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ABSTRACT

INVESTIGATING THE READING ENGAGEMENT OF ENGLISH LAGUAGE
LEARNERS: A CASE STUDY OF FOUR MIDDLE SCHOOL ELLS

By
Maria Selena O. Protacio

This study investigates the reading engagemeittunfmiddle school English
Language Learners (ELLS) in their English or Erfghs a Second Language (ESL)
classroom. Engaged readers are those who addesgsuthicomponents of reading
engagement — motivation, strategic knowledge, coathg meaning from texts, and
social interactions. In this study, | focused arefquestions: (1) What motivates middle
school ELLs to read? What discourages middle scBbbk from reading?; (2) What
strategic knowledge do middle school ELLs draw uptwen reading?; (3) How do
middle school ELLs construct meaning (such as qoioeé knowledge) from texts?; (4)
How do middle school ELLs engage in social inteoas around texts?; and (5) How do
motivation, strategic knowledge, construction ofamieg from texts, and social
interactions interact to make up ELLS’ reading eyeyaent?

Four middle school students from diverse ethnit larguistic backgrounds were
chosen as participants for this case study rese@vet ELLs were previous focal
students from the author’s practicum research dn iebding motivation, while two
other students were invited to participate basetheim low reading engagement levels.
Data included in this case study research incled&-structured interviews, field notes
from classroom observations, comprehension assessnneading activity inventories,

and student artifacts.



Findings from this case study research indicaéehch focal student had a
different reading engagement profile. Three kegifigs emerged from a cross-case
analysis of the focal students’ reading engagentersdt, all four components are
essential to consider and address with ELL readimgagement. Second, ELL reading
engagement is situational, and instructional pcastmust be used in classroom contexts
in order to foster ELL reading engagement. Fina#dgults of this dissertation revealed
that ELL identity is also an essential componer&Ebi reading engagement. The

implications for practice and ELL reading engagetmegearch are discussed.
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CHAPTER 1
Introduction and Review of Related Literature

[A good reader is] someone, not specifically whipes reading, but who knows

that reading would help them and put their hedd reading. You don’t read for

the purpose of reading; you read for the purpodearhing, | guess. You don't
have to like the book, but you just have to haeehtbart to learn it. -- Jonathan,
7th grade ELL

In the past two decades, much attention has bigen tp the motivation and
engagement of middle school and high school stgdeith regard to reading (Guthrie,
2008; Guthrie & Davis, 2003; Ivey & Broaddus, 200hrau & Schlackman, 2006).
Many of these studies have found that as studeot® rfinom elementary school to
middle school, there is generally a decline in negunotivation and reading engagement
(Guthrie, Alao, & Rinehart, 1997; Guthrie & DaviX)03; Kelly & Decker, 2009;
McKenna, Conradi, Lawrence, Jang, & Meyer, 2012Kkltna, Kear, & Ellsworth,

1995; Loera, Rueda, & Nakamoto, 2011; Unrau & Saititzan, 2006). Even as students
progress through middle school, reading motivationtinues to decline with each grade
level (Kelly & Decker, 2009; Unrau & Schlackman 0B).

The statement at the beginning by Jonathan (allesaare pseudonyms), a
seventh-grade Chinese student, illustrates thahbderstood that while reading should be
pleasurable, there is also a greater purpose doling, and that is to learn. The interview
excerpt also indicates that Jonathan was likelgragaged reader. However, the

unfortunate reality is that many middle school stud, whether they are English



Language Learners (ELLS) or not, are unmotivatetidisengaged with reading
(Guthrie, Wigdfield, & Klauda, 2012; Kelly & Decke2009). Even students who enter
middle school with a positive disposition towardading may leave with a decreased
level of motivation. For example, Unrau and Schiaak (2006) found that intrinsic and
extrinsic motivation to read decreased signifigaad middle school students moved
from sixth to seventh grade and seventh to eighdbley The decreasing level of reading
engagement also translates to a decline in the minodtime middle school students
spend on reading (Guthrie, Alao, & Rinehart, 190&lly & Decker, 2009; National
Center for Education Statistics, 2010). Studieshayported a relationship between
reading engagement and reading achievement (GuliiciRae, & Klauda, 2007; Guthrie
& Wigfield, 2000; Guthrie, Wigfield, Metsala, & Cp2999; Lau & Chan, 2003; Morgan
& Fuchs, 2007; Mucherah & Yoder, 2008). In otherdg) students who are disengaged
readers are also those who typically have lowesltesf reading achievement. For
example, Mucherah and Yoder (2008) found that neiddhool students who had lower
levels of reading motivation performed lower ortangardized reading test compared to
peers who were motivated readers.

The decline in reading engagement of middle schnmlents can be attributed to
a few key challenges. First, middle school studargsexpected to read more challenging
texts as a result of the more complex and absitdgject matter encountered in their
classes (Guthrie & Klauda, 2012; Guthrie & DaviB02; O'Brien & Dillon, 2008). In
addition, students predominantly read textbook&éir content-area classrooms, and
they have limited access to diverse and interesgading materials. Those who do read

for pleasure need to find time to read their boolkisiterest in their own time as they



likely do not encounter books that interest therthair content-area classes (Alvermann,
2005; Pitcher et al., 2007). Second, the typeasKd students are assigned in relation to
reading are often constricting, providing studemits little to no choice about the tasks
or projects they need to complete (Guthrie & Da2B303; Hall, Burns, & Edwards, 2011,
O’Brien & Dillon, 2008). Third, assessments at thieldle school are often more formal,
requiring students to have sufficient levels ofdiag comprehension in order to correctly
answer test questions. Students with lower leviet®mprehension may find it more
difficult to exhibit their full understanding of ncepts through formal assessments
(Guthrie & Davis, 2003; Hall et al., 2011).

Entering middle school is a critical transitiorripd for all students, but this
transition is even more complex for ELLs (Walquakt 2010). Transitioning to middle
school and engaging in reading activities is evenentenuous for ELLs for several
reasons. Many middle school ELLs are still in thecess of acquiring English
proficiency or mastering academic English proficigrthus, understanding the difficult
texts and abstract subject matter is even more aeimg for them (Bernhardt, 2009;
Goldenberg, 2008). In addition, ELLs may not hawerequisite prior knowledge, both
in terms of cultural knowledge or content knowledgeeded to fully comprehend texts
and discussions provided in their middle schoddsii@oms. Some ELLs may also be
intimidated to participate in academic discusswmith their mainstream peers, which
limits the social interactions in which they engalgext, ELLs may lack the repertoire of
strategic knowledge, such as knowing how to moniteir comprehension or determine
the meaning of unknown words, which will allow théonbecome better readers.

Considering these overwhelming demands, it is y®ing that it is at the middle



school level where the achievement gap in readidgng between ELLs and their
mainstream peers (Fry, 2007). For instance, restittse 2011 National Assessment of
Education Progress (NAEP) revealed 77 percentgbitieigrade native English speakers
were at or above basic on the reading section \akarely 29 percent of ELLs scored at
that level. Furthermore, 33 percent of eighth-gnaaleve English speakers were at or
above proficient on the reading section comparezhtp 3 percent of ELLSs.

Given the poor performance of middle school ElrLsgading and the
relationship between reading engagement and ach@vwe(Guthrie & Wigfield, 2000),
there is a need to closely examine the potentie¢ading engagement to improve middle
school ELLs’ academic performance. Students with evels of reading engagement
are those who are (a) motivated to read, (b) uategfies when reading, (c) use reading
as a way to construct meaning from texts, and &djgpate in social interactions around
reading (Guthrie & Anderson, 1999; Guthrie & Widdie2000). Engaged readers are
those who want to read and learn from reading tiindbese four processes. Although
cultivating engaged ELL readers is a goal, it isarinstantaneous process for ELLs, or
any student for that matter, to become engaged.edexyit must also be noted that
engagement is not dichotomous, with readers bethgreengaged or disengaged. Rather,
reading engagement could be perceived as a conmtimith levels on each of the reading
engagement components shifting based on variodsigeaituations.

In my practicum study on middle school ELLs’ resglengagement, | specifically
explored the reading motivation of upper elemenElys. | found that some ELLs were
motivated readers of English texts (Protacio, 20a0)l some were not as motivated.

Students who were motivated readers wanted toEegtish texts because of social



motivation, instrumental motivation, and high lessef perceived competence. Given the
research which has shown that reading motivatiompi@gral part of reading
engagement, steeply declines when students tramsdimiddle school (Kelly & Decker,
2009; McKenna et al., 2012; Unrau & Schlackman,&0Dwanted to know more about
how these ELLs’ reading engagement might changieemmiddle school setting. What
motivates ELLs to engage in reading English teattsl what discourages them from
reading in the middle school setting? Were thogdesits who had high reading
motivation in their upper elementary years ablsustain the motivation when they were
in middle school? What are the differences betweamers with different engagement
levels? These are some of the questions that sas/gte impetus for this dissertation
research.

Despite the promise of reading engagement inifaiirlg ELL reading
achievement, there have only been a few studiedumbded on this topic (Arzubiaga,
Rueda, & Monzo, 2002; Ivey & Broaddus, 2007; Lo&ageda, & Nakamoto, 2011,
Robinson, 2010; Sturtevant & Kim, 2010). In additioaone of these studies investigated
all four components--motivation, strategic knowledgonstructing meaning from texts,
and social interactions--of reading engagement.

Quantitative studies have revealed general pattgrresading engagement
(Guthrie et al., 2007; Guthrie, Wigfield, MetsataCox, 1999; Lau & Chan, 2003;
Morgan & Fuchs, 2007). However, there is a needdfdlitional research that documents
the reading engagement experiences specificalBLa§ in and out of middle school
classrooms to better understand what prompts tbdye engaged or disengaged with

reading in their daily experiences using alterratizssearch methods. Because reading is



embedded in a sociocultural context (e.g., Alverma&909; Au, 2007), a qualitative
research design is better positioned to describatiances of students’ engagement with

texts which quantitative research cannot captugboument.

In order to fill this gap in literature, | set detconduct a qualitative study, which
would provide a more complete picture of ELLS’ rieggdengagement. For this
dissertation research, | conducted a case studgdecribe and interpret four middle
school ELLs’ reading engagement in their Englisla &econd Language (ESL) or
English classroom to better understand the litedsselopment of young adolescent

ELLs. Specifically, | focused on the following reseh questions:

1. What motivates middle school ELLs to read? Whatalisages
middle school ELLs from reading?

2. What strategic knowledge do middle school ELLs dwgen when
reading?

3. How do middle school ELLs construct meaning (susk@nceptual
knowledge) from texts?

4. How do middle school ELLs engage in social inteoas around
texts?

5. How do motivation, strategic knowledge, construttxd meaning
from texts, and social interactions interact to enak ELLS’ reading
engagement?

Reading Engagement: What the Research Has Found
In this section, | discuss factors that have bdentified in the literature as

relating to reading engagement and the reasossédessary to present a multifaceted



picture of ELLS’ reading engagement using quairatnethods of research. | first
provide an overview of reading engagement wherdefihe and briefly describe each of
the components of reading engagement. Then, Iwelitierature for each of the four
reading engagement components, focusing specyfioalstudies that have focused on
ELLs or students from diverse backgrounds in thaddnStates. Specifically, | discuss
the research in relation to each component whiletjpg out the gaps in the reading
engagement literature. | conclude this sectioslbymarizing the gaps and describing
the ways in which this dissertation attempts tialié gaps in the literature. | argue that
studies have provided a limited view of ELL reademggagement by neglecting to
provide a holistic picture of reading engagememtesithere are no studies which address
all four components with a focus on ELLs. To redréss significant gap in the research
base, | therefore argue the importance of condgiemin-depth case study to fully
understand the multiple facets of ELL reading eegagnt.

What is Reading Engagement?

Reading engagement can be conceived of as thenfasithe cognitive and
motivational aspects of reading (Taboada & McEIv&§09). Guthrie and Anderson
(1999) have defined reading engagement as “théflaictioning of motivation,
conceptual knowledge, strategies, and social iotieres during literacy activities” (p.
20). Guthrie and Anderson’s definition offers atprnary view of reading engagement,
and it is this definition that grounds the thearatiand methodological rationale for this
dissertation research. Each of these four compgeres been found, in some part, to

account for aspects of reading engagement. In feHatvs, | define each component,



making special note of the research that has idtifs inclusion in Guthrie and
Anderson’s definition.

The first component to reading engagement isimgadotivation, which is
defined as “the values, beliefs, and behaviorsosmaing reading” (Guthrie, 2011, p.
177). In other words, motivation is what drivesdgnts to want to read. Out of the four
components of reading engagement, motivation has the focus of most research
studies; these studies have focused on many difféseets of motivation (Guthrie &
Wigfield, 2000). For example, numerous surveys Haeen conducted on students’
reading motivation, reading attitudes, and readtgyests (Baker & Wigfield, 1999;
lvey & Broaddus, 2001; Guthrie & Wigfield, 1997; I§e& Decker, 2009; McKenna et
al., 2012; McKenna et al., 1995; Worthy, MoormanT &ner, 1999). Other studies have
specifically examined students’ self-concept asleemand the values they place on
reading (Marinak & Gambrell, 2010; Unrau & Schla@m?2006). These, and other
studies, have offered a multitude of factors wlatflect students’ reading motivation
such as opportunities for choice, instructionatsigies, students’ perceptions of
themselves as readers, and interesting texts adéhgematerials.

The next component of reading engagement iegliaknowledge. Engaged
readers understand and use comprehension stratebiel are defined as “deliberate
efforts by a reader to better understand or remembat is being read” (Shanahan et al.,
2010, p. 11). Examples of comprehension strategesh have been found to be
effective in helping students better understantstare questioning, integrating prior
knowledge, monitoring comprehension, drawing infees, and summarizing (Almasi &

Fullerton, 2012; Harvey & Goudvis, 2007; Shanahaal.e2010). It has been posited that



readers who have strategic knowledge are bettertaldomprehend texts compared to
those who do not (Guthrie & Anderson, 1999; Guthnegfield, & Perencevich, 2004).

The third component of reading engagement isabadieraction. A common
understanding of social interaction in the readitngagement literature is that students
participate in discussions to share and increase uhderstanding of texts (Guthrie,
2011; Guthrie & Wigfield, 2000; Guthrie et al., 2D0Students may join a book club or
participate in informal conversations with peergamnily members and share what they
have learned from texts. Social interactions can tdke the form of collaborating on a
project centered on a text or exchanging books frighds.

The last component is conceptual knowledge, wimeblves the acquisition of
knowledge from reading (Guthrie & McCann, 1997; I@ig et al., 2004). Out of the four
reading engagement components, conceptual knowlsdge most nebulous and
difficult to define. In the seminal research ondieg engagement, Guthrie et al. (1996)
designed a classroom-based reading program callezkpt-oriented reading instruction
(CORI), which integrated reading, writing, and scie instruction. Conceptual
knowledge in Guthrie et al.’s (1996) study was edan content-area literacy instruction.
Since the contexts of this study are English and @&ssrooms, | use the term
constructing meaning from textather than conceptual knowledge. In its simgi@sh,
constructing meaning from texts as operationalindtis study is students’ abilities to
acquire information or knowledge from in or outsghool reading. With engaged
reading, the primary purpose is to make meaning.rrddle school English Language
Arts or ESL class, there are several ways in whtadents can construct meaning

through reading. Ideas students can learn throegthimg include (1) a better



understanding of an author’s technique in contngdtie point of views of characters in a
story; (2) the ability to readily identify the cealttheme or idea of a text; or (3)
understanding the textual structures an author @ysph a particular genre (Common
Core State Standards Initiative, 2011). It is &éfsough reading that students can make
connections with personal experiences.

Researchers have noted the complex relationshgng the four reading
engagement components (Guthrie & Anderson, 199¢hr@uet al., 2007). Guthrie and
Anderson (1999) explained the interconnectednefisese components:

When students are intrinsically motivated, theynea use cognitive strategies

for reading. These reading strategies, such aginedag words, comprehending,

predicting, summarizing, and self-monitoring, wipeaperly deployed and fully
executed, lead to conceptual understanding. Smt&hction patterns in the
classroom can amplify or constrict students' isigrmotivations, their use of
self-regulated strategies, and their attainmeuteeip conceptual knowledge. As
students gain conceptual knowledge [or make mednimg texts], their sense of

self-efficacy grows and their motivations for raaglincrease. (p. 20)

While the reading engagement components arg@héed, | have chosen to
review the literature one component at a time. rEtienale for this is that no study on
ELLs’ reading engagement has focused on all foorgmmnents in one research study. In
fact, the only studies which have focused on readimgagement holistically are those by
Guthrie and his colleagues (e.g. Guthrie et ab42@Guthrie et al., 1996), and these
studies focused mainly on the influence of CORhminstream students’ reading

engagement. Because of the absence of studies whiigstigated all four components
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specifically with ELLs, | have organized the followg section by discussing research
findings on each individual component of readingagement.
Motivation

Out of the four components of reading engagenmeativation is certainly the
one that has received most of the research attemmticelation to ELL reading
engagementThe research on ELLS’ reading motivation has gdlyerevealed the
following: (a) ELLS’ motivation to read is relateéd their perceived competence in
reading; (b) access to interesting and appropretis is related to ELLS’ motivation to
read; (c) ELLs are motivated when they understaedristrumental value of reading; (d)
the families of ELLs influence their reading motiea; and (e) ELLs are motivated to
read to fit in to their new environment (Arzubiagfaal., 2002; Casey, 2008/2009; Cho et
al., 2010; Ilvey & Broaddus, 2007; Loera, Rueda, &&aimoto, 2011; Protacio, 2010;
Robinson, 2010; Rueda, MacGillivray, Monzo, & Arzagp, 2001; Sturtevant & Kim,
2010). In what follows, the research base for ed¢hese findings is reviewed.

Perceived competenceELLs enter US schools with various schooling
experiences and English abilities (e.g. Peregoyo§l& 2000; Rubinstein-Avila, 2003).
Thus, their competencies in reading English teaty greatly. Research has shown that
ELLs’ level of motivation to read is related to itheerception of how well they read in
English (Cho et al., 2010; Ivey & Broaddus, 200&t&cio, 2010). ELLs will be more
motivated to read if they think they can be sudtgsd reading; conversely, if they have
had little success with reading English texts, ttherir motivation to read English texts is
low. Researchers found that ELLs were more moti/&deead when they could read

books that were more challenging rather than btiwkishad linguistic simplicity (Cho et
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al., 2010). Reading these moderately challengirakbdoosted ELLS’ confidence in
their own reading. In contrast, lvey and Broad®#07) found that ELLs who were just
beginning to acquire reading skills in English weretivated to read simple
informational texts with engaging photographs &srthmited English literacy skills
constricted their ability to engage with more coexglexts.

Access and exposure to textdlany studies focusing on ELLS’ motivation
and/or literacy development highlighted the impoctof exposure and access to a
diverse set of texts (Casey, 2008/2009; Chun, 20@9; & Broaddus, 2007; Meltzer &
Hamann, 2004; Smythe & Neufeld, 2010). ELLs neamkss to books from diverse
genres that are well matched to their readingtadsliFor example, Chun (2009)
suggested that graphic novels are a type of textwould motivate ELLS to read. In
Chun’s research study, ELLs exhibited higher leeéimterest when reading the graphic
novelMausin their ESL classroom. While the ELLSs still enctened challenges in
reading this graphic novel, the students showedranthusiasm for this text. This study
provides evidence of how using a non-traditionpktpf genre might facilitate increased
motivation among middle school ELLs. Reading caliyrrelevant trade books may also
motivate ELLs to read (Ilvey & Broaddus, 2007). d&ats may be able to activate their
prior knowledge on familiar experiences or makensmtions to ideas and concepts in
these texts to which the students can relate. Adel#t ELLs need and deserve access to
a wide variety of texts, both printed and electepsince the quality and diversity of
reading material is related to reading engagenfaefmann, 2005; Biancarosa &
Snow, 2004; Meltzer & Hamann, 2004). As Feger (20@8ed, the textbooks for ELLs

that focus on grammar are useful only for those ivnee recently arrived to the U.S.
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Instead, ELLs should also have access to more @titheneaningful reading (Li &
Zhang, 2004) rather than texts solely focused anléwel skills. This wide variety of
texts is not a luxury; rather, it is a key facetw#ating and sustaining a learning
environment that supports literacy development {kél& Hamann, 2004).
Instrumental motivation. Another factor that is related to ELLS’ reading
motivation is instrumental motivation. When ELLsdenstand the instrumental value of
reading, they are more motivated to read. In mgtpram research, instrumental
motivation -- operationalized as the motivatiomtosomething because of its perceived
benefits or practical advantages (Dornyei, 2008838; Gardner & Lambert, 1972;
Masgoret & Gardner, 2003) -- was the factor whiald the highest mean in a reading
motivation survey given to 132 upper elementary &(lRrotacio, 2010). The survey
results also revealed that instrumental motivatvas one of four factors which
differentiated those who self-reported to be ma&daeaders and those who did not. In
other words, instrumental motivation was an impartontributor to ELLS’ reading
motivation. In addition, through interviews withcll students, | found that ELLs were
cognizant of the ways in which reading helped themome more proficient in English.
Researchers have also found that ELLs are morevatetl for their academics in general
and reading specifically when they could see howtviiey were learning was essential
to their career goals (Conchas, 2006; RubinsteittaA2003/2004; Sturtevant & Kim,
2010). In a case study of Miguel, a middle schddl ®ith low literacy engagement,
Rubinstein-Avila (2003/2004) found Miguel’s engagerhincreased when he could link

literacy activities to his career aspiration.
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However, research has also shown statisticallyifsignt differences for
instrumental motivation based on both proficiereyel and grade level (Protacio, 2010;
Sturtevant & Kim, 2010). In my practicum studyplhd that as students progressed
through school, their levels of instrumental matiwa decreased. In other words, the
fourth graders in the study were more motivatecetal because they placed more
pragmatic value of reading compared to the fiftd-aixth grade students surveyed. The
level of ELLS’ proficiency in English is also a tac in relation to instrumental
motivation. In their survey of middle school ELISturtevant and Kim (2010) identified
a statistically significant difference between ElMdso were beginning readers in English
and ELLs who were more advanced readers on sunwestigns focusing on the
instrumental value of reading. ELLs who were jusgibning to learn how to read in
English placed a higher value on reading compareddse who were intermediate and
advanced English readers. These are troublindtsemsithey indicate that as students
progress through school and improve their Englislssthey are less motivated to read
because they do not see the practical benefitsaafing in English. Both of these studies
relied on survey methods to gather data, and gearehers did not elaborate on the
reasons for the decreased levels of reading magivathus, through qualitative research,
we can better document the reasons why ELLs mighbe as instrumentally motivated
to read in English as they progress through schioat they become more proficient in
English.

Integrative motivation. Integrative motivation is a “positive
interpersonal/affective disposition toward the s2dond language] group and the desire

to interact with and even become similar to valmembers of that community”
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(Dornyei, 20034, p. 5). If applied to reading matien, ELLs who are integratively
motivated want to read English books to learn nadr@ut the American culture or
become valued members in the American communitgghative motivation can play an
important role in ELLS’ reading engagement. My pi@on research revealed that
students who engaged in social interactions aroeading did so with American peers.
Focal students revealed they preferred to disaesdimg with their American classmates.
One reason is that ELLs from their native countagssometimes unable to read at their
level. Reading in English provides ELLs with a wayparticipate in social interactions
with American peers and, by extension, have a dempeiral connection with their new
community (Protacio, 2010). In addition, readindpleed students learn about the
American culture. For instance, it was through neguthat Nabila learned information
about how holidays such as Thanksgiving and Chastare celebrated in the US.
Through reading, ELLs are allowed a glimpse in®American way of life.

Family influences.Researchers have also specifically investigated th
relationship of family influences on ELLS’ readingptivation. Findings in this section
reveal the interplay of multiple motivational fargon ELL reading motivation.

Families play a role in helping ELLs see the nstental value of their
academics. In a qualitative study, Robinson (20&pprted that family members
provided ELLs encouragement to read. While the liamembers were not avid readers
themselves, they made sure to advise ELLs to ceatio read in English in order to do
well academically. Robinson also found that ELLsewaotivated to read so they could
do well in school because of the pressure theyirait their families to receive good

grades. Similarly, the middle school ESL studentSturtevant and Kim’s (2010) study
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were encouraged by family members to study welltarréad. Some participants in
Sturtevant and Kim’s (2010) study were also mo&dab continue to improve their
English literacy abilities because these ELLs helieeir immigrant parents in
understanding English texts.

Family involvement in literacy activities is alsoportant in motivating ELLS to
read in English. Researchers have found that ELh@se families engaged in Spanish
and English cultural or literacy activities at howaued reading compared to students
whose families did not (Arzubiaga et al., 2002; &et al., 2001). Other researchers
have looked at the explicit link between immigrpatents’ involvement with reading
and its relation to children’s motivation. Throusgprvey research, researchers found that
parental involvement in reading (e.qg. listeninghddren read, reading to children,
giving children choices about reading materials$ Waked to higher reading motivation
for ELLs (Loera et al., 2011). Thus, family influmnis a factor to consider in relation to
ELL reading motivation.

