpend luisteren op
leesbegrip gevonden en geen effect van leeswoordenschat op leesbegrip. Voor de twee
allochtone groepen was het precies andersom; hier werd een sterk effect van
leeswoordenschat op leesbegrip gevonden en slechts een matig effect van begrijpend
luisteren op leesbegrip. Verder bleek er voor de Turks/Marokkaanse groep een veel kleiner
effect van non-verbale intelligentie op leesbegrip te zijn dan voor de andere groepen.
Van de vier types leesstrategieën en de drie aspecten van leesmotivatie bleken
alleen de zelfreflectiestrategieën en de intrinsieke leesmotivatie een positief effect te hebben
op begrijpend lezen, voor de totale groep en ook voor de vier subgroepen. Alle andere
strategie- en motivatievariabelen vertoonden een negatieve relatie met leesbegrip.
Vrijetijdslezen bleek geen direct effect op leesbegrip te hebben, althans niet voor de totale
groep. Voor de twee Nederlandse groepen werden kleine maar significante, positieve
effecten gevonden.
In een geïntegreerd model werden de relaties tussen begrijpend lezen, de vier types
leesstrategieën, de drie aspecten van leesmotivatie en het vrijetijdslezen nader onderzocht.
In het model voor de totale groep bleek dat vrijetijdslezen een positief effect had op
leesbegrip via intrinsieke motivatie. Bovendien werd ook een indirect effect gevonden van
intrinsieke motivatie op leesbegrip via het gebruik van zelfreflectiestrategieën.
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In afzonderlijke analyses voor de subgroepen kwamen zowel overeenkomsten als
verschillen naar voren. Voor alle afzonderlijke groepen was er een significante en positieve
relatie tussen intrinsieke motivatie en vrijetijdslezen. Bovendien gold voor alle groepen dat
motivatievariabelen in het algemeen een positief effect hadden op het strategiegebruik. Voor
de twee Nederlandse groepen had vrijetijdslezen een positief effect op begrijpend lezen via
intrinsieke motivatie. Voor de Turks/Marokkaanse groep had niet de intrinsieke maar de
extrinsieke motivatie een positief effect op leesbegrip via het gebruik van
zelfreflectiestrategieën. Echter, voor de Surinaams/Antilliaanse groep werd een negatief
verband tussen vrijetijdslezen en leesbegrip gevonden. Hieruit kan niet geconcludeerd
worden dat vrijetijdslezen een negatief effect heeft op het leesbegrip van deze groep. Het is
waarschijnlijker dat zwakke lezers uit Surinaams/Antilliaanse gezinnen, en in mindere mate
wellicht ook uit Turks/Marokkaanse gezinnen, thuis meer gestimuleerd worden om te lezen
dan goede lezers.
In hoofdstuk 7 werd onderzocht welke school- en gezinsvariabelen het leesbegrip, de
leeswoordenschat, het gebruik van zelfreflectiestrategieën en de intrinsieke leesmotivatie het
sterkst voorspelden voor de autochtone en de allochtone kinderen. In dit exploratieve
onderzoek werden achtereenvolgens correlatie-, regressie- en multilevel analyses
uitgevoerd. Voor de Nederlandse kinderen waren non-verbale intelligentie, het leesklimaat
thuis en - in mindere mate - vrijetijdslezen en zelfstandig lezen de meest positieve
voorspellers van zowel leesbegrip als leeswoordenschat. TV kijken en de tijd die op school
aan begrijpend leeslessen besteed werd, hadden allebei een negatief effect op leesbegrip en
woordenschat.
Voor de allochtone kinderen was er net als voor de autochtone leerlingen sprake van
een positief effect van leesklimaat thuis op de scores voor leesbegrip en woordenschat maar
in het algemeen waren deze effecten voor de allochtone groep niet significant. Voor deze
groep waren non-verbale intelligentie, het thuis spreken van de Nederlandse taal en de tijd
die op school aan woordenschatonderwijs besteed werd, de meest positieve voorspellers
van leesbegrip en woordenschat. De tijd die aan woordenschatinstructie besteed werd,
voorspelde de scores op leeswoordenschat zelfs beter dan leesklimaat thuis en non-verbale
intelligentie. Opvallend was dat voor de Turks/Marokkaanse groep de correlaties tussen TV
kijken en leesbegrip positief waren. Voor de Surinaams/Antilliaanse groep waren deze
correlaties niet significant terwijl ze voor de twee Nederlandse groepen negatief waren.