Through this section, it is evident there is assabtial amount of research on
ELLs’ reading motivation. The findings of the steslincluded in this section of the
review suggest that numerous factors are at plagnwhotivating ELLS’ reading
motivation. It is also noteworthy to point out théile this section provides a substantial
amount of information about motivation, very fewtbé research studies included in this
review were conducted within the classroom contbeny of the studies relied on self-
reports from the students through surveys or etilidata solely from interviews (e.g.,

Cho et al., 2010; Robinson, 2010).
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Dornyei (2009) argues that learner characterissigsh as motivation, cannot be
evaluated without taking into account the indivitgianteraction within a specific
environment, such as a classroom context. He afgigihted the need for a better
understanding of the interplay among a languagaéeathe language being learned, and
the environment in which the language is being meduyDornyei, 2009). Therefore, if
Dornyei’'s argument is applied specifically to ELéading motivation, there is a need to
examine ELLs within the classroom context to obtamore comprehensive view of
their motivation to read in English. As Baker, A&ffbach, and Reinking (1996) point out,
“‘underlying the engagement perspective is the aggamthat diverse instructional
context can better prepare students for readimgwite range of situations, as expected
in literate societies” (p. xvi). Despite the importe of examining the classroom context,
Ilvey and Broaddus’ (2007) research was the onesrmam-based study found through a
review of the literature. However, in their formagtiexperiment, they focused only on the
Latino/a population, which does not reflect theedse populations of ELLs in ESL and
English classrooms in U.S. public schools.

Strategic Knowledge

In comparison to reading motivation, less rede&as been conducted on ELLS’
strategic knowledge. The few studies that havededwon this topic have generally
revealed three key findings: (a) ELLs who are gaeatlers utilize numerous
comprehension strategies while reading, (b) ELLs ate strategic readers are able to
“transfer” comprehension strategies from readingrie language to another; and (c)

struggling ELL readers are able to learn to usepretrension strategies with focused
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instruction (Cho et al., 2010; Jimenez, 1997; Jieaearcia, & Pearson, 1995; 1996;
Mokhtari & Sheorey, 2002).

Research focused on mainstream students’ commsigimehas found that good
readers utilize comprehension strategies to inerdesr understanding from texts
(Almasi & Fullerton, 2012; Duke & Pearson, 2002;KeuPearson, Strachan, & Billman,
2011; Paris, Wasik, & Turner, 1996; Shanahan eR@ll0). The same conclusion
generally holds true for ELLs (Jimenez et al., 1988D6). In a mixed methods study
focused on the strategic knowledge of middle schdadls, researchers found that
successful English readers were students who uségla comprehension strategies--
such as clarifying unknown vocabulary, monitorimgnprehension, making inferences,
asking questions, and connecting prior knowleddgeenreading in English (Jimenez et
al., 1996). Conversely, ELLs who were not profitiaders often did not use such
strategies to improve their comprehension (Jimenet., 1996). The non-proficient ELL
readers were able to monitor their comprehensiorrealize they did not understand the
text, but they could not use strategies such agyitey unknown vocabulary to improve
their comprehension of the text (Jimenez et aB6)9Poor ELL readers were also less
likely to use higher order strategies such as sumatgon and making inferences to
better comprehend what they were reading.

ELLs who are successful readers of English tard¢salso able to transfer their
knowledge of comprehension strategies from oneuageg to another (Jimenez et al.,
1995, 1996; Mokhtari & Sheorey, 2002). Accordinglimenez et al. (1996), middle
school students in their study indicated there vgereral comprehension strategies they

used--such as questioning, rereading, evaluatimdj@onitoring--regardless of the
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language in which they were reading. For exampke students knew they needed to
monitor their comprehension more when reading @ less dominant language. In
addition, these students used additional strategiels as searching for cognates and
translating as a way for them to better comprehext$. Successful ELL readers had an
enhanced awareness of the importance of usingusasimategies between their two
languages to overcome comprehension hurdles.

Research conducted with struggling ELL readessd@wn promise of increasing
students’ strategic knowledge through targeteducsbn. Jimenez (1997) used a
formative experiment design to implement eight dtgm strategy lessons with Latina/o
students who were reading up to four grade levelsvibtheir current grade. Students
were provided strategy instruction on an individo@sis with a focus on three key
comprehension strategies: integrating prior knoggedormulating questions, and
figuring out unknown vocabulary. Results indicatieat through lessons wherein the
strategies were modeled and demonstrated in baghsBrand Spanish, these struggling
ELLs were able to use and provide an improved wtdeding of the strategies.

In a more recent study, researchers worked withtl-grade ELLs, who scored
below the twenty-fifth percentile on a standardizest, in order to provide targeted
instruction on a specific comprehension stratedyo(€t al., 2010). Researchers
conducted an intervention study using an adaptatidche Directed Reading-Thinking
Activity (DR-TA), which is a problem solving discsisn strategy designed to support
comprehension. Students were instructed to paysedétermined sections in texts and
asked to make predictions. Following the intervemtstudents were able to make more

substantial and focused predictions compared tanthal data (Cho et al., 2010).
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Overall, these studies show the discrepancyarsttategic knowledge between
good ELL readers and poor ELL readers. Similairtdihgs with mainstream, native
English speaking students, research has showikthat who are better comprehenders
are those who utilize multiple comprehension stigewhile reading. Fortunately,
Jimenez’s (1997) research shows promise in that pbb readers, even those reading
four grade levels below their actual grade, caneiase their strategic knowledge given
intensive and individualized instruction.

While the studies of Jimenez and his colleaguesiges important information
about the strategic knowledge of middle school Elthe samples used in their studies
were fairly homogenous. These studies focused tind/a middle school students. More
data needs to be obtained about the strategic ledgelof a more diverse group of ELLSs.

Jimenez et al.’s (1996) research also suppaogtgitta that ELLs who are
proficient readers utilize many reading comprehamstrategies while those who are
struggling readers do not. While the gap in the benof strategies have been
documented in terms of varying proficiency levét&re is not research providing data on
the differences of ELLS’ strategic knowledge andtsigy use because of varying reading
engagement levels. Given that | utilized think-aeun this study, | am afforded an
opportunity to investigate more closely on whethrenot ELLs who are disengaged are
aware of comprehension strategies and if so, whenemploy these strategies when
reading.

Social Interactions
Much research has supported the idea that Sotgséctions contribute

substantially to students’ levels of reading engag@. Research on native English
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speaking students’ reading motivation showed thatents are more likely to be engaged
to read when they can patrticipate in social intésas around reading rather than
viewing reading as an isolated and solitary acti{@uthrie & Wigfield, 2000; Guthrie et
al., 1996; Lapp & Fisher, 2009; Strommen & Mate¥)4). Out of the studies which have
focused on ELLSs’ reading engagement, few focusediBpally on the social interaction
component. Thus, the literature in this sectiobased on the ELL literature which has
indicated that social interaction is an importaminponent to ELLS’ literacy
development. According to the ELL literature, sdanteractions around reading provide
(a) opportunities for engaged ELL readers to haseudsions with others; (b)
membership within a community of readers; and djitéonal support for ELLs for
reading.

Engaged readers enjoy patrticipating in discussasound those who also enjoy
reading, such as peers, teachers, parents, orfathdy members (Feger, 2006; Klauda,
2003; Lapp & Fisher, 2009; Protacio, 2010; Strom@eviates, 2004). In their research
in a diverse classroom, Lapp and Fisher (2009)rtefddhat students enjoyed
participating in their classroom book club. Thetelents were highly engaged in this
social interaction as they discussed characteosjged insights, and synthesized across
texts. The peer discussions allowed students weubieir interests and share their ideas
around a common text. As another example, in mgtjgam research, social interactions
around reading emerged as a primary factor in rabtig ELLs to read. Focal students
reported they regularly participated in conversaiaround reading with various

individuals. Some engaged in social interactiorth family members such as a parent or
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sibling while others frequently participated ina@issions around books with friends
(Protacio, 2010).

Participating in social interactions around regdalso provides students
membership in a community of readers. In such angonity, students experience less
anxiety with their academics compared to studemis are placed in highly competitive
classrooms (Conchas, 2006). In classrooms where tha sense of community, students
work together to better understand the conceptsdaas they encounter in the texts they
are reading. For example, Smythe and Neufeld (2(8@)rted high levels of student
engagement among middle school ELLs when studesits able to work collaboratively
on a digital story project which they were planniagost on their class website. The
nature of the digital projects allowed ELLs to waddlaboratively by providing
suggestions and feedback to one another. Whilesthidy was focused on digital
storytelling, the authors found the opportunityetggage in social interactions increased
the level of engagement that ELLs had for the mtoje

Social interactions also foster a collaboratirei®nment where students in
general, and ELLs specifically, can assist onelardab better appreciate texts and
acquire knowledge from reading (Cho et al., 2010th@e et al., 2004; Lapp & Fisher,
2009; Protacio, 2010). As Guthrie (2011) indicatbdpugh small-group interactions,
students should add to each other’s interpretatbtexts in order for everyone to come
to a collective understanding about texts theydaeussing. For ELLs, participating in
social interactions around texts provides accesghter individuals who can assist with
their comprehension by exposing them to othersestives and points of view (Cho et

al., 2010; Lapp & Fisher, 2009; Protacio, 2010)e3érsocial interactions provide
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opportunities for ELLs to share cultural, lingutcstand intellectual resources (Cuero &
Dworin, 2007). For example, peers may serve aslators for other students who have
limited English skills (Cho et al., 2010).

The literature reviewed in this section indicatiegt social interactions contribute
to ELLs’ reading engagement by providing them mensie within a community of
readers. In addition, ELLs have access to moreuress when provided opportunities to
engage in collaborative interactions with theirngeélowever, little research has
documented the types of social interactions in Wwinniddle school ELLs participate and
how these experiences mightectly influence their reading engagement. The studies
reviewed in this section did not intend to focussonial interactions specifically. For
instance, Smythe and Neufeld’s (2010) study wasded on the influence of digital
storytelling on ELLS’ literacy development. The iease of students’ engagement levels
was a tangential finding. Thus, details about thality and content of these social
interactions were not provided. In my study, | vahte to focus specifically on what
kinds of social interactions occur through classrambservations. Then, | gathered
information through interviews on how these som#dractions relate to ELLS’ reading
engagement.

Constructing Meaning from Texts

Engaged readers understand that the purposadihgeis to acquire knowledge
and make meaning from texts (RAND Reading Study@r2002). Baker, Dreher, and
Guthrie (2000) describe how engaged reading isaekm the acquisition of knowledge.

The heart of engagement is the desire to gain mawledge of a topic, to follow

the excitement of a narrative, to expand one’s ggpee through print. Engaged
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readers can find books of personal significanceraakle time for reading them.

The investment of time is rewarded by the expeeesfammersion in the text

itself. Engaged readers draw on knowledge gairead firevious experiences to

construct new understandings, and they use cogrstiategies to regulate

comprehension so that goals are met and interestatsfied. (p. 2)

The acquisition of information and the desirg#&mn new knowledge becomes
even more important in the middle school contexhassubject matter being taught
becomes more abstract and complex (Guthrie & D&2@83; Hynd, 1999). Thus, it is
even more pertinent to investigate how studentsemadanings from texts and what they
learn from reading. In previous studies on readingagement, the focus has been more
on students’ performance on standardized readingpoehension assessments (Guthrie,
et al., 2007; Guthrie et al., 1999; Taboada, Toksgifield, & Guthrie, 2009) rather than
looking at what, in particular, they have learnemhf reading. In studies conducted on
ELL students’ reading engagement, even less hasreperted about ELLS’ construction
of meaning through reading. For example, Ivey armmhBdus (2007) conducted a
formative experiment with adolescent Latino/a stig@vho were just beginning to
speak, read, and write in English. Because oftilndesits’ emerging English skills, the
researchers focused primarily on finding texthatELLS’ lower reading levels that
students would find interesting. Although Ivey @mbaddus indicated their study was
focused on reading engagement, they focused mmsttyudents’ motivation and
touched upon strategic knowledge; they did not rtego what students learned from
reading these texts, nor did they talk about tlgasmteractions in which students

participated.
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Fairbanks’ (2000) qualitative study is one of tbe studies which has provided
data orhowstudents made meaning from reading. She foundhatt@escents were
engaged when given the opportunity to conduct guirg project focused on a relevant
topic to their lives which were connected to famdghool, or community issues. In her
two-year qualitative research in a middle schodhwilarge immigrant student
population, Fairbanks documented students’ devedmpras literacy learners. Students
focused on issues such as gang violence, whichtafféehem because their school
neighborhood was home to several gangs. Othermsuétecused on school policies such
as the implementation of a dress code. Aside freading narratives which contained
themes similar to their topics of inquiry, studetitsn had to find other sources such as
newspapers and library books. Others, such as thlosavere researching homelessness,
had to locate and contact local agencies which@upipe homeless. Fairbanks reported
that ELLs were highly engaged with this project] @ach student reported learning a
great deal about the topic they were investigatiairbanks did not go into much detail
into what the students learned, nor did she progidanples of the student work
completed for this instructional unit. Rather, ginevides evidence of students’ positive
reactions about the opportunity to explore a palpmelevant topic in-depth.

Guthrie and his colleagues (1996) conducted dtieedfew studies that have
documented actual conceptual knowledge gained wdading engagement is targeted in
an integrated literacy and science unit. Even thabg following two studies were not
conducted with ELLs or diverse populations, | idgdithese in the review because of the
limited knowledge about this component in the EEading engagement literature.

Guthrie et al. (1996) developed performance assa#sniconsisting of seven distinct,
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but connected tasks), which allowed students tdyappat they learned from their CORI
unit wherein they explored different science cotsepome of the tasks included
drawing, writing, and applying what they learnedteelated problem. The researchers
found statistically significant differences in theidents’ abilities to search for
information in multiple texts, represent acquiresbWwledge in both drawing and writing,
and transfer conceptual knowledge to new situations

Other work by Guthrie and his colleagues have fdand that when reading
engagement is targeted in classrooms through C&iRlents’ performance on
standardized reading comprehension assessmentsvim@uthrie et al. (2007)
conducted a meta-analysis of eleven quasi-expetahstudies focused on CORI, which
is an instructional strategy which embeds readnsgruction within a content area such
as science so students can participate in inquojepts around topics of interest. Within
a CORI instructional unit, there are structureplace that support each of the four
components of the engagement model. For exampteder to address motivation,
students are allowed to choose the texts they toamtad which will help them address
their focus. Students are also encouraged to cobdd so that they can exchange ideas
and develop their expertise together on an ar@avektigation. To address strategic
knowledge, teachers will then introduce and expsaiecific comprehension strategies
that students should use in order to acquire tleermation that will answer their inquiry
guestions. Lastly, students are able to constreetnimg from the texts they read in
completing their inquiry projects (Guthrie et &004). Results of the meta-analysis of
CORI studies indicated that this instructional aggh had a substantial impact on

students’ performance on standardized reading celmepision assessments (Guthrie et
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al., 2007). In other words, when students’ readingagement was targeted, their levels
of comprehension increased, which would then mkslyl lead to their ability to learn
and construct meaning from what they were reading.

In sum, the studies reviewed in this section stiwwe are a very limited number
of studies focused specifically on how readers larsstructed meaning from texts,
particularly with the ELL population. With the exateon of one study by Fairbanks
(2000), little research has provided a naturaldéscription of how ELLS construct
meaning from the texts they are exposed to in raiddhool classrooms and what they
learn from these texts.

Summary

This review of literature indicates that while thés a firm foundation of
knowledge about ELLs’ motivation to read and sgaté&nowledge about reading, the
social interactions and meaning construction coreptmhave been overlooked in the
ELL reading engagement literature. To offer a tigliand comprehensive view of
reading engagement, all four components must beeasied in one in-depth study.
Studies have mostly focused on single componentsaaling engagement, and thus,
there are fragmented views about ELLS’ reading gageent. In addition, many of the
studies reviewed relied on single sources of datéeir studies. While each of these
methods provides pertinent information, they doaftdrd researchers to present a
multifaceted picture of reading engagement. Lastigjority of the studies on ethnic
minority populations focused on students from Latinbackgrounds. As the ELL
population is becoming increasingly diverse, measearch on under-researched

populations is needed (Garcia, Jensen, & Scril#®€9; Goldenberg, 2008).
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Through this dissertation research, | attemptddl tine gaps in the reading
engagement literature by conducting a classrooraehas-depth case study on young
adolescent ELLs from diverse racial backgroundsi$oty on all four components—
motivation, strategic knowledge, constructing magrirom texts, and social
interactions-- to provide a holistic descriptionEdfLs’ reading engagement (or
disengagement). This holistic perspective is esfigaieeded in order to fully
understand the literacy development of young adel@sELLs and how these students
might develop into engaged or disengaged readers.

Conceptual Framework

Aside from the literature on reading engagemerdugised in the previous
section, the conceptual framework of this studyugled by the expectancy-value
framework and sociocultural theory. Since an irdégart of reading engagement
involves reading motivation, there is a need t@rporate aspects of a motivational
theory in order to better understand reading engagé While there are several possible
motivational theories that could be utilized, foiststudy | have focused on the
expectancy-value framework. Further, by utilizimgiscultural theory in this study, |
acknowledge the roles that ELLS’ social and cultbeeckgrounds play in influencing
their engagement with reading. Sociocultural thesdigws me to emphasize the broader
picture of the social and cultural contexts and hiogy play a part in cultivating reading
engagement. In this section of the dissertatidmielfly discuss each theory. Throughout
each section, | make explicit connections with leagh theory informs the study.

The expectancy-value modellThe motivational framework that is most

applicable to the study is the expectancy-valueeh(ikccles et al., 1983). Eccles and her
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colleagues posited that for motivation to occudjviduals must both believe they will
succeed at a task and must also value the actBaityhh expectancy for success and value
of the activity or task must be present; the irtBoa of these two components influence
one’s performance, effort, and persistence atable they face (Wigfield & Eccles,

2000). From an expectancy-value framework, ELLgIrtedhink of themselves as
capable readers in order to become motivated. ditiad, they need to understand the
value of reading or outcomes of reading. If ELLagider themselves poor readers or if
they do not value reading, then most likely thas wll influence their reading
motivation levels.

Studies have documented that expectancy and viadgasding reading decline
from elementary to middle schools (Guthrie, AlaoR&ehart, 1997; Henk, Marinak, &
Melnick, 2012; Unrau & Schlackman, 2006). Guthii@le (1997) offer an explanation
on the declining levels of reading motivation afd#nts at the middle school level: “As
children get older, their competence beliefs arketancies for success tend to become
more sensitive to success and failure experienkcess. successful students lose their
intrinsic motivations for reading due to their ergisense of competence” (p. 440). In
other words, when students have repeatedly exmetkefailure or encountered numerous
challenges with reading or tasks associated wabing, it becomes increasingly more
difficult to address students’ perceived competaasesaders. Given that ELLs may
have experienced challenges in acquiring Englisfiggency and learning the grade level
content, focusing on their perceived competencetlamdalue they place on reading
becomes even more important. If students’ motivakias been documented to decline,

then the reasons behind this decline must be asishtes middle school classrooms.
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Thus, in this study, | closely examine focal studeperceived competence and
instrumental motivation (value) since this likehfluences their motivation and
correspondingly, their reading engagement.

Sociocultural theory. While the expectancy-value framework focusesammairs
at the level of the individual, sociocultural the@rovides a broad picture. Rather than
focusing only on the individual, those who ascililyesociocultural theory examine the
individual’'s interaction within the larger sociotudal context (Alvermann, 2005, 2009;
Au, 2007; Rueda et al., 2001). In other words, ohiEracy development is influenced by
his or her social context and cultural backgroufedg. Au, 1997; Gee, 1996). As Gee
(1996) posited, each individual has his/her owrtiiity kit” or Discourse, which he
characterized as “composed of ways of talkingefistg, (often, too, reading and
writing), acting, interacting, believing, valuingsing tools and objects, in particular
settings at specific times, so as to display andgeize a particular social identity” (p.
128). Below, Gee (1996) provides further elaboraba the concept of Discourse.

A Discourse is a socially accepted association gmwaays of using language,

other symbolic expressions, and ‘artifacts’, ohing, feeling, believing,

valuing, and acting that can be used to identifgseff as a member of a socially
meaningful group or ‘social network’, or to signlht one is playing” a socially

meaningful ‘role’. (p. 131)

Gee’s conception of Discourse indicates that irttlimls are shaped by their
context and their inclusion in social groups. ltheough membership in these social
networks that individuals learn how to act and talkvays that are expected of members

of their Discourse. It is also through this thatiinduals learn what should be valued and
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what could be considered as successful. If apphigdading, it follows that one’s
Discourse may influence or dictate the role of ne@ah his/her everyday life. Discourse
can help shape a student’s reading identity.

Au (1997) provides an application of socioculturedory to the field of reading.
Below, she describes how one's perception of rgadimfluenced by social and
contextual factors.

A sociocultural perspective begins with the assuonptihat reading, like other

higher mental functions, is essentially social &une. Even reading a book alone

can be considered a social activity, because #meras engaged with the author,
the book is written in a language developed thrdogly periods of use by other
people, and the reader’s concepts and schematesjoonding to the book borrow
from the thinking of others and result from pre\s@ocial interactions...Learning
to read cannot logically be separated from thaqadar milieu in which it takes

place. When children learn to read, or fail to hetar read, they do so in a

particular social, cultural, and historical envineent. (p. 184)

Hence, in this study, | cannot examine ELL reagingagement without
considering the social contexts and cultural bamlds of these students. ELLS’
perceptions of what it means to be a reader miier dased on their social contexts and
cultural background. For instance, in Sarroub’&Gtudy on young adolescent
Muslim females, reading the Quo’ran was the moktadliteracy practice, and young
women who were able to recite from the Quo’ran led honor to her family,

regardless of her academic achievement in school.
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By using a sociocultural lens in this proposed gtu@donsidered the ELLS'
backgrounds as | analyzed the data in order taitbesehat ELL reading engagement
entailed. Similar to Rueda et al. (2001), | woulguee that ELL reading engagement
cannot be truly understood without viewing it thgbua sociocultural lens.

Summary

The multifaceted nature of reading engagemeid t@ numerous theories to be
utilized to guide this research. While motivatiottedory is certainly important in
examining ELLs’ individual beliefs and values wrtgard to reading, the idea that
reading is a social and cultural activity must bastdered. Thus, sociocultural theory
should be utilized to consider how social and caltaontexts influence ELL reading
engagement. Furthermore, examinations need torimicted on how ELLS’ primary
Discourse can influence the construction of reaaamtities.

To sum, in this chapter, | discussed the purpasiebackground of the study,
pointing out that this dissertation attends toghp in the field on the reading
engagement of ELLs at the middle school level. Theaviewed the relevant research on
reading engagement and its components, focusipgrircular on the ELL literature and
described a theoretical framework drawing on sadtacal theory and motivational
theory. The focus of Chapter 2 is the methods eyapldor this case study research. In
particular, | provide more information on the datdlection procedures, data sources,
and data analysis which | used for this researcbhapters 3 through 6, | present the
results of this research with a case study on &l student. In Chapter 7, | present a
discussion of a cross-case analysis of readinggemgent across the four focal students.

In Chapter 8, | provide implications for both resdseand practice.
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CHAPTER 2
Methodology

The aim of this dissertation study was to fill tjegos in the reading engagement
literature by conducting a classroom-based, intdepse study on young adolescent
ELLs from diverse ethnic and linguistic backgroundsthis chapter, | first provide an
overview of the research design, and | explain wloase study design is appropriate to
answer the research questions. Second, | descyilositionality as the researcher.
Next, | introduce the setting of the study, botheérms of the school context and
classroom contexts. Fourth, | discuss the diffedat collection procedures utilized in
the study. Lastly, | describe the analytic proceduremployed in order to make sense of
the data.
Research Design

Dyson and Genishi (2005) posited that case stutessed to examine “the
meaning people make of their lives in very paracuwontexts” (p. 9). In the case of this
dissertation research, a case study approach viaediin order to examine four focal
students’ reading engagements in their EnglishSir 8assroom. A case study design is
well suited to address the research questionfii®study as it makes use of multiple
gualitative data collection techniques (Bogdan &l&mn, 1992; Creswell, 2003; Merriam,
1988; Yin, 1989) in order to address the multifadatomponents of reading engagement.
As Yin (1989) argued, the unique strength of a ctisdy over other research methods is
“its ability to deal with a full variety of evideec- documents, artifacts, interviews, and

observations” (p. 20).
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While previous studies that have focused on commisnaf ELLS’ reading
engagement have utilized qualitative methods sachtarviewing (e.g. Cho, Xu, &
Rhodes, 2010; Robinson, 2010), they did not utiigmerous qualitative data collection
methods within a single study in order to provideoéistic description of reading
engagement. Various sources were used in this stugigther data on each of four
components of reading engagement, motivation egfi@knowledge, conceptual
knowledge, and social interaction, which allowedtmeffer a quaternary view of
reading engagement. Table 1 provides an overvieiweoflata sources which helped

answer each of the research questions.
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Table 1

Research Questions and Corresponding Data Sources

1. What 2. What 3. How do 4. What 5. How do
motivates strategic middle conceptual motivation, strategic
middle school  knowledge do school knowledge knowledge,
ELLs to read? middle school ELLs do middle conceptual
What ELLs draw engage in school ELLs knowledge, and
discourages upon when social gain when social interactions
them from reading? interactions reading? interact to make up
reading? around ELLs’ reading
texts? engagement?

Classroom X X X X

Observations

Student X X X X X

interviews

Teacher X X X X

interviews

RAI X X X X

QRI X X

Student X X

artifacts
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One of the strengths of this dissertation resegrcalation to other studies on
ELL reading engagement is that it was conductetiwictual middle school classrooms
with a diverse immigrant population. Thus, thisdstallows an in-depth investigation
into the various factors which influenced ELLS’ de®y engagement. Having a sustained
presence in classrooms also afforded the observatid documentation of situations in
which focal students were engaged with or disengjgen academic reading.

Spradley (1979) indicated that one way of thinkatgut fieldwork in qualitative
research is that rather than researchers studgiogl®, it could be considered that
researchers are “learning from people” (p. 3).dnrection to this idea, the use of a case
study design allowed the focal students the oppdsttio share what factors influenced
their engagement to read in English. By using & sasdy design, | was also in a better
position to describe ELLS’ reading engagement kseolding them on multiple occasions
within their classroom context, engaging them ha@pth interviews and informal
conversations, and collecting student artifacts spaak to their reading engagement
(Merriam, 1988; Yin, 1989).

Positionality of Researcher

Merriam (1988) emphasized the importance of teeaecher’s role in qualitative
research since he or she is the primary instrufegmtata collection and analysis. As
such, in this section, | describe my backgrounbetdorthcoming about how my
experiences may have influenced this research sty a biliterate, bicultural woman
who has had a similar educational experience t&thes in this dissertation study. |
came to the United States when | was five yearsuwldble to speak a word of English. It

was through my experiences in a U.S. public schwaill learned to speak the language,
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and in so doing, | ended up forgetting how to spegknative language, Tagalog. Even
though | was completely fluent in English by thaei| was in fifth -grade, upon moving
to a school in California, | was placed in an E®#issroom, and my classmates were
mostly new immigrants from Mexico. The followingare my family and | returned to
our native country, the Philippines, and | was oagain thrust into a school system
where | needed to learn the language in order tachdemically successful. Learning a
language also means learning a country’s cultudecastoms (Agar, 1996), which |
learned from both my experiences acculturatingnéod.S. as a young child and my re-
adjustment to my native culture and norms as a g@aulolescent in the Philippines.
Thus, my background as a second language leartpeEdhgensitize me to the experiences
of ELLs in schools.

| was also an English teacher in the Philippimégere students learn English as a
second language. While | taught at a school whbraogenous student population in
terms of academic achievement, my students’ reagligggement levels varied greatly.
My own reading engagement has always been faigly,frespecially when given
autonomy in choosing reading materials. As a hatosl English teacher, | wanted to
motivate my students to read English texts beyohdtwhey read for my class and their
other content-area classes. | encouraged my stutteatways bring a text they would
read for pleasure in my class during independading time. However, despite my
prodding, | had a few students who would not bang reading materials, insisting there
were no reading materials that were of interesthéon. This experience prompted me to
pursue a graduate degree in literacy educatior sim@anted to learn more about reading

motivation and engagement to encourage more steitiebbecome engaged readers.
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The topic of this dissertation is the cross-sectibmy experiences as both a
language learner (of English and Filipino) andachker of language learners. | relate
these experiences to be forthcoming about my stiijgcas a researcher. Having
undergone similar experiences as a child and yadotescent, it was difficult at times to
separate my researcher identity from my identitg &sacher, as a former ELL, and as a
bilingual, bicultural individual. These identitiékely influenced the subjectivity which |
have brought to my interpretation of the data lessied throughout this research process.
As Peshkin (1998) argued, “One’s subjectivity kela garment that cannot be removed.
It is insistently present in both the research mmakresearch aspects of our life” (p. 17).
He urged researchers to confront and be conscidihe subjectivity they bring to the
research process. By elaborating on my own backgras a language learner and
English language teacher, | have shared the expesevhich might influence and shape
my interpretations of the reading engagement amdjagement of the focal students.
The School Setting

This study was conducted at Ford Middle School §yMvhich was a seventh-
and-eighth grade suburban school in a Midwestexte sburing the 2011-2012 school
year, the school had a diverse student populabamposed of 522 students. These
students represented 27 countries and numerow® natiguages. Forty-three percent of
students qualified for free or reduced lunch. Adaag to the school’s annual report,
during the 2011-2012 school year, FMS did make Adég Yearly Progress (AYP) in
English language arts and mathematics. However, wiskSnamed a focus school
because there was a wide gap in the scores ofanidgtow achievers across the different

content areas. FMS planned to address these isguéscusing on student engagement,
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using research-based instructional strategiesjgirayadditional support in reading,
establishing professional learning communities agrstaff, providing direct vocabulary
instruction, and implementing positive behaviorgas, and implementing the
Common Core Standards” (FMS Annual Report, 2012) pThe following information
was provided in the school’s annual report aboaistiudents’ performance on the yearly

statewide assessment:

e 72 percent ofu/ﬁI grade students met or exceeded the reading compone
e 59 percent ofﬂ? grade students met or exceeded the writing comyone

e 55 percent ofﬂ? grade students met or exceeded the math component
e 77 percent oft§I grade students met or exceeded the reading compone

e 45 percent oft§I grade students met or exceeded the math comp(pyer2-

3).

FMS is the only middle school in its district. 8&nts at FMS have access to
many resources. One of the distinct advantage$/& 5 its huge library with books and
magazines of various genres that cater to studdiftsient interests. There are also
approximately 25 computers in two areas aroundibnary. Scattered around the library
are tables where groups of students can gathemaetl There are also individual carrels
for students to use to study. Another facility M% is a new two-level auditorium,
which is used for school assemblies and productions

In terms of resources for ELLs, there were two Eflsses, which were taught by

the ESL teacher, Mrs. Blake. She did not have amgpgrofessionals as support
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personnel. Instead, Mrs. Blake relied on commuwitynteers and pre-service teachers
from the local university for additional help inetlESL classroom. One class period was
specifically for seventh-grade ELLs, and it serasda resource room where ELLs can
obtain support for their academics. For newcontérs,was also the class period in
which they received intensive English instructiddnother class period was for both
seventh and eighth-graders. The initial part ofdlass was devoted to academic
vocabulary instruction. Students who were advameeldeir English proficiency and who
were enrolled in a mainstream English class thengaded to the library and used the
rest of the period for academic support. Meanwlkild,s who were still in the early
stages of acquiring English proficiency were preddEnglish instruction through
reading and writing activities.
The Participants

In this section, | first describe the selectiorfaxfal students for this dissertation.
Next, | provide an introduction to each focal stutdef. Table 2). Finally, | provide
background information on the two classroom teachdro were involved in the study.

One of the purposes for this dissertation was ttebanderstand reading
engagement among ELLs. In order for this to beiptesghere needed to be a range of
reading engagement levels among the focal studeotsier to examine the reasons why
some ELLs become engaged readers while otherstdtnrtotal, | had four participants.
| had met two highly engaged readers during a prevstudy | had conducted (Protacio,
2010), and | selected two less engaged readersfivenghe ESL class in the school. As
mentioned in an earlier chapter, an impetus ofdfssertation was to determine if and

how two of my previous participants’ motivations B;md engagement in reading had
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changed upon entering middle school. In my prevaiudy, Jonathan and Nabila had
fairly high reading motivation (Protacio, 2010).daese | wanted to get a range of
engagement levels, | needed to invite studentswére not as engaged with reading to
participate in this research study.

Although there were fourteen total students inE&&. class, my pool of choices
was limited. There was another graduate studentwdsoconducting an intervention
study on vocabulary with a small sample of the shisl in the ESL class. | did not ask
any of her participants to be in my case studyae$ebecause of the time commitment
of both studies.

Based on my initial observations and teacher recengation, | asked Farshad, a
seventh-grader from Afghanistan, and Oliver, amghiggrader from Congo, to be focal
students. | decided to invite Farshad because Beastudent who openly resisted having
to read for Reading Month. | wanted to delve maote his resistance to reading.
Meanwhile, | chose to ask Oliver to participatednese he was a fairly quiet student in
the ESL class. He never took the initiative to iggrate in discussions, and often would
be staring into space during the discussions in &&&s. | wanted to know more about
Oliver and how he might be engaged or disengagé#dreading.

In sum, Nabila, Farshad, and Oliver were my fobtadients in the ESL class, and
Jonathan was my focal student in the seventh-géadésh class. In the section that

follows, | provide background information on eackdl student.

41



Table 2

Overview of Focal Students

Name Grade Years in U.S. Native Countn Native Receiving ESI

Language Services
Farshad 7 6 Afghanistan Farsi Yes
Jonathan 7 4 China Mandarin No
Nabile 8 6 Afghanistan Dari Yes
Oliver 8 8 Congo French Yes

Student participants

Jonathan. Jonathan was a seventh-grader who was originalhg China. He
arrived in the United States in 2008 when his fgmibved to the country so his father
could be a visiting scholar in the engineering depant of a large state university. His
mother, who worked as an accountant in China, beaastay-at-home mother, devoting
most of her time to taking care of Jonathan. lirtbecond year in the U.S., Jonathan’s
mother became pregnant with another son.

When Jonathan first came to the U.S., he knew Mgy English although he was
already literate in Chinese. | first met Jonathathe spring of 2010 when he was in
fifth-grade and he agreed to participate in my ficam study on ELLS’ reading
motivation. When it was time for me to choose fastablents, the ESL teacher
recommended Jonathan since she said he had mastargid) progress with his English
language proficiency. At this time, Jonathan’s &maglish speaking abilities were well
developed, but he spoke with a thick Chinese accent

In the beginning of 2012, when | encountered Jwarats a seventh-grader, he

had grown approximately half a foot since | had $&®n him and he now towered over
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me. Aside from his physical growth spurt, there wamticeable change in his speech as
his thick Chinese accent was almost non-existé¢hoagih there were traces here and
there.

Nabila. The next focal student is Nabila, an eighth-gradeose family was
originally from Afghanistan. Her family left Afgh#@tan because of the conflict in their
native country and moved to Pakistan, where Nabithher youngest brother were born.
Although Nabila’s family lived in Pakistan, theydid in an Afghan community and,
thus, Nabila and her siblings were exposed to Afghdture and norms. When Nabila
was eight years old, she and her family came t@Jt&e, except for her father, who
remained in Pakistan. Her mother was granted g@eefwisa and was allowed to bring all
six of her children. Nabila mentioned the primaggison that her family relocated to the
U.S. was so she and her siblings could have arlettecation. The importance of a good
education was instilled in Nabila. She was veryocewned with how well she did in
school, and she took full advantage of the helpreft in her ESL classroom.

When | first met Nabila in the spring of 2010, st&s in the sixth-grade. After
she participated in the survey portion of my eamrgsearch study (Protacio, 2010), |
chose Nabila to serve as one of the focal studentbe interview portion of that study
based on the ESL teacher’'s recommendation. Dun@dst interview, Nabila was
initially very timid, but she was still able to @dlate her thoughts on what motivated her
to read in English. In the second interview, shen@al up more and was very enthusiastic
about explaining the different factors which afezther reading motivation. In fact, out
of the six ELLs I interviewed for the practicum @y Nabila was one of the most

motivated to read.
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When | started the dissertation research two \lages, | saw that Nabila had
morphed into a young woman. She had grown apprdrigéour or five inches. She also
continued to wear the traditionaijab (head scarf) that Muslim women wear, wearing a
different one everyday that complemented her oduifitlass, Nabila was often very quiet
in whole group discussions, but she was very oatpand talkative in small group
settings.

Oliver. Oliver was a 13-year-old eighth-grader, who wagioally from the
Democratic Republic of Congo. He came to the Un8&ates with his single mother and
older brother, and his father had no involvemerttiglife. Oliver was only five years old
when he came to the US, and he remembered littesdfme in Congo. When | asked
about his experiences in his native country, Olsierply remembered that he “jumped in
puddles a lot.” Oliver was still fluent in his natilanguage, French, which was the
language spoken at home although he was not ktardrench. Oliver was also fluent in
English, although he did have a tendency to murabteoften needed to be asked to
speak louder and more clearly.

In terms of classroom patrticipation, Oliver wasslyequiet. He did not participate
in class discussions very often, and he offerevarssonly when the teacher called on
him. As | got to know Oliver throughout the datdlection process, | found that his
passion was science, and anything related spdbjiftogphysics. Unfortunately,
however, his teachers did not know of this interest

Farshad. The final focal student is Farshad, who was a d8-pld seventh-
grader originally from Afghanistan. When he wasywsoung, his family moved to

Russia to escape the conflict in his country. ldimify, except for his father, moved to

44



the U.S. when he was eight or nine years old. Barstent to school in Russia for first
and second grade, and he did not learn any Entijesle. Thus, his initial exposure to the
English language was when he entered the thirdegrad U.S. public school. Farshad
recalled that he did not have any problems learkimglish and learned how to read in
English fairly quickly.

Out of the four focal students, Farshad was the @me who was placed
exclusively in the ESL class. Even though Nabild @hver were in the sixth-period
ESL class, they attended it for academic vocabu&sgons and homework support. They
were in a separate grade-level mainstream Englss.cFarshad was adamant that he
should not be in ESL class and did not know whwhse placed there. According to the
ESL teacher, even though Farshad was a fluent fingpeaker, he was placed in the
ESL class because he needed additional suppors @tédemic English skills.
Teacher Participants

Mrs. Blake has been an ESL teacher for twelve yal#lnsugh she has been
teaching for over twenty years. Besides ESL, Miak& has also taught Spanish and
English for mainstream students. At the time of 8tudy, Mrs. Blake served as the ESL
teacher for both the district's middle school aimghrschool. In the morning, she taught
ESL classes at the high school, and at noon she dooFMS where she taught three
periods of ESL classes. Although she taught at baltiools, Mrs. Blake acknowledged
that FMS was her “home base” and that this wastheol with which she was more
involved.

In fact, Mrs. Blake spearheaded a school-wide valea initiative during the

2011-2012 school year. The vocabulary initiativeoined several components. Each
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morning the school principal would announce thednafrthe day, which was typically

an academic vocabulary word. Classroom teachers thhen supposed to use the word of
the day in their lessons to show how these acadenc@bulary words could be used in
different content areas. Powerpoint slides weneted and posted in each classroom so
that students could conveniently refer to thesedaoastly, lunch signs were created
that used the word of the day in a sentence oralihher nutritional topic. Mrs. Blake
focused extensively on academic vocabulary withBfr students, and thus, she was
asked by the principal to choose the focus wordshi® vocabulary initiative and create
the lunch signs.

Mrs. Blake was an avid reader, and this was appardrer classroom. Even
though the ESL classroom was right beside the ddifwary, Mrs. Blake had an
extensive classroom library. She had a book disfaal especially made for her
classroom to accommodate her many books. Her olasslibrary included books of
various topics and fictional genres, although tiveeee minimal informational texts.
Students were allowed to borrow books from hersttz@m library. Most students took
advantage of this on Fridays during Drop Everyttang Read time if they did not bring
their own reading materials. Aside from leisurediag materials, Mrs. Blake also kept
copies of the content-area textbooks in her classrso volunteer tutors could more
effectively and efficiently help the ESL studentshatheir assignments and projects.

The decorations in Mrs. Blake’s classroom alsoquigd a classroom
environment which celebrated diversity. Her classtaloor had the wordelcomeand
hello printed in many languages. Pictures of studeots fner ESL classes for the past 12

years were posted near the classroom entrancen©afdhe walls, she had displayed a
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world map with pictures of her current ESL studdygside it. There were strings
connecting each student’s picture to their natmentry on the map. Lastly, at the very
back of the classroom, Mrs. Blake displayed eagtiesit’s coat of arms as well as an
introduction to each student. Having all of thespldyed created an inviting classroom
atmosphere. It also made it easier for the numepoerservice teachers and community
volunteers to get to know some background inforomatin the ESL students.

Mrs. Blake taught three periods at FMS. The fiestqd that Mrs. Blake taught
was called REACH, which was a 30-minute period Whi@as similar to a study hall.
During this time, Mrs. Blake typically had the eilgtgrade ESL students in her
classroom working on their various assignments wesd@lays through Thursdays. Every
Monday, REACH period was devoted to vocabulary /thle school’'s Drop Everything
and Read time was held every Friday.

The fifth period was when the seventh-grade EStesits came to get more
support for their academics. At the beginning ef semester, there were six students in
the class. All of these students were Muslim stigldyut they were from different native
countries (Afghanistan, Iraq, Libya, and Saudi Aaabin mid-May, a Korean student
joined the seventh-grade class. There were no vgrolgo interactions during fifth-
period. Mrs. Blake determined what the studentsieg@@o accomplish, and she asked the
pre-service teachers to help the more advanceeésisidither individually or in pairs,
while she worked with the newcomers on their Efgligeaking skills.

The sixth period was a combination of seventh-aghtle-graders. The students
who were in Mrs. Blake’s fifth-period stayed on the sixth-period. Seven eighth-grade

students joined the ESL class for sixth-period. fitagority of the ESL students were
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Muslim. In the sixth-period, the female studenteagally interacted with one another
while the males talked to one another. There wag litde gender interaction, which is
not permitted according to Muslim customs (Sarr@@i)5; Zine, 2001).

The first twenty minutes of sixth-period were alwsalevoted to vocabulary
words. Each day, Mrs. Blake would teach studemscabulary word, which was in
addition to the vocabulary word that was taughttigh the school wide vocabulary
initiative. She would discuss the meaning of thediand provide examples of how the
word is used. She would then present two senterwepis that utilized the vocabulary
word and would call on students to complete thes¢esices. Finally, students would
work in pairs on two other sentence prompts whike and the pre-service teachers would
listen. Students then provided examples of thespoases to the whole class. After the
vocabulary lesson, five of the eighth-grade ESldshts, Nabila and Oliver among them,
were allowed to leave and proceed to the librahesk five students were all enrolled in
a mainstream English class. Meanwhile, the othetestts, Farshad included, stayed in
Mrs. Blake’s ESL class for structured English lesstocused on reading and writing.

While | spent majority of my observation time in $4Blake’s classroom since
three of the four focal students were there, | alsserved in Ms. Costa’s seventh-grade
English class in order to collect data on Jonatfiaie.2011-2012 school year was Ms.
Costa’s first with her own classroom. In fact, slagl a part time contract and only
taught two classes of seventh-grade English. Msta&Cgraduated from the teacher
preparation program of a small liberal arts colledere she majored in secondary
education with an English major and a psychologyaniMs. Costa completed her

degree in 2010, but was unable to immediately &ntdaching position. Thus, she
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accepted a long-term substitute position in a sadouschool district where she taught
AP Psychology at a high school. Ms. Costa accegpiegart-time position at FMS to
increase her chances of being hired when a fuk-fpmsition became available.

Ms. Costa’s classroom was a little sparse with ga@ms. On one side of the
wall, she had posted the Powerpoint slides withatbeds from the school-wide
vocabulary initiative. There was a section towdlasfront of the classroom where Ms.
Costa placed posters of athletic teams of the lacadersity. Towards the back of the
room, Ms. Costa had some posters with quotes. Bheotl yet have a classroom library,
but she had started to collect books for her otwratiy.

Ms. Costa’s teaching style mainly consisted ofuezs and recitations. There was
very little discussion among the students. A tyblesson included Ms. Costa reading
aloud, calling on students to read aloud, and gsffuestions based on what was read.
She also typically had sheets that students coewplehile they were reading to help
them focus on the main ideas of the text. Eachwaiild typically conclude with one or
two videos being shown. For instance, the severdtdeys completed a unit on the
Titanic, and the culminating activity was viewinglacumentary on this topic. As
another example, the class read the short storg Mbnsters are Due on Maple Street.”
The class spent three days reading the short atougl. Afterwards, they watched two
versions of videos that were based on the shag.9fime video was from the 1960s and
one was from the 2000s. The students then hadite afcompare and contrast” essay
on the two videos. It must be noted, however, thaty of Ms. Costa’s lessons were
patterned after those of her mentor. When she Wiasta create her own unit on

mythology, she was able to provide more opportesitor students to express their
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creativity as she allowed her students to creatsuml representation of their
mythological character for their class presentatarrextra credit.

One of Ms. Costa’s strengths was building relathgps with her students.
Students were allowed to sign up to have lunch hahin the classroom. She also
allowed independent work time, and during thesesishe was always available to
answer questions. During these classroom evemtis thas typically a line of students
who wanted to obtain her feedback, which indicaled students felt comfortable with
her. Nevertheless, Ms. Costa’s status as a newwdéea@s apparent in her reflections
about teaching. Ms. Costa acknowledged that whemsls in front of the class teaching,
she was more preoccupied with what she was goisgyaather than focusing on the
students.

In this section, | introduced and described theéigpants of this case study
research. In the following sections, | describerthdtiple methods and various data
sources that were utilized for this dissertation.

Data Collection

| collected data from January 2012 to June 20Tichwvas the entire second
semester of the school year. | spent most of mg tmiwo classrooms, Mrs. Blake’s
ESL classroom and Ms. Costa’s seventh grade Englisisroom. | spent the first three
months as a participant observer in Mrs. Blake’s El&ssroom. | used this time to
establish rapport with the students in the classmake initial observations about
students’ engagement with learning English andinggalctivities. It was also during this

time that | started to think about whom else | vabatk to participate in the study.
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At the beginning of April, | started to gather @dhal pieces of data. These
included interviews, classroom observations, studdifacts, informal reading
inventories, and reading activity inventories (Baga& Biklen, 1992; Dyson & Genishi,
2005; Merriam, 1988; Yin, 1989). Because readingggiement is multifaceted and
includes four different components, it was necegs&arme to employ various data
collection techniques so there would be a divees®kdata sources. Each of these data
sources provides data for at least one of the mgaglhgagement components. In the
following section, | describe the different dataisies of this dissertation.

Observations.| observed the focal students two to four timegeak in their
ESL/English class. In Ms. Costa’s class, | was prilm an observer. There were a few
instances when students had work sessions atlioelddrary, and | was able to roam
and engage in conversations with the students.rdibe, in observing Jonathan, | took
on the role of a full observer, writing descriptiield notes about classroom events
(Emerson, Fretz, & Shaw, 1995). In these field sptéocused specifically on Jonathan’s
participation in and reaction to classroom discussiand tasks.

In Mrs. Blake’s classroom, | was a participanterver. From early on, Mrs.
Blake encouraged my participation in small groupriactions with the ELLs in her
classroom. | was able to provide additional supmostudents. In the initial months, |
was alternating the students with whom | was wagkmorder to establish rapport with
them so that | could decide whom else to invitpddicipate. In the latter part of the data
collection period, | spent most of my time workwgh Farshad during fifth period and

with Nabila during sixth period. Oliver kindly deoéd any help that | offered to him
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during sixth period, and there were no sessionghich | was able to help him with any
of his assignments or projects.

During the data collection period, | noted thaad very little evidence of
Oliver’s participation in Mrs. Blake’s classroomwanted to determine whether or not
this was Oliver’s standard level of classroom ggstition. Oliver was in Mrs. Blake’s
ESL class, but he was also enrolled in a regulgtifimclass. | asked permission from
Oliver’s English teacher, Mr. Kilian, if | could sbrve Oliver in his classroom, and Mr.
Kilian agreed. | was a full observer in Mr. Kiliantlassroom on two occasions.

While | also wrote field notes in Mrs. Blake’s stsoom, these did not contain as
much detail as those written in Ms. Costa’s clamsroYin (1989) noted the disadvantage
of being a participant-observer: “The participabserver may not have sufficient time to
take notes or to raise questions about events diifierent perspectives, as a good
observer might” (p. 94). In all of the observationdrs. Blake’s and Mr. Kilian’s
classrooms, | focused primarily on focal studentsitributions during discussions
around texts, their non-verbal cues during clagaroosmall group discussions around
classroom texts, and their behavior during indepahdork time when they were
responding to or producing texts.

Interviews. Interviews allow researchers to explore topicgreater detail and
expound on themes emerging from ongoing data ¢mle¢Fontana & Frey, 2000;
Seidman, 2006; Spradley, 1979). | conducted foom-structured interviews with each
of the focal students. | chose to conduct a sémctired interview for two reasons.
First, compared to a structured interview, a semietured format allows for more

flexibility for the researcher to delve deeply inépics brought up the interviewees,
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which may not be included in the interview protofedntana & Frey, 2000). Semi-
structured interviews also provided a greater ofpmaty to uncover factors which were
personally significant to the focal students regagdheir reading engagement. On the
other hand, the presence of prepared questionseehthat topics discussed in these
interviews were likely to directly answer the idéetl research questions (see
Appendices A through C for initial interview protus).

In order to prepare for each succeeding intervieeyiewed the prior interview. |
included follow-up questions that were meant teitgladeas or probe for more
information based on the preceding interviews.ddit@on, | included questions from the
initial interviews in the succeeding interviews &éad®n Spradley’s (1979) assertion that
interviewees need to have multiple opportunitiesegpond to the same question. His
rationale was that when asked the same questiomgddifferent interviews, it is more
likely that interviewees will provide all possillgormation on a topic. Questions in the
succeeding interviews were also based on classobs@rvations. Doing so ensured that
the participants had opportunities to voice th@mndhinking or rationales rather than
relying merely on my interpretations of what | halmserved in the classroom (Eder &
Fingerson, 2002). In addition, this also addressedssue of the sparse field notes as a
participant observer in Mrs. Blake’s classroom sihwas able to gather information
about classroom activities through interviews.

Interviews with the focal students provided datadll five research questions,
however many of the prepared questions were crédtéarget the components of

motivation and social interactions. Other data sesirsuch as the Qualitative Reading
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Inventory, the Reading Activity Inventory, and statl samples provided detailed
information about the other reading engagement comeipis.