Voor zowel de autochtone als de allochtone kinderen waren het leesklimaat thuis, het
vrijetijdslezen en het thuis praten over boeken de meest positieve voorspellers van het
gebruik van zelfreflectiestrategieën en van intrinsieke leesmotivatie. Echter, waar zelfstandig
lezen en voorlezen op school een positief effect hadden op de intrinsieke leesmotivatie van
de autochtone kinderen, bleken deze twee variabelen een negatief effect te hebben op de
leesmotivatie van de allochtone kinderen. Het uitleggen van grotere tekstdelen bij begrijpend
lezen had daarentegen wel een positief effect op de leesmotivatie van de allochtone
leerlingen. Verder was het opvallend dat het strategiegebruik van de leerlingen vooral werd
bevorderd door gezinsfactoren; er werden nauwelijks schoolfactoren gevonden die invloed
hadden op het gebruik van leesstrategieën.
In hoofdstuk 8 werden de algemene bevindingen en conclusies van het onderzoek
beschreven. Tevens werden de implicaties en aanbevelingen voor theorie en praktijk en de
beperkingen van het onderzoek besproken. Vooral nader onderzoek naar de effecten van
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verschillende types strategieën, met name zelfreflectiestrategieën, wordt noodzakelijk
geacht.
De resultaten lieten zien dat er tijdens de lessen begrijpend lezen in groep 5 en 6
weinig interactie tussen leerlingen plaatsvond; er werd voornamelijk geluisterd naar de
leerkracht. Ook werd er relatief weinig tijd besteed aan schrijfactiviteiten (stellen). Werken en
discussiëren in kleine groepjes kwam slechts sporadisch voor. Uit de logboeken bleek dat er
meer tijd besteed werd aan de technische aspecten van lezen (decoderen, spelling,
interpunctie en grammatica) dan aan leesbegrip. Hoewel de allochtone leerlingen lager
scoorden dan de autochtone leerlingen op begrijpend luisteren, leeswoordenschat en
begrijpend lezen, scoorden ze hoger op strategiegebruik, leesmotivatie en vrijetijdslezen. Het
feit dat zwakke lezers en meertalige kinderen meer strategiegebruik rapporteerden dan
goede lezers en Nederlandse kinderen kan erop duiden dat deze strategieën door zwakke
lezers en meertalige leerlingen gebruikt worden ter compensatie van bijvoorbeeld een
gebrek aan korte termijn geheugen, cognitieve vaardigheden, woordenschat, of relevante
achtergrondkennis. De resultaten geven aan dat de lagere prestaties van allochtone
leerlingen niet het gevolg zijn van een lagere leesmotivatie, althans niet voor deze
leeftijdsgroep.
Uit de onderzoeksresultaten blijkt tevens dat het gebruik van zelfreflectiestrategieën
en intrinsieke leesmotivatie beide een positief effect hebben op begrijpend lezen, terwijl
vrijetijdslezen vooral een indirect effect heeft op leesbegrip via leesmotivatie en/of het
gebruik van zelfreflectiestrategieën. Verder blijkt dat de relaties tussen de strategie- en
motivatievariabelen en begrijpend lezen verschillend zijn voor de verschillende groepen
leerlingen.
De bevindingen van dit onderzoek duiden erop dat, om geëngageerde, vaardige
lezers te worden, meertalige leerlingen leesonderwijs nodig hebben dat in een aantal
opzichten verschilt van dat voor Nederlandstalige leerlingen. Meertalige kinderen blijken
vooral baat te hebben bij expliciet woordenschatonderwijs en bij lezen onder begeleiding van
de leerkracht waarbij de betekenis van grotere teksteenheden uitgelegd wordt. De resultaten
geven eveneens aan dat allochtone, meertalige leerlingen in de eerste plaats een stevige
woordenschatbasis nodig hebben voordat andere factoren (zoals bijvoorbeeld non-verbale
intelligentie, leesklimaat thuis, vrijetijdslezen, intrinsieke motivatie) dezelfde positieve
effecten kunnen hebben op de leesprestaties als ze bij Nederlandstalige leerlingen hebben.
Vrijetijdslezen, zelfstandig lezen en ook het voorlezen op school zijn voor meertalige
leerlingen wellicht minder motiverend en minder effectief omdat deze activiteiten een grote
inspanning van de kinderen vereisen vanwege het talige karakter ervan. Het gebruik van
boeken met minder tekst en meer illustraties ter ondersteuning van de tekst zouden de
motivatie kunnen verhogen en bovendien het leesbegrip en de woordenschat positief
beïnvloeden.
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