Aside from obtaining information about focal stnt reading engagement, |
also wanted to obtain background information alsaeh of the focal students. | had
different initial interview protocols for the focatudents who were part of my practicum
research (Nabila and Jonathan) and those who vesvdatal students (Oliver and
Farshad). In interviews with Farshad and Oliverhtained information about family
background and initial experiences in the U.S.iarnd.S. schools. For interviews with
focal students who had participated in my practicasearch, | asked them about their
experiences in middle school. | also asked NalmithJonathan about the changes, if any,
in their reading motivation and their participationsocial interactions around reading
since | had last interviewed them in 2010.

| also interviewed teacher participants. The oagplan was to interview each
teacher four times during the study. My intent waask the teachers questions about
their perceptions of the focal students’ motivasiotieir observations of students during
social interactions, students’ use of strategioledge, and their observations of focal
students’ ability to construct meaning from textewever, | was able to formally
interview Mrs. Blake only once. After the first @mview, Mrs. Blake informed me she
did not think she could give me much informatiogaeling students’ reading
engagement since her focus was more on languagesdica. Although we only had
one formal interview, Mrs. Blake and | regularlypdefed before and after my
observations. She was able to provide valuabledradkd information about the focal

students and their families.
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Meanwhile, | conducted three formal interviewshails. Costa. Through these
interviews, | gathered background information on Kesta’s teaching experience. Most
of the interviews were spent obtaining informatadpout Ms. Costa’s observations of
Jonathan’s performance in her English class. Weesgent time discussing Ms. Costa’s
rationale for certain instructional activities bdse questions | noted in my field notes
about classroom observations.

Reading Activity Inventory. The focal students completed Reading Activity
Inventories (RAI) during the study (see AppendixdDa copy of the assessment). All of
the focal students completed three RAIs, excepOtorer, who only returned two. The
RAIl is adapted from Wigfield and Guthrie’s (199T)dy wherein they studied the
relationship of reading motivation to the amound &neadth of reading students
completed. In the RAI, students were asked whethaot they had read a book from a
particular genre in the past two weeks. If theypoesled affirmatively, they were asked
to supply the title of the text they read. Eacldent was then asked to indicate how often
he or she would read that kind of book with respsren a 1 to 4 scale indicatialgnost
neverto almost every day.

Because the original RAI was administered to elgarg students, | made some
modifications to the assessment to make it mortalsiei for middle school respondents.
First, | changed the practice question. The origiju@stion asked, “Do you have a name?
If yes, write your first name.” To make it more ag@propriate and interesting for middle
school students, | changed this to “Do you wattévision? If yes, write the title of your
favorite television show.” | also made modificataio the genres of texts that were

included in the assessment to include genres thyttimterest middle school students.
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Specifically, | added questions about magazinesesiacent work has shown that this is
a genre that middle school students are motivatedad (Gabriel, Allington, & Billen,
2011). | added a question about reading electrtenits since the original RAI included
only questions on traditional texts. | also incld@equestion asking students whether or
not they read any texts in their native languages.

The original RAI asked students to provide thekotite, author, and topic of
each book. In the adaptation used for this studgded sections wherein students were
to provide the main idea of the texts they had @eatiother comments about the texts.
By asking students to supply the main idea of éxést | was able to obtain some
measure of students’ conceptual knowledge ancegiaknowledge. In other words,
adding this piece allowed me to determine if thuelehts were able to remember main
ideas of texts they read and if they were ableitorearize texts they had read.

The RAl is an artifact that | used to supplemetadbtained from interviews and
observations. The purpose for using the RAI wdsatee a measure of the kinds of genres
that the students were reading. However, it didpmovide as much information as | had
hoped since the focal students did not spend mohdompleting the RAIs.

Student artifacts. As a way to get information about students’ abildyconstruct
meaning from texts, | obtained samples of paperddbal students had submitted for
their English or ESL class. Most of the samples tiadtained were from Nabila,
Jonathan, and Farshad. While | requested samples@liver, he did not provide any
writing samples. The writing samples provided by three focal students supplemented
the information | gathered through interviews abwabat they had learned through

completing various writing assignments in their ESTgESL class.
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| was also able to obtain the reading logs thdiildaFarshad, and Oliver had
submitted to Mrs. Blake for Reading Month. Compigtthe reading logs was a
requirement in Mrs. Blake’s ESL class for the maooitMarch. These readings logs
provided substantial information on a number ohargl) the frequency in which the
focal students read during reading month, (2) ypeg of texts students read, and (3)
students’ comprehension of what they read.

Qualitative Reading Inventory-5.In order to obtain information about students’
strategic knowledge and comprehension abiliti@slnhinistered the Qualitative Reading
Inventory-5 (QRI-5; Leslie & Caldwell, 2011) to tifiecal students. | realize that a
shortcoming of using an informal reading inventsugh as the QRI-5 is that the
experience may not be authentic in terms of thdkof texts that students are reading;
nevertheless, data obtained from this assessmesgmted a heuristic perspective on
what the students knew in terms of strategic kndgee | selected the QRI-5 because an
earlier edition had been found to be the mostlidiand valid among informal reading
inventories (Spector, 2005). The QRI-5 is a levahstrument wherein a decoding
assessment in the form of graded word lists i &idsninistered. Based on the results
from the word list, appropriate comprehension pgassare administered at the students’
instructional levels, as determined by their decegdikills. In addition, there is a think-
aloud component to this assessment. Starting weisisges at the sixth-grade level, there
are specific areas at which students have to siaqbimg and think aloud. In my previous
research (Protacio, 2010), focal students desctid perceived competence in reading
in English, but | had no data on their actual regdibilities. By administering the QRI-5,

| was able to collect assessment data that enafded better describe the
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comprehension strategies that focal students waptoging while they were reading in
English.

Based on the results of the word lists, | deteeatithat Nabila and Jonathan
should read passages at the upper middle schadlMdwle Oliver and Farshad’s
instructional level in terms of word recognitions\sixth grade; thus, Oliver and Farshad
read passages at the sixth grade level. Four Rkasents were administered to each
focal student, with each of them reading two naregbassages and two expository
passages. The rationale for the different genrésaistheir comprehension levels might
vary between genres (Duke, Caughlan, Juzwik, & MaR012; Duke & Roberts, 2010).
The students were given a choice of narrative apo®tory passages they could read to
ensure some levels of interest in the topics. édgke students to read the passages
silently since my focus on this assessment wasgathinformation about students’
strategy use and comprehension and not their degadifluency abilities.

In case the focal students were not familiar whihking-aloud, | first modeled
how to think aloud before administering the assesgrno the students. The QRI-5
contained a sample passage and a script fortlhesmodeling of the think-aloud was
uniform across all focal students. In additionte think-aloud portion, the focal students
were asked to respond to comprehension questitersrafding each passage. One of the
advantages of the QRI-5 is that it asks studentsy@ination of questions which require
implicit or explicit answers. In other words, th&E6 comprehension questions go
beyond simply asking literal recall items. If statkehad incorrect responses after all the
comprehension questions had been asked, they \weretpe opportunity to look back at

the texts and attempt to correct any of the wramgyvers they had initially provided.

58



Data Analysis

Data analysis was concurrent with data collectiduring the data collection
period, | reviewed the data | had already colletteldelp focus my attention on emerging
patterns that | was observing or that continuesltdace in interviews. As previously
indicated, | reviewed interviews immediately, takimote of ideas that | needed to revisit
in succeeding interviews. | also reviewed fieldasoprior to each interview so that |
could identify classroom events that | wanted sxdss during each semi-structured
interview.

A combination of provisional coding and open codives applied to the field
notes and interview and think-aloud transcriptstivprovisional coding, qualitative
researchers establish a predetermined list of codesto fieldwork (Miles &

Huberman, 1994). Because of my previous researdlLans’ reading motivation and my
examination of the available literature on readdngagement, | had developed a list of
provisional codes (cf. Table 3). However, the diEprovisional codes was not exhaustive
enough to represent all the data collected. Asaltd also used initial coding to make
new codes for ideas that were observed in the @ietaised in interviews that were not
included in the list of provisional codes. Exansgpdd initial codes includedompliance
andbook characteristicfor motivation,visualizingandevaluatingfor strategic
knowledge, andsolationandrecommendationfor social interactions. Since there were
no provisional codes for constructing meaning ftemnts, all codes related to this
component were done through initial coding. Examptiinitial codes for this category

includedifficulties in understanding, mythologgndlearning about disabilities.
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Table 3

List of Provisional Codes

Reading Engagement
Component

First Level Codes Second Level Codes

Motivation

Strategic knowledge

Conceptual knowledge

Social interaction

Instrumental motivation
Integrative motivation
Perceived competence
Access to texts

Family influence
Strategy use Clarifying unknown vocabulary
Monitoring comprehension
Making inferences
Questioning

Summarizing

Transfer of strategic
knowledge

Translation from one
language to another

Explanation of importanc
of strategy use

Group membership
Support for reading
Book discussion

The coding scheme used for the data analysis iadlsdveral levels. The first

level of coding is based on the reading engagesmwmnponent. The second level of

coding provides a more specific description ofdbserved behavior to be coded.
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Strategic knowledge was the only reading engageownponent which had three levels
of coding. For the second level codesthitegy usgl identified which strategy the reader
was using as the third level code. In the thinksdltranscripts, all of the first level codes
were strategic knowledge, the second level codes steategy use, and the third level
codes indicated what strategy the focal studerd udgle thinking aloud. The only
exceptions to this were Farshad and Oliver’s thalduds, and | created the initial codes
of misunderstood meaniranddistractedfor portions of their think-aloud transcripts.

In order to keep track of the codes, | develope&arel codebook. | listed the
codes for each interview and each think-aloud tapsand took note of the document
and page in which it was located. There were séaérantages of creating a codebook.
First, it helped me look quantitatively at the pioent codes in the data corpus thereby
making it easier to see patterns and themes basttkdrequency of codes. Second, it
allowed me to see and ponder if there were cogateded to be merged, deleted,
added or refined. Last, | could sort the codebaodtifferent ways; this allowed me to
examine different patterns within the various catezs.

Throughout the data analysis process, | wrote &inatyemos, which enabled me
to relate the data to theory throughout this pre¢btiles & Huberman, 1994; Strauss &
Corbin, 1990). Writing these analytical memos alowed me to distance myself from
the data itself and instead reflect on the thetasltwas noticing through the data
collection process. For example, | wrote memosraiidhe influence of the Muslim
religion on Nabila’s reading engagement.

Finally, when | selected themes on which to foarsehch focal student, | utilized

triangulation to ensure that these themes wereastgrpby multiple sources of data.
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Stake (2008) described triangulation as “repet#tidata gathering and critical review of
what is being said” (p. 34). According to Stake;heamportant finding should have at
least three confirmations or assurances that irg&fions are supported by data
gathered. Hence, | used multiple data sources (etgrviews, field notes, student
artifacts) to support the findings of each case.

To sum, in this chapter, | provided a rationalevitwy a case study would be the
most appropriate research design for the researestigns. Next, | was forthcoming
about my positionality as a researcher. Thirdtroiduced and described the participants
of the study. Fourth, | provided extensive detaiishow and what types of data were
collected for this dissertation and how they weathgred. Lastly, | explained the data
analysis process.

In the four chapters that follow, | focus on eagbdl student and describe his or
her reading engagement in-depth. | note that elackest’s reading engagement is
influenced by different factors. In the followinbapters, each focal student’s story of

reading engagement unfolds.
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CHAPTER 3
A Portrait of a Seemingly Engaged Reader: A Case &dy of a
Seventh-Grade Chinese ELL

Under the reading engagement perspective, an etigagder is an individual
who is motivated to read, uses comprehension giestevhile reading, makes meaning
from reading, and participates in social interacdiaround reading (Guthrie & Wigfield,
2000). Theoretically, each of these componentkerréading engagement perspective
interacts with and influences an individual's rempachievement (Guthrie, Wigfield, &
You, 2012).

In this chapter, | discuss the experiences of Jamata seventh-grade ELL
originally from China. At first glance, Jonatharesgngly meets all the requirements of
an engaged reader. However, a close examinatithreafata illuminates some
problematic areas with Jonathan’s reading engagembkas, | argue that even when all
of the reading engagement components are seensatibfied, there are still areas in
students’ reading behaviors on which improvemeatshe made. In what follows, |
examine Jonathan’s reading engagement with botteatia texts and texts he reads for
pleasure. At the same time, | consider how Jon&tewolving sense of identity
influences his reading engagement.

Two specific factors are integral to Jonathan’slieg engagement. First, his
motivation to read academic texts is driven by mltant mindset in order to obtain
high grades in school. Jonathan’s high grades ddipe have a higher status among his
American friends as he helped them with their acade On the other hand, this led to

the second problematic area of Jonathan’s readigggement: his friends placed a lower
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value on academics, hence Jonathan did not patcip meaningful social interactions
around reading. Although there were many positsfeats about Jonathan’s engagement
as a reader, attention needs to be given to thas&ttors to ensure Jonathan’s
continuity as an engaged reader as he progressegthsecondary school.

Because this study is framed by sociocultural thebrs impossible to examine
Jonathan’s reading engagement without considen@gaontinuing development of his
bilingual and bicultural identity as a middle schBaL. | use Kanno's (2003) definition
of bilingual and bicultural identity, “where bilingl individuals position themselves
between two languages and two (or more) cultured haw they incorporate these
languages and cultures into their sense of howdhe¥/(p. 3). In particular, young
adolescents at the middle school level are consli@xploring their identity and
determining where and how they fit within diverseial groups (Walqui et al., 2010).
These ideas are certainly applicable to Jonatl@ase because he navigated how to
position himself as a Chinese student in an Amarméblic school, trying to fit in and
become more American, thereby disassociating hirffreeh his Chinese identity. The
development of a bilingual and bicultural identgyparticularly important in Jonathan’s
case because it impacted the quality of the sotialactions in which he participated
with his peers. Specifics about his reading engaggncoupled with his bilingual and
bicultural identity struggle, are what | presenthrs chapter.

Getting to Know Jonathan

When | first met Jonathan two years ago, he wathagrader who was slowly

becoming a reader. When his family initially aravieom China to the United States, his

parents required him to read for at least 30 mmaeteery day. Initially, Jonathan resisted
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and said he “really hated reading” (Protacio, 20¥%hile Jonathan was completing his
required reading, he realized reading was actegljgyable. As he continued to find
more books that met his interests, his readingvattin levels increased. Another
plausible explanation for Jonathan’s increasedingathotivation was his instrumental
motivation. He noted reading was a way for himdatmue to improve his English skills
and learn new vocabulary. In addition, he parti@dan book discussions, particularly
with his American peers (Protacio, 2010). As afttader, Jonathan was motivated to
read texts that interested him and ones on whiatohkl participate in social interactions
with his American peers.

An impetus for this dissertation study was to exawhether Jonathan was able
to sustain his high level of reading motivatiorhastransitioned into middle school.
Previous studies have documented a decline instsideading engagement when they
enter middle school (e.g., Kelly & Decker, 2009;r&lin & Schlackman, 2006). In this
chapter, | discuss how Jonathan’s engagementaseath grader has not declined,
although his motivations to read and participatiosocial interactions in particular are
now different compared to when he was a fifth grade
Adjusting to Middle School Life

Jonathan adjusted very well to middle school. &g mold of a “model
minority” in that he was an Asian student with glhacademic performance (Sue &
Okazaki, 1990). Jonathan arrived to the UnitedeStat 2008, unable to speak English.
In four years, Jonathan was able to overcome Istgubarriers and succeed in the U.S.
public school context. In addition, Jonathan adidstell socially. He was part of a solid

group of American friends. The one area in whichalban struggled was acculturation.
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He wanted to fully integrate himself into the Anwam culture; he did not want to remain
as the perpetual foreigner (Zhou, 2009). Jonatheswery concerned about his peers’
perceptions of him, and he constantly strived to ¢fae acceptance of his American
peers.

At FMS, Jonathan was in all mainstream classesuseche was exited from the
ESL program after the sixth grade. His English heacMs. Costa, did not even know
that he was an ELL and assumed he had been bomaiged in the U.S. This is
indicative of the drastic progress Jonathan made s English speaking skills in four
years.

Jonathan enjoyed the middle school setting, paatilsuthe increased level of
independence given to students. He appreciated brated like a high school or
college student rather than being treated likeild.cim terms of academics, Jonathan was
performing very well and was a straight-A stud&imilar to Rubinstein-Avila’s
(2003/2004) and Sturtevant and Kim’s (2010) findingonathan was motivated in
middle school because he was able to see the nele\ad what he was learning to his
career goal of being an engineer:

Middle school compared to elementary is a lot nu@eper, | guess. You study

things more deeper and it gives you more routgaess. It shows you all sides of

the road so | have more roads to choose.

As indicated in this quote, Jonathan understoodaqpdeciated the depth with
which he was able to study concepts in middle schogarticular, he performed well in
his math class, which was highly relevant to hgrasion of becoming an engineer. His

other goal would be related to business managermect), as managing an engineering
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firm. Jonathan also shared that his parents haibsioareer plans for him. For instance,
Jonathan’s mother signed him up for golf lessoasathan explained that if his family
was to return to China and if he were to be a agtking Chinese business executive in
the future, he would need to know how to play galthis was the sport that was played
by such business executives. This example illletrdtat Jonathan’s parents were very
deliberate in ensuring that the activities in whicmathan partook were preparing him
for his eventual career.

Aside from being committed to his academics, Jarathas also extremely
involved with extracurricular activities. Despiteibg only a seventh grader, he was
chosen to be one of 10 members of the school’sderobeadership Club. He also played
clarinet in the school band. Because he toweredmwst of his peers with his 6’1"
frame, he also served as the center on the scHudleetball team.

Despite being well adjusted to the middle schotlrgg Jonathan admitted that it
was, at times, very stressful. Although studengésgaren more independence on some
matters, when it came to their academics, teashers stricter compared to elementary
school. Jonathan provided some insight into theeeing pressure that he felt as a
middle school student:

Selena: So what don’t you like about middle school?

Jonathan: The break times, | guess. Every time elfiss I'm so nervous about

getting to class, | don’t have much time to relaguess I'm so tensed up every

day that when | get home | feel so exhausted aead that doing my homework is

a nightmare for me.

Selena: Tell me more about that.
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Jonathan: Well, | guess I'm exhausted every daysed’'m so scared that I'm
gonna get a tardy. I'm so scared I'm not gonnatcafrin class. I'm so scared |
forgot a homework that when | get home | was [ik&h, finally,” and | wanna go
to sleep. But then | got a bunch of things to do aneed to do the chores and do
all that. | can feel the pressure getting harden telementary, | guess.

Even though there was pressure that perhaps Wwareimt to the school structure,
for Jonathan this pressure was magnified becausahed to excel in school. Whereas
others might take on a happy-go-lucky stance wheame to their academic
performance, Jonathan wanted to do well and, casgly, he experienced a great deal
of stress. However, not all students might percengdle school as being as intense as
Jonathan did. For example, Jonathan notedof't get tardies but other people do; they
don't really seem to care. | care a lot about'tidhough Jonathan was able to keep up
with everything that he needed to do for his clasg¢ook a toll on him and he was very
stressed out. | shared with Jonathan in one oimverviews that | thought he was
focused and attentive based on my classroom olig@rsaf him. He replied, “I try to
make as much effort and focus as | can at [Ms.&@std what she’s reading 'cause |
don’t wanna fall behind. | guess | don’t wanna.fdil is plausible Jonathan’s anxiety
came from both a fear of failure and a desire twsed.

Despite his concern with academics, Jonatharhstilltime to socialize. As |
observed in his classroom, he would regularly dzeiavith four male students; three of
them were Caucasian and one was a biracial studtemathan admitted he did not have
many Chinese friends and his good friends were Araer When | asked him why he

had only American friends, he provided the follogviresponse:
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Compare if it's like 300 in the school, [then] teargonna be like 260 people

that's American and 40 people that's from anotbenty. And out of that 40

probably only 20, 18, [or] 17 is Chinese so | dbwiave much people to talk to. So

| kinda, even though I'm not forced, there's likeravisible force that pushes me
to the American side 'cause | have to.

Jonathan used the idea of proportions to explay e had more American
friends compared to Chinese friends. The invisibtee that he mentioned was the lower
number of minority students at FMS. Jonathan wae@wout of the ESL program when
he entered middle school, and his classes wenreaatistream ones. Because of this, he
did not have many opportunities to engage in itevas specifically with other ELLSs. It
also did not seem as though Jonathan sought ow@portunities to interact with current
or former ELLs.

For the most part, Jonathan was quite happy diauaihg a solid group of friends
in middle school. However, he admitted that he gomes felt left out when conversing
with his American friends.

Sometimes | feel like I'm left out [in conversatsprcause I'm Asian, which |

don't know if it's true. | just feel that way somets, but sometimes | don't. |

mean | feel special that I'm Asian, and | can ba ebout my race, and | don't
really care if other people make jokes about it.

Although it did not seem that his friends werdlaiately excluding him from the
conversation, some topics of discussion were origswhich Jonathan was unfamiliar.
When his friends discussed popular culture, Jomatbald not offer much to the

conversation. For example, he mentioned one instaten his friends were talking
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about a television show that had aired severalsyearlier, when Jonathan’s family was
still in China. As a result, Jonathan felt left @mid could not participate in the
conversation because he had nothing to contributéat topic.

During this interview, | shared with Jonathan thahderstood how he was
feeling, but told him that in some ways, we hadlbst of both worlds because we were
exposed to two cultures. Jonathan agreed, but dedatiSometimes | wish | was the
same.” Researchers such as Valenzuela (1999)maitedhool structures often provide
subtractive assimilationist policies that undermmenigrant students’ language and
culture. In Jonathan’s case, it seemed he wasrthevbo wanted to assimilate in such a
way that undermined his background.

Despite the desire to “be more American,” Jonastdinexpressed appreciation
for his native culture. He highlighted positive asts of his native culture, such as the
importance of Chinese sayings. He said these nsigfetisdom helped him make sense
of what was occurring in his life. Neverthelesgrthseemed to be a clear divide for
Jonathan between his cultural identities. At hohgewas Chinese. In school, he wanted
to just be like his American classmates.

In interviews and conversations with Jonatharretided seem to be a struggle in
his pride about being Chinese and his desire tmd@ American. The more prevalent
statements he made, though, were about trying todse American. For example, he
proudly mentioned, “I look more like I'm Americacause | don't talk in my accent
anymore. | talk in English accent.” He also hadaerpositive attitude about speaking in

English compared to speaking in Chinese.
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| personally don't like Chinese ’cause it's haim. the kind of guy that | don't

want hard stuff. | mean, no one wants to do somgtthat's hard, and I'm staying

here for right now, so if I learn Chinese here Bmdgonna stay here there's no
point of learning it except for just learning itdalosing it.

Jonathan’s statement indicates that he did noth&erslevance of improving his
Chinese skills if his family remained in the UnitBthtes. Instead, he focused on his
English skills. His view aligned with that of ingtnental orientation (Dornyei, 2003a;
Gardner & Lambert, 1972) in that he wanted to leard improve in the language that he
felt had the most utilitarian value. Because Jaamathanted to do well in U.S. schools
and attend a good American university, his focus iwgroving his English skills.
Jonathan was also integratively motivated (Dorng@Q3a; Gardner & Lambert, 1972)
because he affiliated himself with American peerd wanted “to be more American.”

In this section, | described Jonathan’s experig@sea seventh grader at FMS. He
was a high-achieving student who was in all magastr classrooms after being exited
from the ESL program. He was also extremely invdlwgth extracurricular activities.
However, middle school life was stressful for Jtiaatbecause he wanted to maintain his
high academic standing. He also struggled to natgokiis bicultural and bilingual
identity.

Motivation

Researchers have provided a distinction betweaemureading motivation and
habitual reading motivation (Schiefele, SchaffiMo]ler & Wigfield, 2012). The authors
explain that current reading motivation is an indiizal’s intention or desire to read a

specific text for a specific purpose or activitye®dhwhile, “an individual who repeatedly
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shows a form of current reading motivation can $&ribed a certain amount of habitual
reading motivation” (p. 429). In other words, thegso have high levels of habitual
reading motivation denote a stable readiness ticygate in or undertake reading
activities.

Jonathan was one of two focal students who hadlbeigils of habitual reading
motivation, particularly with texts that he read pdeasure. Reading was an activity that
was constant in his life. However, although Jonaitheeading motivation was fairly high
at the beginning of the study, he admitted thattasivation was declining, especially as
the end of the school year approached. Based anaimons and interviews, three
factors seemed to be primary influences in Jon&hantivation to read: (1) intrinsic
motivation (willingness to engage in reading beeatiss satisfying and rewarding), (2)
series/genres (motivation to read books by the sautteor or in the same genre), and (3)
compliance (reading because it is required). Alghotine first and the third factor seem
to be contradictory, | explain next that Jonathandtivation to read depended on the text
he was reading and his purpose for reading (RadiRg Study Group, 2002).

Intrinsic motivation. One of the most noticeable differences in Jonathan’
reading motivation was his increased intrinsic wettion to read compared to two years
prior. He found reading for pleasure to be satigfyand rewarding. In elementary school,
Jonathan had been required by his parents to tdauhree. Now that he was in middle
school, Jonathan seemed to derive real pleasurerirading. In fact, he claimed that he
needed to read for at least 30 minutes before Im¢ twédbed in order to become more
relaxed. The middle school context was quite sfuéssr Jonathan, and reading at night

before he went to sleep was a way for him to cabmrdto recover from his school day.
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His mother still required him to read every day bonathan actually enjoyed reading
now compared to earlier, when he was reading gusbimply with his parents’ wishes.

Unfortunately, as the end of the school year drearnother activities seemed to
take up Jonathan’s time and attention. In ouritastview in June, he said when he got
home he would play computer games for about an befare doing his homework as a
way to relieve his stress from the school day. Athes, he sometimes read for about 30
minutes before dinner rather than reading befored to sleep.

Nevertheless, for the most part, Jonathan wastangitally motivated reader.
He claimed he wanted what he was reading to “take.t In the second interview, |
followed up on the idea that Jonathan liked to feaaks in a series, and | asked him
what other materials he liked to read. He sharatialthough he used to like comic
books, he did not read this genre anymore. | pra@metdasked him if he liked graphic
novels because those were becoming very populangteenagers. He said he did not
because graphic novels are short, easy to readjandt take time to read.

| wanna take time.... If you want me to read, | manead for a long period so |

can enjoy it. Graphic novels kind of ruins it 'causost of the graphic novels

right now are from books, and they shorten it drehtthe writer, the drawer, is

depending on what the writer writes and what tlawer visualize(s) in his mind.

So | can’t visualize anymore 'cause he tells metwha&isualize already.

The idea that Jonathan wanted to read for a longges evidence of his intrinsic
motivation. It indicates that he found reading ¢oittrinsically satisfying, so much so
that he wanted to spend a substantial period rgadiims statement also shows that

Jonathan was an active reader in that he wanted &ile to use strategies such as
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visualizing and did not like reading materials tdat not afford him the opportunity to
do so. Jonathan described his new interest inQel@es series:

| read the fifth book in one day, the whole boalguse | was so interested in it. |

just finished another book yesterday and I'm trym§nd the seventh book, but

it's not in the library yet and | haven't checked the public library yet 'cause

mostly they don't have any 'cause they have on& di@ one book of each

copy.

In this interview excerpt, Jonathan provided emieof his intrinsic motivation
to read. He shared that he was able to finish siredsook, which was 156 pages long, in
one day. He emphasized he was able to read theewlbok in a short period because of
his high interest in the topic. Guthrie and Wigdi€L997) might relate this type of
reading experience to the motivational construehwblvement (or the idea that the
reader gets lost in the story). Schiefele and Seba(in press) might use their
motivational term of absorption (becoming deeplgabed in a text) to describe
Jonathan’s reading experience. Jonathan’s desreatbmore shows that topics of texts
and personal choice are significant in enhanciagdirgy motivation (Flowerday, Schraw,
& Stevens, 2004; Guthrie & Klauda, 2012; GuthrignWMeter, et al., 1996; Hughes-
Hassell & Rodge, 2007; Ivey & Broaddus, 2001; Od8ri& Dillon, 2008).

However, Jonathan was not afforded the opportunitielve deep into a text in
his English class. His English class textbook waisoff short stories. If he were to read a
short story on his own, Jonathan probably wouldeHaeen able to finish reading it in
one class period. In contrast, when the classaesdubrt story, they would do so orally,

alternating with Ms. Costa taking the lead on regdiloud and at times having student
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volunteers read aloud. It took three entire perifodshe class to finish reading a short
story. There were times that Ms. Costa would stapask questions or provide
explanations for some of the ideas in the story.gfoficient students like Jonathan, this
was likely a much slower pace of reading. In hiskb@eadicide Gallagher (2009)

claims that one of the ways in which teachers argributing to the decline of students’
love of reading is the practice of taking aparté¢er minute portions, such that students
are not able to get into the flow of reading. Tikigspecially important to keep in mind
for a reader like Jonathan, who got involved witl texts. He needed to be able to
experience flow (Csikszentmihalyi, 1990), or theadf getting lost in a text. It is hard to
do this when there are stops and questions afeay @ouple of paragraphs.

When | asked Jonathan how he used reading as &oviegrn in his English class,
he provided the following statement:

When we read a story she [Ms. Costa] takes a beaghain why, and she use

some of her experience to explain... give us samddcts that we want to learn,

and those are really helpful to help me understeimglthat happened.

Thus, it seems that for Jonathan’s perspectiwebthaks in reading helped him
understand the story. He didn’t mind that readirag Wwroken up into shorter segments.
As a former ELL, Jonathan probably appreciatedethboration that Ms. Costa provided
because this helped facilitated his comprehendidinecacademic texts they read in
English class.

Series/Genre As was alluded to in the previous section, Jomatihas very
motivated to read books by his favorite authorthat were part of a series. When he was

in the fifth grade, he loved to read Rick Riordaoks, and as a middle schooler he still
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enjoyed reading Riordan’s books. He continued &l the two new trilogies (the Heroes
of Olympus series and Red Pyramid series) thatdaioreleased since the highly popular
Percy Jackson series, which was Jonathan’s fawgeites in the fifth grade. Jonathan
also enjoyed the Alex Rider series, by Anthony Katp, which represented his favorite
genre of action and adventure books. Jonatharddtaeamportance of genre and series
to his reading engagement:

What | specifically love is more like action, baeh | wanna have a series after it.

So I don’t wanna read a single book and just leagéhanging. | don't like stuff

which leave me hanging and | wanna have a niceoehdan read on and on and

on until I kind of know everything about it and thestop.

This statement reemphasizes the importance offom#&nathan’s motivation to
read. Similar to his statement about not wantingegm graphic novels because they are
easy and fast to read, the idea of having to rea#tsin a series shows Jonathan’s desire
to really invest his time, thinking, and emotiongeading. Reading all of the books in a
series requires dedication and investment on thaerés part (Guthrie, 2011). When
Jonathan exhausted all the books in a series, héaok for other series that he could
then read. For example, toward the end of the dgre@w, Jonathan shared his interest in
the 39 Clues series. As previously mentioned, heladvactively seek out copies of the
books in the series and devour each one. He alsataned when his favorite authors
were scheduled to release their new books, andade isure he was one of the first to
borrow these books from the school library or pubbrary.

Compliance.Jonathan was the focal student who had the mostahattitude

about academic reading. Rather than being intafigicnotivated to read required

76



sections of his textbooks, he seemed to be motuateesad out of compliance. In other
words, he was reading his textbooks because o&xernal goal or requirement”
(Wigfield, 1997, p. 23). He read the textbook regumients because he knew doing so
would be necessary to reap the rewards of highegtdd this section, | provide several
examples wherein Jonathan repeatedly mentione@dsed to read textbooks so that he
would earn a better grade in his classes.

Although he did not necessarily enjoy reading tea{s in his content-area
classes, Jonathan did know that in order for himiatavell academically, he would need
to read the assigned portions of the textbook. éexplained, “Those books | don’t have
specific interest in it. I'm just reading it forgmpletion] of schoolwork and just reading
for a grade. | don't love it, neither do | hateln just reading it.” This statement
highlights his neutral attitude about reading fdneol. He realized it was something he
needed to do if he wanted to do well in school.

Despite his desire to do well in school, Jonathdmdt have a positive attitude
toward textbooks. He said, “You look at the sizd #re pages, it just gets you scared and
when | get scared it gets me bored 'cause it'swasts, words, words. Mostly it’s true
facts, and true facts sometimes get really borikgén though he found textbook reading
boring, his motivation to read these texts stemfrmd the importance he placed in
attaining high grades. Jonathan’s case confirmé@ytWigfield, and Klauda’s (2012)
assertion that even high-achieving students fintbteoks dry and boring.

Jonathan also mentioned the idea that textbook&seagy,” and indeed the
thickness, volume, and content of textbooks in@aharea classes is intimidating to

many secondary students (Guthrie et al., 2012).ubinguitous use of textbooks at the
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middle school level could be a major factor in ciimiting to the decline in students’
reading motivation (Guthrie & Davis, 2003). Eveoulgh Jonathan did not enjoy reading
textbooks for his classes, he still did so but drdgause he might receive a bad grade if
he did not complete the reading assignment.

Selena: So when you have a reading in school yeayal do it?

Jonathan: Yeah, 'cause | wanna get a good gradéotreal, if | don't like it, it's

really hard to do it. | mean, it’s like focusingyramind in liking the book but you

know you don't like it.

Jonathan was able to muster enough motivationttthgeugh assigned reading,
but he needed to exert considerable effort in or@@ccomplish this. He tried to focus on
the textbook because he wanted to excel and ridighind in his classes even though the
topics and/or texts were not interesting for him.

Even a student like Jonathan, who performed weltlamically, struggled at
times with understanding the content in textbo®ks.instance, he admitted that in
science class, he mostly learned the informatiomfhis teacher and not from the
textbook. As he explained, “It's pretty hard todesawhole textbook with, like, specific
details and actually understand them 'cause masteofextbooks for science are really
complicated, to me at least.” Despite the diffigudt the language in textbooks, Jonathan
said that for the most part he read the assignetas so that he could learn the content.

Textbooks are the most dominantly used readingmaéten middle school, and
these texts require students to use higher ordapiehension skills and reasoning
(Guthrie et al., 2012; Guthrie & Klauda, 2012).omler to motivate adolescents to read

more informational texts, one of the practices thathrie and Klauda (2012) suggest is
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to provide supplementary texts or materials, eslgan cases when the textbook is too
challenging for students. Even though Jonathanexasd out of the ESL program, he
was still continually developing his English proéocy. He would have benefitted from
having supplementary materials to read that woeld hridge his comprehension of
difficult portions of the textbook. Another resoltusing supplementary materials would
likely be higher interest levels from students hseathese materials break up the
monotony of using only the textbook (Allington & Br&el, 2012; Guthrie & Klauda,
2012).

As indicated by the quote at the beginning of thssertation, Jonathan
articulated that he realized a good reader readfiéopurpose of learning, even if the
reading might not necessarily always be pleasurdleough it is positive that Jonathan
completed the assigned reading for his classefi@mmhderstood that reading is a way to
learn, it is problematic that he was doing so dutompliance. As mentioned earlier in
the chapter, Jonathan could be intrinsically mag@sgao read when given interesting
materials. However, the bulk of the academic regtim had to do was from textbooks,
which Jonathan found intimidating, even though Ias & proficient reader based on both
Ms. Costa’s observations and the QRI assessmenisdisd later in the chapter. Jonathan
was still an engaged reader as a seventh graddrptalong could he sustain being
motivated out of compliance?

A noteworthy point to consider is that when Jonativas younger, he also read
because of compliance. As mentioned earlier, hednatread when he first arrived in the
United States. He did not even like to read foaplee. However, he was required by his

parents to read, and thus he read 30 to 45 miautey. In this case, reading out of
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compliance resulted in Jonathan finding books tiediked, and he ultimately became
intrinsically motivated to read. Although complyiagth his parents’ requirement
resulted in him becoming an intrinsically motivatedder in terms of reading for
pleasure, we have yet to see whether his complimm@cademic reading will also result
in the same positive outcome.

In this section, | illustrated the multidimensiababf Jonathan’s motivation to
read. His motivation varied depending on the puepsd types of texts he was reading.
Although he was intrinsically motivated to readttefor pleasure, Jonathan provided a
neutral attitude in reading academic texts and deteg his school reading tasks out of a
sense of compliance, a disposition that may or nwdye tenable for him as he advances,
academically, through high school and beyond.

Strategic Knowledge

In my previous study, | reported that Jonathantrigh levels of perceived
competence about reading based on his own selfr&vah (Protacio, 2010). In this
dissertation study, | administered the QRI-5 taabinformation about his
comprehension abilities and strategic knowledgés dhsessment provided a more
complete picture of his engagement with textshia section, | describe Jonathan’s
strategic knowledge based on the think-aloud pomicthe QRI assessments.

According to Ms. Costa, she spent a substantiauaaf time at the beginning
of the school year teaching her students six acgading strategies, among them
visualizing and making connections. In one of titerviews, Ms. Costa emphasized that
throughout the earlier part of the year, she made ® consistently incorporate reading

strategies in her English lessons. She also usegrtdual release of responsibility model
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(Duke et al., 2011; Pearson & Gallagher, 1983) ta@hto her students how these
strategies should be used. Thus, her studentscshaue become familiar with using
reading strategies. Indeed, Jonathan seemed tcahgeed grasp of the different reading
comprehension strategies, and he clearly used staatggies on the QRI comprehension
assessments.

Based on the results of the QRI word recognitistsJiJonathan was reading
independently at the upper middle school levelcbiesistently did well on the
comprehension sections of the passages that wenaiatered at this level. When asked
the comprehension questions without the opportunitgok back at the text, Jonathan
would score at the instructional level in termgofmprehension, which indicated he
could read these texts with some support. Forltteetpassages in which he was able to
look back, his comprehension improved to the inddpat level.

While I had Jonathan silently read the passagesdseasked to think aloud and
describe his thoughts as he was reading. His thioke statements were brief. He rarely
said more than two sentences during each thinkdalmtance. However, he used a wide
range of comprehension strategies. There werepHrate instances of comprehension
strategy use throughout the four comprehensioragass(see Table 4). Specifically, he
made inferences, made connections, and made erabti@mnections to the text.
Although he did not use these as frequently, als® important to note Jonathan’s use of

higher order comprehension skills such as synthmgsend evaluating.
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Table 4

Frequency and Examples of Jonathan’s Compreher&i@tegy Use

Comprehension Strategy

Number Percentage Exafnpie Think-Aloud

Making inferences

Making emotional
connections

Making connections

Paraphrasing

Monitoring

Questioning

Clarifying

11

29

20

82

17

15

These people spread th#ure
here and | guess that's why the
United States is so cultural and
diversified 'cause of these
immigrants spreading their own
culture around.

| feel really sad about it, about that
part 'cause people were chased out
for their belief and that's not nice
for someone no matter what and
second of you have to give them
some freedom to do whatever they
want.

Looks like lots of peopke Ime,
trying to be American and the
hardest part was learning, writing,
[and] reading English.

He's reading a huge long dentyon
and started copying each word.

| don't really understand this part
but | think she's trying to find an
opportunity to escape.

| was just thinking about why a
million immigrants came here and
who are they and why they come
between the period 1866 and 1915
and not earlier or later.

| reread it again. | guess now |
kinda get it.



Table 4 (cont'd)

Evaluating 1 2 This is, | guess this is kinda like
paragraph before. To me, it should
be together.

Summarizing 1 2 And even though she got her we:
she did not turn into the white
people back then. She actually g
her wealth out helped other people
and she supported a lot of people.

Synthesizing 1 2 | guess before this paragraph, it's
about the bad things and on this
side it gives all the things that's
needed for these poor people. If
want money there's money. If you
want freedom, there's freedom. A
they give everything that on the
push side they don't have and that's
why people come, | guess.

In this section, | provide extended examples obflwen’s think-alouds and
responses to the comprehension questions in argeesent a more vivid description of
his strategy use. For one of the narrative passdgeathan read about Biddy Mason, a
former slave who was able to secure her freedopehitioning a Los Angeles court. She
went on to have a career as a nurse, and she ddwatdife to helping others. One of the
comprehension questions for this passage was “Vhyod think the author chose to
write a biography of Biddy Mason?” Jonathan preddhe following response:

'Cause she is a courageous woman. She gave up gaféteedom, and she

risked some dangers to tell the sheriff that “I ianbe free.” And she's lucky she

didn't get hurt and she actually took the chanackesie wanted to be free. She
didn't give up.

There are several positive aspects of Jonathasf®nse. First, he was able to
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draw conclusions from the passage. The authoraidise the term courageous in the
text. Jonathan concluded this based on what healeawt her. Second, he provided
specific details from the text to support his cldirat she was courageous. Finally, he
was able to provide his own evaluation of her situreby saying, “She’s lucky she didn'’t
get hurt.” This statement shows Jonathan was agfdrew special Biddy’s situation was
during this time, and he made inferences abouplgint throughout the passage.

Another strategy that Jonathan used was monito#ifigr reading a paragraph in
the Biddy Mason passage, he said, “I don't reallyaustand this part, but | think she's
trying to find an opportunity to escape.” In thmstance, Jonathan realized he did not
understand what he was reading. He later said ¢ the fix-up strategy of rereading the
paragraph to improve his comprehension.

Two of the passages that Jonathan decided to oedldef QRI assessments were
centered on immigration. After reading a paragralpbut the assimilation process that
many immigrants went through, Jonathan commentéudsithink-aloud, “Looks like lots
of people like me, trying to be American and thedeat part was learning, writing, [and]
reading English.” On a basic level, his statemedicates that he was making a text-to-
self connection, relating the experiences of thwseas reading about to his own
immigration experience. But his statement was t@himg in that he said he was “trying
to be American.” This is a theme that was constsdeross his think-aloud statements for
these two immigration passages and through inteszie

As another example, assimilation was a topic ttest discussed in the second
immigration passage. After reading about assinoitgtlonathan commented, “That's

what I'm doing right now, | guess. I'm trying to American style 'cause, yeah, to
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change, to be in the American style 'cause youtdeerina be the oddball | guess.” As he
read this passage, Jonathan was making an exqaiuitection between the assimilation
of the immigrants in the passage to his own prooéassimilating to the American
culture and trying to become more American. Thesenples also provide specific
evidence for the assertion made in this chaptetreduction that Jonathan was trying to
negotiate his bicultural identity.

Connections could also be made with transactidredry (Rosenblatt, 1994).
Rosenblatt notes, “The meaning does not residamiitie text or within the reader.
Rather it is constructed through the interactiotwieen the reader and text” (p. 1369).
Jonathan brought his own experiences, apprehensinddeelings to this text. Even
though it was written as an informational texgvwbked emotions in him because the
issues being described, such as the assimilatmreps, were issues that he grappled
with.

Overall, Jonathan was more engaged in readingwbenformational passages
about immigration compared to the narrative passafeut Malcolm X and Biddy
Mason. Unsurprisingly, the immigration passagesweore interesting to him because
of his own experiences immigrating to and assimmtain America. Jonathan’s
comprehension of the immigration passages, inqudati, was so rich because he
approached these texts from the perspective of peegonal experiences that he likely
utilized to aid his understanding.

More important, results of Jonathan’s performantéhe QRI comprehension
assessments confirm that ELLs who are good readersultiple comprehension

strategies (Jimenez, 1997; Jimenez et al., 199%)oNly did he consistently use

85



comprehension strategies, but he also used a drsgategies, which is a mark of a
strategic reader (Duke & Pearson, 2002; Duke ¢2@l1). In the following section, |
discuss the kinds of knowledge that Jonathan gdlmedigh reading, especially when he
was particularly engaged with a task, text, orcopi

Constructing Meaning From Texts

The reading engagement perspective emphasizedrigaged readers use reading
as a venue for learning (Guthrie & Wigfield, 200RBgading should be knowledge
driven, and engaged readers are those who waainiargormation through reading.
Jonathan was the focal student who was most inteatquiring knowledge through
reading. Overall, he realized that reading is dsetkarning. He recognized that reading
is fun and enjoyable and consistently engagedisnie reading, but he also understood
that it is through reading that he can continuleson.

| just wanna read as much as | can and learn ak amibcan 'cause | have lots to

learn. | guess to me, | don’t have a specific §itest | want to read]. | feel that

I’'m just proceeding [in] every area one step afret'cause the book, | guess |

read all kinds of books. | don’t think I'm missiagything, neither do | have

anything [I’'m] strong at.

Jonathan was able to effectively and confidentlyregs his conceptual
knowledge. Toward the end of the school year, Mst&decided to develop a unit on
mythology. For the introduction of this unit, shwded a visual representation of the
various mythological characters. Throughout the, wtudents were exposed to multiple
Greek myths. Given Jonathan’s interest in the Péacikson and Heroes of Olympus

series, he was excited. He not only showed highexl$ of motivation for the readings in
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his English class during the mythology unit, butWees able to fully express his
understanding of the different myths that they wemaling in class. For example, during
one of my classroom observations, Ms. Costa handetivo myths about Pandora and
Prometheus that the students read silently in clagsng our interview the next day, |
asked Jonathan to tell me about what he learned tihhe myths he had just read.
Prometheus, that's how a man came to be. 'Causedtteus created man.
Epimetheus created animals. So that's the stdipuwnPrometheus stole fire from
the God and gave it to humans. He was punishedhamehs hanged on the top of
some mountain and a vulture will scoop his liveergvday and the liver will
grow back. That's why human liver grows back arad'sthow a liver will regrow
came and so the vulture would scoop his liver edeany’cause it will grow back.
And then the next story is about Pandora's baxalibut they created the first
woman and that was a gift Zeus gave to Epimeth@psinish the humans. But he
gave him a gift as a good gift. He gave Pandorathirm@s: curiosity and a box
that's sealed and he told her to never open itwiimts to open it so badly. One
day she opened it when she was married to Epimetted everything came
out—it’s disease, envy, jealousy, revenge. The tmnhyg left inside was hope.
'Cause hope is the one [thing] that's inside evenypan, and all the other things
that got out it's around the world. And so that's/wow people, no matter what
happens, if you have hope that'll be it. '‘Causeehisfihe only thing that she can
control and that's what we can control. ‘Cause ganit control diseases or
revenge—like you can't control the thought of reye2rAnd that's sorta how it

came to be.
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In the preceding example, Jonathan was able tageowany details about what
he read and was able to clearly describe the mythis.extensive response was typical
for Jonathan when | asked him questions about ib&itad learned during the mythology
unit. This was a stark contrast to his usually cesponses during the think-aloud portion
of the QRI assessment. Also, he had typically mledishort responses when | had
previously asked him about projects and readinggher content areas. In his extended
responses to questions about his readings for yieahegy unit, both his motivation and
comprehension were evident.

The final project for the mythology unit was foudéents to pick a mythological
figure, write a paper, and prepare a presentati@hnare with the entire class. Other
students in the class were eager to write aboutbohygical figures who were more well
known, such as Zeus or Aphrodite, but Jonathanectwwrite about the Fates. To gather
information on the Fates, he consulted approxingdi2lwebsites on Greek mythology.
After poring over these websites, Jonathan saigl teanpared to the other gods in Greek
mythology, the Fates were “outstanding.”

'Cause they're, like, they're the Fates. They cbhiie people. They affect

mortals' life more than gods' life and they're inatny, | guess.... All the

mythology mostly are with love, fighting. They'retnn any of those. They're just
little side characters that controls every humandgand] even some of the gods.
| mean even though they're not in lots of mytholodpey're actually the power
one 'cause they actually controls everything. Tjusy don't say it ‘cause, they
don't say it in mythology 'cause they don't involmeany love or they don't

involve any fighting 'cause they don't fight andther do they love.
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This explanation illustrated that Jonathan was abBimmarize and synthesize
the information he had acquired through his Interasearch about the Fates. In addition,
he was able to provide a solid rationale for hisahstatement of why the Fates were
“outstanding.” As he explained, rather than dealnitp a ubiquitous topic such as love,
the Fates deal more with the idea of power intthey decide when mortals’ lives end.

When students are able to explore multiple textshave to integrate information
from multiple sources, they are more likely to depehigher order reasoning and
comprehension skills (Guthrie & Klauda, 2012). Byding across texts, students
commonly notice inconsistencies with informatioattthey have read (Guthrie &
Klauda, 2012). This is something that occurred Widhathan during the mythology unit.
He said that in order to gather information for psject, he looked at 12 websites and
found contrasting information. Jonathan explairf@tljs is a bad part about Greek
Mythology is [that] it's uncertain. Some say th#e[Fates] control mortals. Some say
they control mortals and Gods, so | really dontwri The following is his elaboration
of the process that he undertook to acquire inftionabout the Fates.

| searched it on Google, “the Fates.” | looked tigio about 12 different sites. It

says that the Greek mythology is 2,000 years aghQfl0 years ago. At that time,

all these myths are passed down from generatigeneration to generation, so it
could change. That's why there's so much versigheo$tory and | don't know
who it is. So some say they’re the daughters okZewd Themes. Some say
they're the daughter of Nyx. Some say they're gusated out of nowhere. Some
say they are born out of the underworld. Lots afgpe say different things. And |

found 12, 13, 14 stories and | have to try pickekhs most commonly said.
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'Cause some of the websites are reports that gssarch over from the site
other. So it's kinda like I'm reading someone glpaper, but they research in the
same website I'm researching and | know. So I'mtjysg to pick the common
ones.

A few things are worth noting from this interviewcerpt. It is evident that
Jonathan used higher order comprehension skillswkevas researching information.
On the most basic level, he was able to undergstandontent of the websites that he was
exploring for information and easily recall allthie information that he read. More
importantly, he was able to evaluate the contedtsafih through the information. For
example, he recognized that a few websites repestadtly the same information, and
thus he looked for corroborating information toetatine which information he should
trust as the most commonly reported version of staty. He was also able to
distinguish between primary and secondary soufée®n his understanding of the
content, Jonathan recognized that some of the vesldse had read were simply based on
other websites he had already visited. His elabmrahrough his research process
indicated that Jonathan was able to use readimginathis case reading digital texts, as a
way to acquire information. He did so as an aateazler by using higher order
comprehension strategies such as synthesizing\.ahaa¢ing.

As part of the mythology project, the students wadse asked to prepare a brief
presentation to explain to their classmates whet lbarned about the mythological
character on whom they focused. When it was hie torpresent, Jonathan confidently
went to the front of the class and started presgniti a loud voice. He also brought

props, such as scissors and string, to illustréte the Fates were. Jonathan was the first
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presenter who was able to get his classmates g lfmough his presentation. He told
me that in order to prepare for the presentatieripbked over all the articles he had read
and picked out the key points and worked from thertey to inject some humor into his
presentation. Jonathan wanted to make his pregantaimorous to ease his nerves.
Below is Jonathan’s reflection of his presentation.

| guess | explained my idea well. What's sloppltienk | talked too much that

I'm confusing everyone, and | just left out somggd mean, mostly | think

everyone got the idea what I'm trying to say.

Jonathan was able to effectively provide a sdleotion of his presentation,
although he could have been more specific aboutdhtent. His presentation was
definitely entertaining for his classmates, and Nssta said that his enthusiasm was
apparent. However, she noted, “I think he was ¥ecysed on how he was saying
something instead of what he was saying.” Shelsaicbuld have been more focused on
the content of his presentation; instead, he sedmld concentrating on his classmates’
perceptions of his presentation style. Nevertheieghe last two interviews, Jonathan
spent a substantial amount of time sharing whdtauelearned from the mythological
unit. Although he had some background on mythologgause of his obsession with the
Percy Jackson series, there were still several snytth which he was unfamiliar.

Selena: So what's something new that you learndd &sm who Cronus is or

Epimetheus is? What are some things that you fontedesting so far about this

unit?

Jonathan: All the myths, | guess. They're realtgriesting, like how human come

to be. And we just read this about Percius and hewame to be, and killed his
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father and all that. It's interesting 'cause thitsla like how we came to be. It

explains lots of the things, and | guess it's ¢omlise you feel like you know how

everything is now. You know why there's human, goaow why there's animal,
and why humans are smarter than animals. Thougie thie all myths, they're

still pretty cool.

Jonathan’s enthusiasm and interest in the mytlyalog were evident. He had
many more responses to and explanations of thesntly#t showed his detailed
understanding of the ideas that were being predenténglish class during this unit. As
he mentioned in the previous example, althoughehkzed that what they were learning
were all simply myths, it was still interesting fom to learn these and understand the
origin of things.

In this section, | discussed Jonathan’s abilitpequire information through
reading, although this varied depending on hig@stelevel. When he was interested in
the topic, he was able to provide extended respaise indicated a thorough
understanding of the texts that he was readingdhfar class.

Social Interactions

In this section, | discuss the ways in which Joaaténgaged in social interactions
around texts. Social interactions typically indecabllaboration, but this was not the case
with Jonathan. He had two types of social intecadiin the English classroom: (1)
“helping” others and (2) seeking support from leiadher. Although Jonathan mentioned
that he sometimes engaged in casual conversatitmshassmates about books, the idea
of book discussions or being part of a reading camity did not seem to be a prominent

theme. Jonathan mentioned that he and his clemsdfirarely talked about books.

92



Providing “help” for peers. Jonathan seemed to be the one that his peersavent t
for help, particularly in his math and English dles. His science teacher even recognized
him for helping his peers by nominating Jonathaaresof the Students of the Month
earlier in the school year. Ideally, providing halpuld indicate that Jonathan was
teaching his classmates how to better understandahtent through modeling or
coaching, but | did not observe this happenindnendlassroom. In these interactions
when Jonathan was helping others, he often wasdingvthe answer rather than
coaching his peers to get the correct answer.d?éne problem might have been the
types of tasks in which the students were engaging.

The types of tasks typically given in his Englisass were closed tasks, “those in
which either the product (e.g., there is one céraeswer), the process (e.g., sound out
the word), or both were specified” (Turner & Pafi895, p. 664). An example of a
closed task is a worksheet because the answeadreaely predetermined. Thus, closed
tasks do not really afford collaboration to occur.

In the following vignette, | describe Jonathan'emaction with a fellow student
during pair work in Ms. Costa’s English class. Mesta told the class that after working
independently for 15 minutes, they could work vatpartner to answer the questions on
the worksheet she handed out. Charlie, a Caucasident, asked Jonathan to be his
partner. Jonathan agreed and came over to sit Bgi€hFortunately, | had been sitting
behind Charlie at the time, so | was able to ovarligeir conversation.

Jonathan asks Charlie what number he is now onChiadie says he has been

skipping through the items and answering the oedelows. Jonathan says that

he is on number 9. The two are sharing a book atid df them are looking at the
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text and finding the answer. Charlie tries to arrsevee of the questions and

Jonathan corrects him and says, “It was a nightacitgally. That's what it says

in the book.” They go back to work. Charlie was sygdr reading the text as he

tries to figure out the answer to one of the qoesti Charlie says to Jonathan,

“OK, I'm on number 6. We're not even working togethYou're ahead.”

Jonathan replies, “I'm trying to slow down so yanaatch up.” For the next

couple of minutes, Charlie would say something teth Jonathan would clarify.

(Field notes, April, 2012).

Several observations and inferences can be maed bashis vignette. First,
although Charlie and Jonathan were supposed toobdang together, they were not
necessarily doing so. Instead, they seemed todyengl varying roles. Jonathan assumed
the role of helper or the more knowledgeable ofifggotsky, 1978), whereas Charlie
was the one being supported. Seemingly, Jonathadedktthese roles; Charlie wanted to
be on equal footing and work together. Charlie ewanted Jonathan to stop working for
a while so he could catch up. Instead, Jonathahdeeworking and their discussions
were not really about co-constructing knowledgehls instance, they were not working
together. Rather, Jonathan seemed to be suppartohgorrecting Charlie and providing
the answer.

In another class session later in the semestelestsi were supposed to be
independently filling out a worksheet identifyingetdifferent gods in Greek mythology.
Wesley, one of Jonathan’s close friends, kept warisg in a loud voice asking Jonathan

for help. There were some other boys in the class also were asking Jonathan
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guestions as they were filling out the worksheataihan would give them a short
response and then get back to work and resumeng/is responses.

When | asked Jonathan about these instances olialsismates asking him for
help, he replied, “I'm always [the] helper guyulegs. That's how most people know
me.” Jonathan recalled that it started off with lsihouting out correct answers in math
class. People then knew that he was someone whaatllith math, and they started
asking him for help. This then spread to peopleéngskim for support in other subjects,
too. In the instance above, Jonathan explainedMestiey and other students were
asking about the mythological figures that werengeisked for in the worksheet. In all of
my observations, | noticed that it was always lgierp asking Jonathan for support and
never the other way around. It could be inferreat time of Jonathan’s motives for
participating in social interactions was so he daérve the role of the more
knowledgeable other.

More importantly, Jonathan rarely received helpriithis peers. He recounted an
experience in his English class, when he and agawere supposed to review one
another’s paper:

| had a not very good working partner for my resharaper when revising. He

revised two word(s). | revised his whole paper.tichdn't really help me, so |

had to find Ms. Costa for help. Ms. Costa, she gatdanch of... she graded my
paper really good and she made a lot of revistaiwok me an hour to change all
of them.

In this explanation, Jonathan recognized thatgmembers are not always on

equal footing and not everyone exerts the same anafeffort. Rather then prodding
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his partner for more feedback, Jonathan insteawtezsto asking his teacher for her
comments and revisions.

Jonathan seemed to relish his role of being theerkiwowledgeable student when
working with others. When | asked him whether haded helping others, he replied, “I
feel really proud 'cause I'm from another countng @eople are asking me for help,
especially in English. It's sweet.” Jonathan fédaged that despite not growing up in the
United States he was able to perform well acaddiyiaad help others. This offered him
a position of higher status. His role as the mar@Wedgeable student boosted his self-
confidence and provided him with a space whereslievianted and accepted by his
peers, especially those who benefitted from thel@wéc support.

A noteworthy point to consider is that severalafiathan’s friends were not as
dedicated to their academics as he was. This iggwng that Ms. Costa brought up in
one of our interviews. She said she found it trogbthat Jonathan was hanging out with
students who did not seem to care about their aciadeor those who would act up in
class. One day, the class was watching an aninfiatedased on The Odyssey. Ms.
Costa gave the students an opportunity to charage aad sit with their friends. Jonathan
and his friends, Wesley, Justin, and Ron, quickhambled to get the seats at the back of
the classroom. Throughout the 45 minutes in whiehdass was watching the movie,
Justin and Wesley whispered loudly to one anotfleanwhile, Jonathan was focused on
the video, stopping only to take notes on the stiegtMs. Costa had provided. When |
brought this up with Ms. Costa in an interview, sh& Jonathan was adept at tuning out

his friends during class time, especially when tiveye off task. However, she expressed
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concern and said she hoped Jonathan could sustaiio¢us so he would not pick up bad
habits from his friends in the future.

More importantly, the findings point to a lackraganingful interactions, which is
problematic considering that social motivation bagn prominent in Jonathan’s reading
motivation when he was a fifth grader. In my presgesearch, | found that he regularly
engaged in book discussions with his American atasss. This was due in part to
integrative motivation. When Jonathan tried to stermething he enjoyed and found
humorous with his Chinese friends, they snubbehilusiasm about the book. They
also accused him of becoming “too American” becdesprimarily read American
books. These instances caused Jonathan to sedkneutan classmates with whom he
could participate in book discussions (Protacid,®0However, now that Jonathan had a
group of American friends, they were not havingdssions around books. It brings up
the question of how long integrative motivation Wbhe relevant for ELLs. Perhaps
integrative motivation could initially motivate EkLto read in English, but once they
have been in the United States for a substantradghethen other factors need to be
present in order for their reading motivation tosbstained. Also, as Gee (1996) points
out, individuals are shaped by their inclusionacial groups. In Jonathan’s social circle,
reading was not an important part of their Disceufierefore, interacting around texts
was not something that Jonathan and his frienddadyg did. Perhaps integrative
motivation would still play a role in Jonathan’sadéng motivation and engagement if his
friends were also engaged readers. Unfortunatelglbse friends were not readers.

Support for reading. Jonathan frequently sought support from Ms. Chista

writing his papers and completing his projects. Mgsta cultivated a classroom
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environment wherein students felt comfortable appihing her to ask questions or solicit
feedback on their work. There were several workises during which | observed a
gueue of students, Jonathan among them, waitintpéar turn to interact with Ms. Costa.

There were three sessions wherein Ms. Costa redéine computers in the library
so that students could conduct their researchh®ntythology project. During the first
day, | observed Jonathan sitting with his friemdsrf class. Some of them were just
chatting while sitting in front of the computer,tllonathan was actively looking things
up on the computer and poring through various web$0 obtain information about the
Fates. | would then see him go up to Ms. Costakaaaguestion. Later in the week, when
his friends were then just starting to gather imfation, Jonathan had already finished his
paper. He went to Ms. Costa and asked her fordrerdtive feedback on the paper. He
then handed me another copy of the paper and as&etdl would not mind also
providing comments on it. By the next day, he hanstdered our feedback and revised
his paper. While his classmates were still worlonghe first drafts of their paper,
Jonathan had completed his revisions and was tieersihg on the artistic representation
of the project. These examples illustrate that th@mrawas a highly focused and
organized learner. He did not want to rush his schmjects, so he planned his tasks
efficiently to ensure that he would have opportesito seek teacher feedback.

Also, as mentioned earlier in this section, whemaihan was unable to get
support from peer revisions, he would approachdasher for comments. Approaching
Ms. Costa was something he consistently did througthe school year. Jonathan said
he initially tried to figure things out on his owt he always wanted to make sure he

clearly comprehended the questions or tasks aHdacho
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Well, I try to figure out. If I don't figure out dim not sure, especially something

I'm not sure of, I'm not gonna take the risk. |'ttgamble a lot on teacher's

reaction 'cause if | gamble, mostly I'm wrong. Sgolup and ask.

Because Jonathan had high expectations of hirasealfstudent, he did not want
to risk getting a bad grade. Thus, he approachedddsta so that the expectations were
clearly defined. Ms. Costa confirmed that Jonathas a student who consistently asked
guestions and requested feedback. More importamuhforth the effort to make
revisions to his projects based on her feedbadkinstance, students read the short story
“Monsters Are Due on Maple Street.” After readih¢pgether as a class, they spent two
class periods watching two videos depicting thisystStudents were then asked to write
a compare-and-contrast essay about the two vitldasCosta scaffolded their learning
about how to write this type of essay by providiegiplates, which helped students
organize their ideas. Jonathan finished the dféftie essay a couple of days before the
deadline and asked Ms. Costa to read through ipaomdde comments. She described the
interaction that occurred when she was providirglback on this paper:

He was verbalizing it when we were talking throuigiHe could tell me the

differences and he could tell me how to word it, ibwasn’t written like that on

his draft. [Also] he would make a claim, which r®at, but he didn’t really have a

lot of examples. He was very big on run-on senten&ed he understands what

they are. | think it’s just a habit of doing theHis ideas were there. So we were
just working together on, he said something, lileeeatence, and | said,

“Beautiful. Write that down. That's exactly it.”

In these interactions, Ms. Costa would ask Jomatjugstions based on his draft,
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and he was able to verbally articulate his idease on this, She provided suggestions
on how to improve his paper, such as providing nesxa@mples, including more transition
words, and fixing run-on sentences. According to ®igsta, Jonathan took detailed notes
on the feedback she provided. The next day, heabigsto submit his paper based on her
feedback on his draft.

In this example, Ms. Costa was modeling to Jomatilaat a positive social
interaction around support should like look, in efhthere is coaching and feedback
rather than explicit answers being given outrigigspite Jonathan’s constant interactions
with Ms. Costa in which he was given support, he wat able to translate the coaching
stance that she modeled for him in the social &terns wherein he was helping his
peers.

In this section, | described how Jonathan pawieg in social interactions around
reading. In peer interactions, he took on the obléne helper, providing support to his
peers to perhaps make up for his perceived feelirigeing different.” Jonathan did not
get support for reading from his peers, and insteadecided to approach his teacher for
support.

Jonathan: A Seemingly Engaged Reader

By all accounts, Jonathan was a very engaged nddeavas motivated to read,
used numerous strategies when reading, and commutetievhat he read. However, he
did not engage in the types of social interactexysected of an engaged reader because
he did not regularly participate in discussionsexts.

When he was able to read for pleasure, Jonathastied time and effort in

reading entire series of books, showing his dewtioaind motivation to read. However,
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despite being a good comprehender, Jonathan didenee the same kind of pleasure
from academic reading for his classes. He wasdortting about doing his reading for
his classes out of a sense of compliance ratharabiual interest in the texts. Certainly,
in Jonathan’s case, being compliant was relatéde@xtrinsic motivator of grades. This
begs the question: How can educators better ergjagents with academic reading?
For the most part, Jonathan exhibited the behsvaban engaged reader
identified by Taboada and McElvany (2009) in thathad topic preferences, genre
interests, reading habits, and enthusiasm. Indmedpared to the three other focal
students, Jonathan was the one who had the legativeeattitude toward academic
reading. However, it is concerning that he waspasticularly engaged with academic
reading. This finding is similar to that of Guthaeal. (2012), who found that even high-
achieving students thought academic reading wagaté of time” because these texts
were dull and unrelated to their lives. Given thegion of the Common Core State
Standards, students will have to be more exposetbte academic reading, such as
informational texts, in order to meet these higétandards. The CCSS highlights even
more the importance of finding ways to better ergagrners with academic reading.
Jonathan had high levels of intrinsic motivationaéad leisure texts such as the
books in the89 Cluesseries. These were books he could not get endugimjoying
them so much he would finish reading an entire haogkst one day. How can that kind
of intrinsic motivation be cultivated for academeading? One of the hurdles is the
presence of the textbook, which often is not wnifte an engaging manner because its
main purpose is to provide information. Thus, irdddé school classrooms, teachers have

to consider not only the texts that are bring feaidalso how they are being read.

101



One of the most engaging tasks for Jonathan iihggish class was the
mythology project, which had several positive aspdeirst, the mythology project was
what Turner (1995) would identify as an open t&dk. Costa allowed students to choose
not only the topic of their paper and presentatiohalso what texts they would consult.
Students were able to use multiple texts to findasumuch as they could about their
topic. Students needed to evaluate the informdhiey found and synthesize ideas across
these multiple texts. Through the research prostsdents learned about their topic by
comprehending the texts they were reading. In gégngiudents are more motivated to
complete open tasks because they have more autormmpared to closed tasks for
which there is only one correct answer or one cbmay of completing the task (Turner
& Paris, 1995). This certainly rang true in Jonath@&ase. He was very engaged with the
mythology project because it allowed him to explatepic that was interesting to him.
The task also presented a moderate challenge fiatilan. Specifically, he had to look at
several sources of information, comprehend thesf@xtaluate the information, and
synthesize what he learned in order to write a papeé give a presentation.

In sum, for the most part, Jonathan was an engasgelr. However, there are
two areas in which his engagement could be improvesdt, pedagogical strategies need
to be found to encourage him to become more intafly motivated to read academic
texts. Second, there needs to be more opportufatienathan to participate in
meaningful interactions around texts such thatarele part of a community of readers.
These two areas will help sustain his reading eag&gt as he progresses through the

secondary school system.
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CHAPTER 4
“l Really Hate This Kind of Reading”:
A Case of an Eighth-Grade ELL’s Situational Readingengagement

During REACH period, | helped Nabila on her sosiaidies homework. It was

the kind of assignment that we had worked on iwviptes days. She had a

worksheet with vocabulary words on it, and she tieadgrite the definition of the

terms or provide details about the events listefiming the information from
her social studies textbook. She was working fartlependently during this
time, but she stopped and asked me a question almmutain term. | said, “Well,
why don’t we look at what it says.” As we were |louk at the text and both
reading silently, Nabila suddenly said, “I reallgté this kind of reading!” She
then proceeded to read some of the words in agtar¢ane. (Field notes,

February 2012)

In the above vignette, Nabila, an eighth grademfAfghanistan, presented a
negative reaction to reading academic texts. This avstrong contradiction to her
positive attitude about reading when she was irsiki-grade (Protacio, 2012). Guthrie
and Wigfield (2000) describe reading motivatiorsasational and argue that a student is
not simply motivated or unmotivated to read. Rathe situations in which students
become motivated or unmotivated readers shoulkaei@ed.

In this chapter, | describe how Nabila’s readingaagement levels fluctuated
based on situational factors. In particular, Ndbitaading engagement levels differed
based on the types of texts she was reading anglingose for reading. When she read

books for pleasure, Nabila was motivated to readdunultiple higher-order
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comprehension strategies more frequently, and extsgpositive social interactions. In
contrast, when reading purely academic texts, ldafés unmotivated, used higher-order
comprehension strategies less frequently, and egagsocial interactions for support
rather than discussion.

In addition to situational factors, socio-cultufattors such as her identity as a
young Muslim girl also influenced different aspect$er reading engagement. Zine
(2001) points out that Muslim girls in public scl®bave to negotiate their identity
within “three often conflicting cultural frameworkshe dominant culture, their ethnic
culture, and Islam” (p. 404). These intersectiragrfeworks melded to form Nabila’s
identity as a reader. In Nabila’s case, her idgmist a Muslim girl influenced who she
engaged with in terms of her social interactiormaiad reading, and it also affected the
types of texts which she chose to read.

Getting to Know Nabila

Nabila and her family were originally from Afghatan, but Nabila spent many
years of her childhood in a Pakistan village wehdw Afghans. Nabila’s family was
granted refugee visas, and they moved to the Un8nwWabila was in the third grade.
Her parents decided that Nabila’s mother would thkefamily to the U.S. so that Nabila
and her five siblings could have a better educatidnle Nabila’s father remained in
Pakistan. Nabila realized the sacrifice that heepis had made; thus, she strived to do
well academically to fulfill her parents’ wish dfeir children to have a good education.
When Nabila arrived in the United States, she didkmow how to speak any English.
During the early days in the U.S., Nabila’s oldistess often read English books to her,

which influenced Nabila’s motivation to learn hosvread in English. As Nabila learned
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how to read and speak in English, she became #&/muyttivated reader. In my previous
research on ELL reading motivation, | found thabMg as a sixth-grader, read primarily
for two reasons. First, she read for social reasorthat she could engage in book
discussions with her teachers, friends, and sibliSgcond, she read for instrumental
reasons so that she could learn from reading. Bahild through reading she could “shop
for her mind” (Protacio, 2012), which indicatedttshe chose her reading materials
based on what she wanted to learn. In element&igoscNabila had very positive
relationships with her teachers. She attributedi@ivation to her teachers’
recommendations of interesting books. Nabila’s irpgngagement changed once she
entered middle school.
Adjusting to Middle School Life

Being an eighth-grader, Nabila had adjusted tonldelle school experience in
terms of academics. While she enjoyed her Spamgdlag classes, Nabila mentioned
that she did not enjoy her content-area classdsasiscience, math, and social studies.
When | probed for the reason, rather than commegmimthe subject matter in these
content-area classes, Nabila explained that shedaliteel as though her teachers were
very supportive. | did not observe in any of thelssses, so | do not have observational
data to support or refute Nabila’s claims. Nevddsg this indicates that in Nabila’'s
perception there was less teacher support at ttélenschool level. Despite this, Nabila
was very diligent with her academics. In my obseoves, when she was able to use free
time to work on homework and projects, she madel gse of her time. She would also

take the initiative and ask for help when she ditiunderstand something that she was
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reading. Nabila also noted that middle school hewblne easier because she was more
fluent in English.

Throughout the study, Nabila seemed very investéer social relationships.
When | asked Nabila to reflect at the end of tHeostyear about her middle school
experience, her primary focus was on her socialdstg. She recalled that students
whom she thought were her friends in the severdldeyignored her and treated her as if
she was a “loser” or outsider. Nabila implied that adherence to religious norms may
have affected other students’ perceptions of hesle reflected, “Now that I think about
it, | lost a lot of friends, but they weren't tréreends, so it doesn't really matter.” While
Nabila tried to put forth a dismissive facade abber social standing, | could sense that
she wanted to be more accepted by her mainstrears. péevertheless, Nabila did not
conform to the pressure to become more Westernaetlinstead stayed grounded in her
Muslim identity.

For the most part, Nabila seemed to be very caatite in her own skin and
embraced and accepted that she was not part afdhestream group. Perhaps Nabila
felt, like participants in Zine’s (2001) study, tffd was easier to just be with [her] own
kind” (p. 412). Her close friends were fellow Mumslgirls who were all in the ESL class.
While they came from different countries, their addnce to their Muslim faith and
desire to do well academically were common denotarsawithin their social circle.

Nabila was extremely committed to adhering to etqeons of her Muslim faith.
Nabila not only took the customs of her religiomyseriously, but she also expected this
of her Muslim peers, particularly of other femal@e$im students. In fact, there were

instances where she seemed to even monitor whatther female Muslim students
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abided by their religious customs. On one occabiabila noted that a fellow Muslim
female wore shorts to school, which under her eWas inappropriate attire. In this
case, Nabila seemed to take on the role of an efoensuring that the Muslim students
abided by Muslim customs.

There were moments, however, when Nabila’s aitioout her social status
seemed to fluctuate. During these times, she waseroned with other students’
perceptions of her and her religious and cultusgkiground. One afternoon, | was in the
library with Nabila and Sanaa and homework helgetiwas almost over. Mrs. Blake
came over and Sanaa told Mrs. Blake that her hasrlvecoming a bit unmanageable.
Mrs. Blake turned to me and asked, “Have you seerf®anaa’s) hair? It's gorgeous.”
One thing that Mrs. Blake, the ESL teacher, wallyreansistent about doing with her
ELLs was making their culture valued. She alwaysgimented the female Muslim
students in her class about thajabs taking note of the designs. She would say things
like, “Is that a newvhijab? It's beautiful!” or “I love the way younijab matches your
outfit today.” When | told her that | had not, M&lake asked both Nabila and Sanaa if
they would show me their hair. The girls agreed. Weéat to Mrs. Blake’s classroom, and
once away from the door, the girls removed thgabs | noticed that both Nabila and
Sanaa looked very different when their hair was mleampared to when they had their
hijabson. Mrs. Blake and | complimented both girls onithair. Nabila then
commented, “I wish they [other students] could meelike this.” While | did not address
it with Nabila at the time, her statement struahard with me. The presence of thi@b
automatically marked Nabila and her friends asedé#it from the mainstream (Portes &

Rumbaut, 2001).
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During the following interview, | delved more intois issue with Nabila.

Selena: | really appreciate you and Sanaa for sigpwie your hair without your

hijab. One thing I found interesting was when you wéke 1All the kids in

school just see me withhajab. | wish they can see me like this.”

Nabila: Yeah.

Selena: So what made you say that?

Nabila: Because most people think that just becaugseear thdiijab and long

clothes and stuff means that we're not pretty o or something. They just judge

you and if they see that | can look like Americaa.t

Nabila’s explanation indicated that she felt thidter students made assumptions
about her, both in terms of her physical attribated her personality, simply because she
adhered to the traditional Muslim religious custonterms of her wardrobe. She wanted
students to be able to know her and neither judgexclude her because of Hgab.

Nevertheless, Nabila appreciated diversity antizegthat everyone could not be
the same. In the example below, while Nabila wagpesed to be responding to a
guestion in a comprehension assessment about immigy she instead shared her
insights about assimilating into the American cudtu

Because like it's so funny how if you go to youuetyy, you're so stuck with the

way of living there. And when you come here albcfudden you just look at

other people and be like, “I should look like thbatause maybe they think I'm

different and they're too scared to be differeniseamany people don't like

different people.” So they'll just be like “I'll g be the same.” Well, if you're the

same then, what's the point of the world?
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Through this interaction, | learned that Nabilalized that diversity was a
positive thing because as she noted, “If everysijsic] the same, then everything would
be boring.” Nabila may have also said this becahseunderstood that her mainstream
peers might have perceived her as being very diftedrom them. Thus she hoped that
they, too, would value diversity rather than embrgconformity. But it also highlighted
there were times where Nabila contemplated charthimgs about her primary
Discourse as a Muslim female in order to conforrhépsecondary Discourse of the
school setting. Nabila seemed to be wavering abeutdentity as she continuously tried
to reconcile the customs of her Muslim faith witthwhshe wanted to be perceived by her
mainstream peers.

In the larger sociocultural context of Nabila'fisol setting, she was struggling to
make sense of her social relationships while samgibusly trying to adhere to the
customs and norms of her Muslim religion. Nabildisntity struggle impacted the social
interactions around reading in which she partiggdafs a sixth-grader, Nabila had
mentioned that she could start a conversation angfone about reading. In contrast, as
an eighth-grader, Nabila had only a limited ciretgoeople with whom she shared her
passion about reading.

Similar to her stance as a sixth-grader, as antleigrader Nabila continued to
enjoy reading leisure texts. On the other hand hslteextremely negative attitudes about
academic reading. Her low levels of academic matwadid not negatively affect her
ability to use comprehension strategies or makenmga from texts, as she was able to
do both with ease. In terms of her social intecanstj Nabila engaged in book discussions

with her Muslim friends around texts she read fleapure, but only consulted adults
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when she needed support for her academic reading.
Contradicting Motivations

Throughout the time | spent observing and inténgavith Nabila in the eighth-
grade, it was very evident that she had very stroagtradictory feelings about reading
for school versus reading for pleasure. While tagesnents initially shared in the
vignette at the beginning of this chapter may mtevthe impression that Nabila was
unmotivated and disengaged, this was not the case.

Nabila’s motivation was highly dependent on thaaion and context. For
instance, Nabila was highly unmotivated to readiéx¢books assigned in her content-
area classes.

Well...1 don't know. It's just, it [the textbook] dea’'t make it sound exciting or

fun or something. You know? It doesn’t have anyghindon’t know, it’s just a

list of things. It doesn’t really make your mincefento it. If a book starts with

something good that you wanna keep on reading. fikey to start, | don’t
know, they can’t make social studies or science fflunow that for sure.

Yet Nabila was also the focal student who was rmastsically motivated to
read books especially when given the opportunifyuisue her own reading interests in
her spare time. For example, during Reading Mdd#thila was one of the top three
students in her ESL class who spent the most t@ading based on the reading logs that
students submitted. Nabila’s reading log entrieficated that she found much pleasure in
the hours she spent reading (see Figure 1). Wiel&keading Month initiative can be
considered a form of extrinsic motivation becalmad was external recognition and

pressure to read, Nabila went above and beyonexectations for Reading Month. In
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some ways, Reading Month helped prompt Nabila qiage in even more pleasure
reading because it gave her an additional reasoratbfor pleasure, and it also offered
the promise of recognition. | would argue thatdngount of time Nabila spent reading,
coupled with her extensive summaries and reactartser reading log, is indicative of

her intrinsic motivation to read.
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Figure 1a A sample entry in Nabila’s reading log

Summary:

This is the story of a boy named Dominic and heni®rphan, but he doesn’t want
anyone to find out. One day, his class goes oald frip to Ellis Island and falls asleep
in a closet. When he wakes up nobody is there aod ke finds himself in Italy in 1908,

Personal Reaction:

This story has an unusual twist to it. And makes sorprised a lot. | think that Dominig
shouldn’t be shy or afraid to tell people that fiam orphan because it's not something to
be ashamed of.

Figure 1b.Key to Figure la.
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In the semester that | spent observing in NabESB4& class, more often than not
along with her binder and textbooks she would beytay a book or magazine she was
currently reading. Sometimes, when she got to Bk &ass early, she would rush to the
school library (which was next door to the ESL stasm) to exchange magazines.
Nabila took full advantage of her school’'s exterditarary. Having access to texts
certainly facilitated Nabila’s reading motivatiog providing her with a wide range of
books and other materials from which to choosee@&lather factors also seemed to
positively motivate Nabila to read: social motieatbecause of her peers, interest in
certain topics and genres, and book characteristics

Socialmotivation. Out of all the focal students, Nabila was mostivadéd
because of social influences. As an incentivey &éeh interview and QRI assessment,
focal students were given a book. Nabila repeatedigtioned that she was motivated to
read books that were recommended by her friendservghe looked through the book
options, she would make comments about those libak$iad been recommended by
her friends. In one instance, she was very exeiteeh she was able to get the bddiks
Peregrine’s Home for Peculiar Childrdrecause it was a book highly recommended by
one of her friends. Nabila mentioned that she woualdurn, also recommend books that
she liked to her friends. Providing book recommeiotia to one another was a way in
which Nabila and her friends became excited andvaied to read specific books.

Nabila was also the only one among the focal stisdeho also sought adult
recommendations. She frequently asked the schHwalkian, Mrs. Jenkins, for book
recommendations. In the seventh grade, Nabila éa&d some multicultural books which

she thoroughly enjoyed, and she wanted to findlambiooks. Nabila said that Mrs.
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Jenkins had been helpful in helping her find ind&rg multicultural books. Nabila then
later encouraged her friend, Aina, to also ask Nieskins for book recommendations.

In contrast, Nabila did not mention getting boekammendations from teachers,
except from Mrs. Blake. In fact, she indicated #ta@ found it annoying when a teacher
would keep on reminding students to read a celdagk. She said this tactic did not help
in getting her motivated to read. This was the ggpaf Nabila’s stance from when she
had been in the sixth grade. At that time, Nal#lansed to have a high regard for her
teacher’'s recommendation: “Once you start readibgak that you like that the teacher
has picked for you, it captivates you and takes ytiention and you just can’t stop. You
just want to keep on reading” (Protacio, 2010,3). & might be that when she was
younger, Nabila needed assistance in finding bbeksause she was still figuring out
what interested her. In addition, Nabila seemeubtee a good relationship with many of
her elementary school teachers. Now that Nabilaiwasddle school, however, it was
troubling to note that aside from Mrs. Blake andsMrenkins, she did not have any close
relationships with her middle school teachers.dirhe that Nabila did not acknowledge
other teachers’ book recommendations because dhetihave a good rapport with
most of them, nor did she engage in any conversatoound pleasure books with them.

It should be noted that Nabila did not hesitateetmmmend books to Mrs. Blake.
In the reading log which she submitted to Mrs. Blak March, Nabila wrote a note at the
bottom of the page, “I highly recommend you to rdaHunger Gamesilogy Mrs.

Blake — Nabila. <3 <3 <3 <3 this books!!!” (The #8this case represents hearts; in other

words, Nabila said that she loved these booksanbther instance, Nabila wrote a short
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note to Mrs. Blake about the boblome of the Brave]f you liked Inside Out and Back

Again,read this.” (See Figure 2.)

{ {_; LA = ~ -
> & , Lj . Date: 2 ~\% {C/Number of minutes you read today: 1 i\_f?
i _h! JL{ l//\\ : g _j -
C Insrde Tite: Hovrne b TVLL Parent signature N
T eAats 2 Lrave
S Summary:

nis s 30 Sy of- o NOUNGy - Afncon Y n
Ye's aod and Yo e sl \)ué'{é' vorh wiled aX o wor

Has 10\ P-_r\ 1) ond s e\u hope now is s pacttwr coler<
the U'S 5 >€’Offf 1ng. &gy agFVE Gakap 1€ Find lie

>( -\‘ Personal Reaction: &€+ e "'\5 BT CUYRS C’“ FEron T P do Gng %

X P Thi'S /,ac,z wa ~,<, s ar g (L ’;a: WL "/{”{of!/a‘?

o htOMSE ~ pCBfT Fs qad— T ypes of
= y U ek M"r’ [l

1Y -
\C\ Number of minutes you read today:
Title: C\)\ (BRA !‘x o ¢ Parent signature

Figure 2a Nabila’s reading log entry with recommendationisMrs. Blake

Summary:

This is a story of a young African boy named Kekkls dad and brother were both
killed at a war in Africa, and his only hope nowhis mother [who is in] the U.S. is
searching every active camp to find her. He expegs different types of weathers. His
mom finally comes home, and Kek makes a friend rbhennah.

Personal reaction:
This book was funny as well as true because missyis what you feel like when you
first come from a different country. Kek is a brakharacter.

Figure 2h Key to Figure 2a.

As another example, in one of the RAIs that Natdmpleted for this study, she
wrote about reading the bo@&ktter Melon.In the comments section, Nabila wrote, “I
really liked this book! (P.S. You should read itIn this case, Nabila even took the

initiative to recommend a book to me. Nabila did owly rely on book
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recommendations, but she also willingly recommertatauks to others, at least to those
whom she recognized as fellow readers.

Interest. Aside from book recommendations, Nabila was oftertivated to read
in order to fulfill her interests, such as readmagiticultural books.

Well, [I like reading] books that take place, litkee setting is in a different

country and they have a different religion andféedent lifestyle, cause you just

kinda see. And that's when you compare your lifestyth theirs. You just go

“Oh, we never do that” or “Oh yeah, we used toltat tn our country but we

don't do that in the US or something.” This onelhdtarvana’s Journeyher

sister got married when she was like 15 and theasl like “Oh yeah, in the past
this happened in my country but they don't do éimgmore.”

This interest in multicultural literature is liketonnected to Nabila’s stance
towards diversity, which was mentioned above. Badneg multicultural literature,
Nabila was able to personally affirm her sociahdiag as a minority by reading about
characters who were also in diverse situationscantexts.

Nabila also tended to borrow books that dealt wiblescent issues, particularly
teenage relationships. She often commented thdikeltea specific male character in the
book and would talk about him with a dreamy expoess her eyes and then giggle
about her statements. These literacy events shatviNtbila was transacting or
interacting with the texts. For example, when regdilatchedand its sequeCrossed,
Nabila was very animated in talking about the refeghips that the main character,
Cassia, had with the two male characters in theg.sto

Selena: So if you were Cassia, who would you chdgaeor Xander?
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Nabila: Xander.

Selena: Why?

Nabila: Because why waste your time finding Kai@sHlke you would've known
Xander like forever so...

Selena: So they have that foundation. Okay, isthaything that you're learning
as you're readinGrosse@

Nabila: No. Well, I'm learning about the societyldrow they lie to them and they
make them go to this place to farm and stuff ard tihey just die there.

Selena: How could you make comparisons to whattsggan now? Are there
any? Or does it help you think about any issuetwvieshave in society?

Nabila: No, I don't know. I just think about thevéotriangle

Selena: So that's what you enjoy about it? The é»pect?

Nabila: Yeah.

These kinds of stories made Nabila giddy as sbegit about the love stories of

the characters. When discussing a young adult noair interviews, she always

brought up the relationship aspect of the book shatwas currently reading, and she did

SO in an animated manner.

Another interest that influenced Nabila’s readnadpits was pop culture.

Specifically, Nabila liked to read magazines thealtlwith the latest news in pop culture.

For example, in the RAI, the only genre which Nalaibnsistently read were pop culture

magazines, such &eopleor Seventeern the RAI, Nabila indicated that she read about

articles that focused on celebrities that she liedbout current events.
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Book characteristics.Nabila also explicitly talked about book charadtes as
something she considered when determining whetheotashe wanted to read a certain
book. Specifically, Nabila said that she could i@inediately if she was going to like a
book or not just based on the introduction.

The introduction really matters to it. ‘Cause wlysn read the introduction, when

you get a book, even after you read the summamgesmes people just wanna

read the first page and see if it keeps going,ofi yvanna continue reading.

‘Cause some books when you just read the summatyam wanna read it and

you check it out and when you go home, the firgigpia so boring you wanna die.

While Nabila’s last statement is hyperbolic, iedallustrate how passionate she
felt about a book’s introduction. In another infiew she brought up the idea again and
said, “If the first page doesn't make you wanna the page, then why read it?” She later
acquiesced and said that some books did get lettexdamantly stated that authors
should focus more on the beginning of books asvilisld determine whether or not
readers would continue reading. These statemenabija showed that she understood
the importance of the “hook.”

In connection to this, Nabila also identified #ieghor’s word choice as another
book characteristic that affected her motivationetad. Nabila shared her thoughts about
the bookOf Mice and Menwhich she decided to read because her older slst€rs
talked to her about this book when she was youriger.

| hate it when books use really big words IBeMice and MenWhen | opened

it, when | read the first page, | was about to bkest out and scream. It was so

boring. | hate it when they use big words. Theydhneeuse simple words.”
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For Nabila, the number of complex vocabulary warda book was indicative of
the interest that she was likely to have in the gexerally. If a book had a lot of difficult
words, Nabila was less apt to appreciate it. Ondagration might be that these complex
vocabulary words hindered Nabila’s fluency and coghpnsion of the text. Like most
ELLs, when Nabila encountered unfamiliar and complecabulary, she was less able to
make sense of the text and appreciate its coriéetneeded to expend more cognitive
energy when reading texts with difficult vocabuladpwever, this moderate challenge is
beneficial for ELLs as explained by Krashen’s (198@mprehensible input theory. He
explained second language learners should be gipen that is one step beyond their
current stage of linguistic competence. This wdtp their continuous development
and success in the second language. In other wsitd$ents should be provided reading
materials which present a moderate challenge tosELL

If Krashen’s theory is considered, Nabila shoudtl imave dismissed books simply
because of difficult vocabulary, as this moderdialenge would have allowed her to
continue to develop her English vocabulary. Furtiee, the Common Core state
standards emphasize text complexity. Shanahareffiahd Frey (2012) make the
analogy that complex texts in reading instructiom\ahat weights and resistance are in
an exercise program in that, in both these casdwjiduals are building muscle and
stamina.

Overall, Nabila was motivated to read when shethadutonomy to choose what
to read, which were typically books that were reotended by friends or which were on
an interesting topic for her such as multicultlitakature, pop culture, or teenage love

stories. In contrast, Nabila was highly unmotivaiedead textbooks because she found
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them boring and uninteresting. In addition, NabNaided books that had challenging
vocabulary.
Strategic Knowledge
Based on multiple data sources, such as intervi@R$,assessments, reading
logs, and RAIs, Nabila used numerous compreherstrategies when she read academic
texts and leisure texts, although the specifidagjias used varied greatly depending on
her purpose for reading.
In an interview, | asked Nabila what made somengeod reader. Nabila defined
a good reader as someone who utilizes and makekugaoof comprehension strategies.
Selena: What makes someone a good reader?
Nabila: If you understand what’s going on and you'tjust skip through the
reading. Like some people they have school progatisthey just like to read the
summary and that’s it. You wouldn’t know the import details and stuff, and if
you get lost, you go back and review it again.
Selena: Is there anything else that a good reauts, desides the things you
mentioned?
Nabila: Well every reader has their own strategies$ the same so maybe they do
something different but | don’t know what it is tcse | just use my own
strategies.
Selena: Can you tell me more about the stratebasybu use then?
Nabila: Well if | read it out loud, | don’t undesstd it so | read it to myself... And
if | have some questions in my head, if | read pag about someone, for

example, someone named Charlotte and then | gbetoext chapter and they’re
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talking about something | don’t know then | havegtoback and know what

they're talking about if it's a book | really liké.it's a school book, I just skip it.

This interview excerpt demonstrates the foundabiotme strategic knowledge
that Nabila understood and used while reading. 8aseher comments, Nabila
understood that successful readers utilized congpissbn strategies and had many of
them in their repertoire. For instance, Nabila eaded that she monitored her
understanding and used fix-it strategies such-asaeing. However, she admitted that
she did so only when she was interested in whatvsisereading. This means that even if
Nabila realized that she did not understand aiceteat, if it was a text that she was
uninterested in reading (such as a textbook), shddwnot use fix-it strategies to
improve her comprehension. Taboada and McElvan§qpargued that engaged reading
involves both strategic reading and reading thptasnpted by intrinsic motivation. “The
engaged reader will learn to be selective aboutiieeof different reading strategies, and
these will be a toolbox to draw from in order torqwehend diverse texts” (p. 186).
When reading academic texts, Nabila had a repertdistrategies to choose from, but
she chose not to use them because she lackedrihsioimotivation to read those texts.
In contrast, when reading self-selected texts, Idalsed a number of comprehension
strategies, which will be examined in the sectitrad follow.

Strategic knowledge during academic readingduring thethink-aloud portion
of the QRI assessments, Nabila was able to exdebrnty-eight instances of strategy
use. The high frequency of strategy use was pdugyto Nabila’'s extensive responses
during the think-aloud portions compared to thd cesponses of the other focal students.

In terms of the range of comprehension stratefiabjla exhibited the use of ten
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comprehension strategies. Paraphrasing was therebemsion strategy she used the
most, followed by making connections and makingiehces (cf. Table 5).

The QRI assessments not only provided rich inféionaabout Nabila’s reading
strategy use, but it also provided another glingddger attitude toward any kind of
academic reading. While Nabila was very enthusiadiout interviews and sharing her
thoughts about reading, she expressed resistartise tmmprehension assessments. After
completing the first QRI assessment, Nabila ask##¢ow many more of these do we
have to do?” When | replied that we would do threse, she said, “I don't like these. |
like doing the interviews better. Those are fun.”

Despite her negative attitude towards the compr&ba assessments, Nabila
performed quite well on the QRI assessments. Restithe QRI word recognition lists
indicated that Nabila should be administered passagthe upper middle school level,
which is at grade level. For both narrative andosxpry texts, Nabila was able to
initially understand texts at an instructional lew&hen given an opportunity to look
back at the text, Nabila's comprehension improwedrt independent level for both
genres, indicating that these were texts that [datmlld successfully comprehend
independently.

According to the QRI results, Nabila was abledamprehend texts and answer
structured comprehension questions. Meanwhiletthek-alouds provided evidence of
her understanding as she was reading the pass$ades.think-aloud about a passage on
immigration, Nabila provided the following parapbeaabout the paragraph she had just
read, “It's talking about how cities were crammeal because it was filled with people

because most people, the place where they camgliimes where they stayed in the
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cities, so like it was really crowded.” As anotlesiample, Nabila was able to summarize
a section of a passage about Malcolm X, sayingyéal just talking about how he felt
happy that he learned these words and he contieaeting words ‘cause each time he
wrote like a section of the dictionary, he wouldrie about more people and places and

history.”
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Table 5

Frequency and examples of Nabila’s comprehensiategty use in QRI assessments

Comprehension
Strategy

Number Percentage

Example from Think-Aloud

Paraphrasing

Making inferences

Making connections

Questioning

25

11

11

32

14

14

12

123

He's talking about Armenians and how
they were persecuted by people and how
they moved to America because of that
reason.

| think he was glad that he went to jail so,
not glad but you know what | mean, like
kind of you feel sad at first but later on
you learn something from that mistake so
like he went to jail and then he learned all
these words and then he said that from
then on he started reading more like books
and stuff cause he was so in love with it
and he said that it brought him in a new
world and stuff so I think that he was kind
of happy afterwards so he get to read
books and study more.

It talks about, this is kinda funny but this
happened in m y country too. They
thought that trees had like dollars on it and
stuff...l don't know where people got that
from but it's funny when | came here | was
looking for it it's kinda funny it was so
embarrassing.

| just found out that he went to prison and

| was like “Well how could he go to

prison if he's a famous person?” but | don't
know.



Table 5 (cont'd)

Summarizing

Clarifying

Monitoring

Interpreting graphs

Emotional connections

Predicting

9

He's talking about the push facaod
he's talking about some examples like this
Jewish people and how there was | don't
know who coming, the government was
coming or like killing them or something
in their village and then they have to run
away and come to America so basically
because of war some more reasons like
they come back and come here and in the
beginning he's talking about how when
they came here they weren't that rich so
they were like farmers or something.

But | think it's talking about when he first
went to a prison that didn't have any
learning facilities or something and then
he went to a different one so that he could
learn | think.

There's some things | don't knowhis
paragraph like what some things mean like
who Bimby is and what emulate means.

It's the graph of where US immigrants
came from. Nortern and Western Europe
[has the largest percentage of immigrants].

(Laughing) That last pasb true.

Maybe after this reading he's gdaiia
more about how these struggles affect his
life.

These examples illustrate that Nabila was abldéntify the key points in what

she read and talk about them in her own words. Ugirghe think-aloud portions, Nabila

also showed her use of comprehension strategidsasuguestioning, clarifying, and
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monitoring, although she did not exhibit the us¢heflse strategies as often as she
paraphrased, made connections, and made inferences.

As an example of Nabila’s use of comprehensictesgjies such as monitoring
and clarifying, one of the passages that Nabild veas entitled, “Malcolm X.” When |
asked her the concept questions listed on the @iitth were meant to ascertain how
much background knowledge students had on the,tape&tasked her who Malcolm X
was, she said she did not know. The passage wasymahiout Malcolm X's trials and
how he trained himself to become literate whil@iison. During the think-aloud portion,
Nabila showed that she understood the text anduésts that were discussed. At the end
of the passage, Nabila commented, “But that doesalty tell me who he was.” This
statement showed that Nabila was thinking beyonat\whe was reading. She realized
from the concept questions | asked at the beginoiitige assessment that she did not
know any specific information about Malcolm X. Atetend of the assessment, she was
curious to learn more about him beyond what thegges provided. Nabila recognized
that there was a hole in her background knowledipe f reading the passage. Even
though she understood the information that she tleadigh the assessment, the text did
not provide her with a complete understanding abaltolm X. Nabila acknowledged
that she still had limited knowledge of Malcolm ¥spite reading a passage about him,
and as evidence of her intrinsic motivation (ewgiasity), she continued to ask
guestions.

The “Malcolm X” passage also prompted her to nariier understanding. In the
example below, Nabila was able to articulate aspefcthe reading which did not make

complete sense to her.
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There's some things | don't know in this paragidghwhat some things mean
like who Bimby is and whatmulatemeans. But | think it's talking about when he
first went to a prison that didn't have any leagniacilities or something and then
he went to a different one so that he could lelatimnk.

As evidenced by her think-aloud statements, Naké#a able to point out the
sources of her confusion. She was then able to ms&ef other comprehension
strategies, in this case making inferences andglag, to make sense of the aspects of
the text that were causing her confusion.

In another instance, when we were working on adabrut immigration, one of
the comprehension questions was, “What is assioniat Nabila responded, “I think it
means similarity, but I'm not sure.” She then lodkeck at the text and found the
section where assimilation was defined and disclsgesimilation is the process of
becoming part of another culture,” Nabila read. dslapting to a different culture, a
different place,” she concluded. This instance sttbiNabila’s use of several
comprehension strategies. First, she indicatedstiatvas unsure of the word’s
definition, which showed that she monitored herarsthnding. Second, she was able to
locate the information in the text, which illusedtthat she was able to use fix-it
strategies when she encountered words or informahtiat she did not initially
understand. Finally, her last statement demonskithig she was able to clarify unknown
vocabulary in texts.

Out of the four focal students, Nabila was the whe expounded the most
during her think-aloud. Below is an example of Nabithink-aloud statements after

reading a part of the QRI narrative passage, “Biddgon.”
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Three years passed since they stayed at Califarndavir. Smith, which I'm

guessing is their owner, | think, wanted to go sefmere else. ‘Cause he wanted

to travel a lot so they were going to Texas and they were all ready to go. And
then Biddy Mason was like “I have to take advantafiis opportunity so | can
escape.” She was making like an escape plan anbghe one. | guess she found
someone who can help her and she sent a word @hinéff of Los Angeles, the
person who could help her.

This is a typical example of the amount of detagttNabila included in a think-
aloud, a stark contrast to the other focal studehts rarely elaborated and only provided
short statements. At the beginning of the thinkidldNabila made an inference about
one of the characters that had just been introdurctte story. She likely used context
clues to determine that Mr. Smith was the slaveeyvafi Biddy Mason. She then talked
about the events in sequential order and also gedviner own inferences about these
events. Based on just a small portion of text, lalas able to demonstrate use of
multiple strategies such as paraphrasing and makfagences and provide many details
about what she had just read.

Because my study focused on engagement, | wantedke sure that students
were allowed to choose the passages that they vibeutdading for the comprehension
assessments. For the expository passages, Nabda thread about immigration
between the late 1900s and early twentieth cenBegause of her own personal
experience as a refugee to the U.S., she expressedinterest with these passages than
with the narrative ones. During the second passagmmigration, Nabila started

giggling while reading.
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Selena: Why are you laughing?

Nabila: Because the last part is so true.

Selena: What about it is true?

Nabila: They played American games and dressednrerfan style clothes.

Yeah, it's talking about how parents [are] oldamtlitheir] kids. Their brain can,

like, adjust to the new language but, like, childlearned it quicker in school and

then they taught their parents. My mom still doglembw how to speak [English].

It's been like 5 or 6 years. | don't know why shstjquit. I'm like, “Mom, you

need to learn English.”

Nabila not only made a connection between whainsigereading and her
personal life, but she also made an emotional adrore Nabila related to the text so
much that it made her laugh because she was tigi@iout the similarities between the
immigrant parents in the passage and her own nistégperiences. Although this text
was written in a more academic voice, Nabila wds tbeasily understand it and make
connections because the topic was familiar to Heis is in line with Goldenberg and
Coleman’s (2010) recommendation that ELLs be gitesits on familiar topics in order to
boost their reading comprehension.

However, the use of these immigration passageslalstrated how Nabila
sometimes over-relied on her background knowledgeer than thinking about the
information that the text explicitly provided. On&the comprehension questions in the
second passage about immigration was, “What wasvagen which the immigrants
found jobs?” The text explicitly mentioned that themigrants during that time were able

to find jobs through friends, relatives, labor cantors or employment agencies. Nabila
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provided a different response to this question.

“Well, they couldn't just find jobs really fast mese they didn't know English or

anything so they got help from their, | don't knewvat to call it, their helper

people? When you come here you're assigned likseworker or something,
right?”

Her answer to the question indicated that she wenguner own experiences of
coming to the U.S. to understand the passagenhhbts particular instance, the question
called for an explicit answer from the text. Rattiem providing a response to the
guestion based on what she had read, Nabila ins¢éad on her own experiences to
answer the question.

Strategic knowledge during pleasure readingWhile the information from the
QRI assessments provided data on the comprehestsatagies that Nabila used for
more formal, textbook type reading, Nabila was alske to illustrate the strategies that
she used in texts she read for her own interegt .pfimary comprehension strategy that
she used when reading for pleasure was making ctians. In the interview excerpt
below, without much prodding, Nabila provided amam®ple of how she made
connections between the text that she was curregdlying and a book that she had read
in the past.

Selena: So what have you learned recently frommgabmething?

Nabila: Last year | read (Lois Lowry'3he Giverand then now when | read

(Ally Condie’s) Matched,sometimes when | read books if they are alike, ltke

same stories cause | never knew that. | just fabatisome people, some authors,

may think alike in their minds. But they wouldnidw that, so they write the
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books. Sdarhe GiverandMatched they are really similar. | thought iMatched]

was the second book ®he Giver

Selena: Tell me what the similarities are that goticed.

Nabila: Well, they lived in the same kind of atmbepe. The same kind of place

where the government rules. They get tablets agyllthve their own curfew for

the whole city and stuff like that. So people rgalbn’t have their own rights.

The government tells them what to do and they ake whatever they want away

from them and basically they don’t have controlrabhemselves.

In this instance, Nabila was able to make a commebetween a book she was
reading for pleasuré&/atched,and a book she had been required to read for samool
seventh gradélhe Giver.Unlike most of the texts that she was assigneddd in
school, The Giverseemed to be a book that Nabila had been higlgsgad in reading.
This exchange also indicated a good understandingabila’s part of the different
aspects of the books’ settings. While the charadteeach book are different, Nabila
recognized the similar characteristics of the dysto societies depicted in the two
novels. She was clearly able to see connectiongelest these two texts, which is an
indicator of a good comprehender (Duke & Pears6022Duke et al., 2011).

Aside from making connections between texts, Nabiés also able to make
connections between what she read and what occurted world around her. In the
excerpt below, as she described why she likedad neulticultural books, Nabila
demonstrated an example of a text-to-world conoadtiat she made.

Well, in Shiva’s Fire [it] took place in India and then there was ldeamel

fighting or something. Well, that never happenAimnerica, obviously. There was
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also a really, really bad storm and a lot of peajiel, but then in America they

like warn you or something. But in India and sttiffey don't have warnings or

anything. The storm just comes. You should knowker hide or something

‘cause then if you don't you just die.

Nabila contrasted the setting of the book, Inthayhat she knew about how the
United States prepares for disasters. She was@bdlaw comparisons between the
events in the fictional book and what would happereal life. These and other
examples illustrated that Nabila was an active egambnstantly making connections
between what she was currently reading and hereoyperiences, other texts, and her
knowledge of the world.

Without being prompted, Nabila also evaluateds¢ixat she read for pleasure.
For example, in her reading log, Nabila providedaction toThe Hunger Games.This
book was my favorite book I've ever read in my whehtire life. Definite page-turner,
love it! The characters are interesting. | thinlefdeand Katniss will fall in love for real
even though they were faking it before.” Nabilaleated the author’s writing style and
character development. She supplied a rationale/figrthis was her favorite book. In
addition, she predicted what would happen in the beok in the trilogy. More
importantly, her enthusiasm about this book wasegq.

Nabila was also able to evaluate books accordirdifterent factors. Among the
aspects she evaluated were text features, writybg, @nd characters’ actions and
personalities. This can be seen in some of thera&tts that she wrote in her reading log
about different books she read during March’s negqudnonth:

1. "l think that Ha and her family were sooo luckysiarvive the ship and come to
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America. Ha is an amazing charactehis{de Out and Back Aggin

2."l think that Anne is a fun, outgoing, kind, magdrgirl, and I felt bad for their

family and hoped that they should of not been caugiiso feel bad for the

millions of Jews that were killed for nothingDi@ary of Anne Frank

3. “This book was funny, as well as true because ntiss is what you feel like

when you first come from a different country. Kskai brave character.Hpme of

the Brave).

Aside from being evaluative, Nabila’s commentdimese books also illustrated
the strong emotional connections that Nabila maide tive characters she read about.
Nabila commented on the protagonists’ personaléres made inferences about their
character. These were examples of moments wheraNaas transacting with the texts
she was reading (Rosenblatt, 1994). As Rosenlila@9) explained, when transacting
with the text, the reader is paying attention ®‘timages, feelings, attitudes,
associations that the words evoke in him [or h§y]"34). Based on the examples
provided above, it is apparent that Nabila conststealid this, at least with texts that she
read for pleasure.

Nabila was also able to provide evaluations abattiaracter’s actions. When she
read the booBitter Melon,Nabila gave the following reaction in the RAI, “Ries
needs to stand on her own feet because her mdteysatells her what to do.” Nabila’s
statement implied that she disapproved of the ciara lack of ability to take more
control of her life. Evaluating characters’ acBand personalities was something that
Nabila frequently did while reading. As another ryde, when we were discussihtiss

Peregrine’s Home for Peculiar Childrewhile Nabila enjoyed the scary plot and
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pictures, she “didn’t like that he was dating theng girl as his grandfather ‘cause that
was just weird.”

These examples demonstrate that when readingracatges of texts, Nabila
resorted to using strategies such as paraphrasthguanmarizing although in some cases
she was able to utilize higher-order comprehensimategies such as clarifying and
monitoring. Meanwhile, when reading texts of henashoosing, Nabila used a wider
range of strategies and utilized higher-order sgials such as evaluating and making
connections between texts.

Constructing Meaning from Texts

Because of her low motivation to read academitstesspecially in her content-
area classes, in order to obtain information aldt she learned through academic
reading Nabila had to be prodded in interviews.{dtesnterview probes, Nabila mostly
did not discuss what she learned from reading ircbetent-area classes, nor so when it
came to her reading logs and RAIs. When | askeavhat she learned from reading, she
tended to provide information about books she wasing for pleasure, such as the
example provided earlier in the chapter abdatchedandThe Giverand how she did
not know that two different authors could writergte that were so similar. Nabila rarely
provided information on what she learned througidieg in her content-area classes.
Towards the end of the school year, however, stieldborate on ideas she had been
learning in her English class.

In the last month of the school year, the eightidg English and social studies
teachers designed a cross-disciplinary unit whatrerstudents had to research a specific

topic that happened either in the Gilded Age orRhegressive Era. Nabila chose the
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invention of the teddy bear as the topic she wéatds on for her paper. When | asked
her about the project, Nabila initially replied tistae thought the project was fun despite
the hard work. She had learned some new thingsastie teddy bear being named after
former U.S. President Theodore Roosevelt. Nabdkiiborated:

These Jewish people in their little shop becausad, you know, how President

Roosevelt went on this trip and he decided noiltdHe bear then it went in the

news and then they saw it and they were like “hmmaybe we should make a

toy out of that” and they made a toy and it gotlfmub

Nabila was able to summarize the key ideas fragretlents that influenced how
the teddy bear got its name. However, Nabila washle to provide more details in our
interview aside from that. Nevertheless, Nabila afale to reflect on her work and
identify areas of improvement for her project.

Now that | think about it, when they talked abdusomething about the

Progressive Era like child labor. | should haveeatichild labor to the list that |

did, but I didn't. | just said when working conditis are bad, but | didn't add child

labor. | should have. Cause we watched videos oialsstudies about child labor.

Yeah, that was in Progressive Era.

As demonstrated, Nabila was a reflective learnes whs aware of what she
could have done to make her work better. In addjtshe realized that because this was a
cross-disciplinary project, she should have prodidestronger connection to the
historical aspect of the paper. She also showedstieaclearly understood some of the

key ideas that were discussed in her social studess. Even though she initially was not
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able to include these thoughts in her paper, Naimsis able to reflect on her work and
think of improvements that could be made to hejgato

In another interview, Nabila discussed her expegdn preparing a project for
her English class. Students were assigned a selgmsingightforward word, and they had
to consult different resources and write aboutdifferent meanings and connotations of
that word. Nabila was assigned to write about tbedvpeace.” Nabila explained how
she extended her understanding of the word.

We have to do news articles and stuff, not thegthiwe usually read. | don’t read

articles or the dictionary for fun. Most peoplettiat, | don’t know. But when you

read for fun, it's like one book, but then thatdjerct] we have to look through a

lot of stuff like | mentioned. So it wasn’t that eftufun.

Nabila’s utilized several references such as tbgodary, the Qu’ran, poetry, and
novels. She then included in her paper what shreédaabout the worgeaceas she read
the Qu’ran.

The religious text showed me the interpretationthefword peace in the Islamic

religion. The verse that | chose for the word “@acomes from the Surah al-

Bagara, in chapter 2, verse 224. It came from sheariic religion and | chose it

because | wanted to see how it was interprete@reéiftly than the other sources

that | had picked earlier. The Surah stated: (3) Aot make Allah’s (name) an
excuse in your oaths against your doing good atidgapiously, and not making

Peace among mankind. And Allah is All-hearer, Alekver (i.e. do not swear

much and if you have sworn against doing sometgow then givean expiation

for the oath and do good) (“Al-Bagara, Chapterétse 224").
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In this source, | found out that Peace has a e@iffermeaning in the

Islamic religion. The meaning states that you stiotiluse God’s name as

an excuse for doing bad deeds. People should be tgofellow humans

and not swear. They should make peace with everynee God hears

and knows everything. If someone makes an oath kaedks it, then

he/she should start doing good deeds. The religiextsshowed me the

interpretation of peace from a religious point Ew.

Nabila demonstrated the ability to provide explgtatements aboyteacein the
Qu’ran, but then she was also able to also prokigteown interpretation. Nabila could
have chosen not to include information from a relig text for this project, but because
her religion is an important part of her discousd®es purposely did so.

In the paper that Nabila submitted to her teacklee, indicated that aside from
learning multiple meanings of the word peace, dse gained additional information
related to her development as a writer.

This project was a fun way to know what a word nseand to also learn about

yourself as a learner. | think that after everyghirhave done to get to this point,

this project actually helped me understand the wmedce in my own way.

Overall, | think that | learned that other peopleshd work differently towards

the definitions and meanings of the word itselfs@l | learned many different

writing techniques than | had already known befdilgese include learning extra
transitional words. In conclusion, this project veagery good way for me to learn
about myself as a writer and how | have improveerdlie last few years. Also, |

learned about my word and its different meanings.
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While she found reading multiple sources tedidi@hila said that at the end it
was a good experience and helped her to undergtanaultiple definitions opeace In
an interview, she elaborated, “I already knew wiedce meant, but | didn’t know that it
has many synonyms for it. | thought it just meangqbut it [also] means not war and
stuff like that.”

Therefore, while Nabila did the required readimgerder to fulfill her academic
obligations, she did not typically enjoy readingemht was required for class. Despite
the fact that Nabila would read only to satisfyagemaic requirements, it was apparent
that she was still able to learn from this typeezding. However, she often provided
only the main ideas when asked about the acadext® which she read, compared to
the very detailed information she tended to shame ttexts which she read for pleasure.

Nabila’s case showed that motivation played airolger willingness to acquire
information from academic reading. As indicatedhie QRI assessments, Nabila was
able to comprehend academic texts. However, shealidalue academic reading as she
found it boring. While she was always eager towksovhat she understood and
appreciated from texts she decided to read forsplea she did not express the same level
of enthusiasm for sharing what she learned thr@egldemic reading.

Social Interactions

When | interviewed Nabila in the sixth grade foy practicum study, |
discovered that Nabila was very motivated to remgfeasure for social reasons. She
frequently engaged in book discussions with andiiwemd who was also an ELL, and

she also participated in social interactions ardumaoks with family members. She also
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seemed to value her teachers’ opinions about ba®kée relied on teacher
recommendations to find books to read.

As an eighth grader, Nabila’s purpose for paréitipg in social interactions
around reading shifted. Out of all the focal studeNabila was the one who engaged in
the most social interactions around reading both her peers and adults in her
classroom. However, as demonstrated through seseaatples below, Nabila was very
deliberate about the social interactions she eryagdepending on the situation and her
purpose for participating in these interactionsm@rily, she held book discussions with
her Muslim friend, Aina, but she only asked for gag for reading from interactions
with adults.

Nabila’s participation in social interactions weesults of her own volition. In
Mrs. Blake’s class, there were a few opportunitii@ssocial interactions, but these
interactions were centered on academic vocabulargsvand not on specific texts that
students were reading. Instead, Nabila was thewresought to participate in
interactions with others around texts.

Engaging in book discussiondNabila and Aina regularly engaged in
conversations around reading. As mentioned eattiey, recommend books to one
another, and they also discussed these books.ifrteamiew, | asked Nabila about the
importance of having someone to discuss a book with

Nabila: | just feel really excited. Like your he&tlike ‘Oh my gosh, | need to tell

her about this.” Plus it makes each other read rootd’s just like really fun.

Selena: You said it makes you read more. Why daeske you read more?
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Nabila: Well, we have someone to talk to aboubiitgust make you read more

books by yourself then, like, [I can] tell the otlperson about it.

Having someone to discuss books with prompted [ddbitead more since she
was eager to talk about what they liked or didliket about a particular book. She also
said that having discussions allowed her to leasrenabout the topic of the book. In
addition, Nabila mentioned that she and Aina addketd about the books that they liked
which had been turned into movies, sucfilas Hunger GameandTwilight.

Nabila indicated that she was able to discussdstings and ideas about the
books she was reading through social interactiatis Ama. However, when asked if
there was a disadvantage in engaging in sociakictiens, Nabila said that Aina
sometimes revealed the ending of books to her befloe herself had a chance to read
them. Through social media sites such as Faceladsi)a had also provided some of
these spoilers about books she was reading. ButeNa#plained why she posted the
spoiler about what she was reading. “That’s thél@m. That's what happens. Your
heart is like, you have to tell this to someone simel [Aina] wasn't there so | could call
her so | just wrote it [on Facebook].” This examgh®ws that Nabila was so immersed
and attached to what she read that she needegessxhis to others. In this instance,
Facebook allowed her the platform to interact witiers about books.

It must also be noted that Nabila’s opportuniteesngage in social interactions
were limited because of her outsider status. Whennsas younger, Nabila interacted
with more peers about what she was reading. Howesgea middle schooler, Nabila
interacted mostly with other Muslim students. Thalge could not initiate conversations

around reading as often as she had before becheskdsno longer had many friends.
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Students with whom she used to engage in convensasiround books ignored her now
that they were in the eighth grade, and Nabilatsad@ircle was limited to the Muslim
girls in the ESL class.

Social interactions for support.Nabila only liked to engage in book discussions
with her Muslim friends around books that she rieagleasure. For academic reading,
Nabila preferred to interact with either her teashw the pre-service teachers who had
field placements in her ESL classroom. When Natidianot understand something she
read in her textbook, she reread the text, asketkticher, or asked the tutors during
sixth period and homework help. FMS provided a$teiool homework help for students
on Mondays, Wednesdays, and Thursdays. There sageavising teacher who took
care of things such as students’ signing in andlimgnout late bus passes. In addition,
there were tutors who were typically the pre-sert@achers from the local university.
Nabila and her friends consistently stayed aftBostto receive additional support,
preferring to do their homework at school where/tbeuld ask for help if needed.

Nabila shared that she had had varying experiemodsgng with the college
students who came to Mrs. Blake’s class. She $aaime of them help me understand
the words and some paragraphs [that] don't maksesen they try to explain it in an
easier way and draw pictures. That really helpsartw.” Nabila’s social interactions in
these instances provided her with the necessaposuto help scaffold her
understanding of the textbooks that she was oféeigaed to read for her different
classes.

On the other hand, she noted that some of thegmbtudents did not exert much

effort in helping the ELLs with their homework araalemic activities. She said that some
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of the students just seemed to be there to ftiidlfield requirements of their course, but
they were not interested in actually helping thelshts. Nevertheless, Nabila preferred
to ask for help from the pre-service students rathen ask her friends for help.

The primary reason Nabila cited in not askingdigpport from her peers was that
she did not want to seem inferior to her peers.

Nabila: | don't like it when a student helps me enstand.

Selena: Why not?

Nabila: ‘Cause then | feel dumb because it's rteaaher who's helping me

understand. It's a student and | should know theesas the student.

While social motivation seemed to be a primary sewf Nabila’s motivation for
reading for pleasure, she did not see the advasitaigesing her social network for
providing support with her academic reading. Nalelgarded her friends as peers she
could have book discussions with, but she vieweddlwho were older as the ones she
should go to when she needed academic supportlaNiinot want to put herself in
social situations where she was the less knowldidgetudent.

Aside from the homework help from the pre-serteachers, Nabila also took
advantage of opportunities to ask her content-saehers for clarification and additional
information. There were several instances wherdlalamuld leave homework help
because her math teacher had announced earllez gy that he would be available for
office hours after school. Nabila would go to Hessroom to ask for clarification since
math was a subject in which she particularly sthedg

Despite these efforts that Nabila was exertingaials her academics and after-

school interactions with teachers, she was disappdithat she was not getting

141



recognition from her content-area teachers. Ndhlked about how she and her friend
Aina were often overlooked for awards such as théent of the month. She was even
surprised that teachers still often nominated stted@ho misbehave in class. When |
explained to her that perhaps this was a way ®teachers to try to motivate their peers
who were not academically engaged, Nabila arguthdt about us? We need some
motivation t0o.” She elaborated, “You know some kal$, teachers act really nice, like
‘It's okay. Come here. Sit down’ and [they] giveeth more attention. But us, if we're
good, they don’t even care. They didn’t even not@mae.”Even though Mrs. Blake
nominated her for “Student of the Month,” Nabilanted to be recognized by one of her
content-area teachers. She said she just wanteal sugport from her content area
teachers. “But they're not willing to give it to because they think that we know
everything, which unfortunately we don’'t.” Nabilestatement indicated that she and her
ELL friends were overlooked in the classroom beedhsy were not acting up, and they
seemed to be doing well in class. But what themteot-area teachers might not have
known was the amount of effort that Nabila andfriends exerted in order to complete
the class requirements. Nabila and her friends Werstudents who consistently stayed
after school to complete their projects or asksigoport during homework help, and they
wanted recognition from teachers besides Mrs. Blake

Absence of family interactions around bookswWhat was perhaps the most
striking change in terms of Nabila’s social inte¢iags compared to two years ago was
the absence of interactions around books with d@ily members. When she was in
elementary school, Nabila credited her older ssstath much of her motivation to read,

because they shared with her what they themselees rgading (Protacio, 2010). She
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also said that she and her brother would stage &kitheir family based on texts that she
and her brother had both read.

In contrast, once she was in middle school, Nabdanot participate in any
discussions about reading with her family memb@rs.of all her family members,
Nabila was the only one who was still an avid reade

Selena: Can you think of anything else that affgots motivation to read

something?

Nabila: What affects it really is the people aroyod, if they read or not. In my

family, no one reads.

Selena: | thought you said your sister reads?

Nabila: Yeah, my sister reads, but she quit nogdari't know why. She likes to

watch movies and hang out now.... Well the onlysperin my family that

actually reads and kind of motivates me, we shagesame thoughts, like Aina

and me, my little brother, he used to do that. iww he’s playing lacrosse, so

he’s like outside 24/7.

Nabila pointed out that she was unsure why hegrsiwho used to be an avid
reader, suddenly had no time for reading. In addjtNabila seemed to have a
downgraded view of her sisters’ reading habits. Mige was in the sixth grade, Nabila
described her sisters’ read-alouds to her as “raigierotacio, 2010). Nabila recalled
that when she could not yet read in English, r&ess would tell her about the stories
they had been reading, and this positive socialattion seemed to have influenced her
reading motivation when she was younger. She wantbd able to read in English since

her sisters were avid readers.
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As an eighth-grader, however, Nabila seemed taibeat of her sisters’ reading
choices. For instance, Nabila mentioned that winenasid her sisters visited the mobile
library, they tended to choose books based ondtiercwhich Nabila said was not how
books should be chosen. As previously mentionedjlaldad negative thoughts @f
Mice and MenShe had initially decided to read it becauseai$ & book her sisters told
her about when she was younger. She was exciteadoit because her sisters were able
to make the story seem interesting for Nabila. WiRahila had the chance to read it
herself, she thought the book’s introduction wasrgpand decided to stop reading the
book. She did not understand what her sisters éad i the book.

While Nabila seemed to have a good relationshtp her sisters, one of the
tensions that had arisen in the past two yearserord her sisters’ decision to not follow
certain aspects of their Muslim religion. In oustlanterview, Nabila mentioned that her
three older sisters had all decided not to wear thgb when they entered high school.
Their mother told them to wear it, but her sistdrese not to. Nabila said, “[They
stopped wearing thajab] in high school ‘cause that's when most people ktok
themselves and want to look better or somethiggeks it's their own choice if they
don't wanna wear it.” Nabila also said that hetessswere questioning her decision to
continue to wear hdrijab throughout high school.

Well, my sister's like “Are you sure you wanna wigdrCause like maybe if you

go to high school then you'll change your mind #ifibe too late and maybe if

you want to you can start now and wear a littl@’bnd | was like “No, because
once you wear something you get used to it. Thgouftake it off, it kinda feels

weird plus like people would talk about you likeitQvhy'd she wear it if she's
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gonna take it off?™

Thus, Nabila was also being pressured at homertfioom to more American
ways. Her sisters were encouraging her to not adliemuch to Muslim expectations
and customs. However, Nabila and her friends werg traditionally devout Muslim
females. Sarroub (2005) described the experierfcadobescent Yemeni-American girls
in a U.S. public school who struggled to negotlzdeveen the expectations of them as
Muslim women and their own aspirations and goalsdisiduals:

At school, where the intersection of multiple co#tsiand literacies is most

evident, Yemeni American girls learned to adaptores texts to different

situations. The most direct way they did this wa®tganizing some behaviors
and speech events into three categories that stemthe Qur’an and religious
teachings. The three categories wesieam meaning forbidderhalal, meaning
lawful; andmahkry meaning not written as forbidden in the Qu'rah bu
condemned by the Prophet Muhammad. All thinggeamare written in the

Qu'ran. Drinking alcohol, for example, lmram Thingshalal are good deeds,

which include learning and being learned. Thingghu include wearing

makeup before marriage or listening to music. iffa&hrucategory is

controversial and is therefore the marked cated&atroub, 2005, p. 64)

By using the categories that Sarroub providelded@ame clearer that Nabila was
striving to do things that wetealal and avoid those that weharam Her older sisters
did not seem to be as concerned as much as Na@dawvether their actions wenalal.
Even though Nabila maintained a close relationship her sisters, these differing views

pertaining to religion might have played a roldar negative stance towards her sisters’
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reading habits.

Nabila engaged in numerous social interactionaratageading, and each of these
interactions involved different groups of peoplelNa relied on her friends as an outlet
for pleasure reading, but she did not see thenrasaurce for support for academic
reading. Rather, she relied on teachers and pvécedeachers for academic support.
Nabila also did not engage in any interactions adowading with her family members,
which is a reversal from two years ago when heéessvere her reading role models.
Nabila as a Semi-Engaged Reader

Based on the data presented, Nabila served adearsting case for reading
engagement with her being an engaged reader of sbetread for pleasure and being a
disengaged reader of academic texts, which prowdigence to the idea that reading
engagement is situational. In addition, Nabilasntlty as a young female Muslim also
impacted some areas of her reading engagement.

Applying the expectancy-value framework, Nabila hégh levels of perceived
competence for both academic and pleasure rea8hegknew she was a good reader,
and she understood that good readers used compreheatrategies, which she was able
to do with ease. It was with the value aspectttiate was an apparent disconnect
between academic reading and pleasure readingd Basthe data presented in this
chapter, Nabila was an engaged reader when shablato read a book that was
interesting for her, which had also likely beenoraeended by a peer. She valued the
social interactions in which she was able to pgrdiie when reading for pleasure. She
also valued the connections that she was able ke mah those texts. However, there

was another side to Nabila as a reader. She wastivated when she was obligated to
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read academic texts for class. She did not havetitevation to read textbooks, and she
did not seem to find value in this kind of readiAdthough Nabila was certainly a
capable reader of academic texts, she did notstatidfaction in doing so. There were
some instances wherein she provided an inklingtefest when reading academic texts,
especially when she was able to seek her own setoc@rojects, and when she was
able to learn some new information. For the mosdt, flaough, Nabila was not engaged
when reading academic texts. However, she comptheterkading out of a sense of
compliance, especially given her parents’ expemtatihat she would achieve high
grades.

Nabila’s varying stances between pleasure reaaitigacademic reading
highlight the idea that engaged reading is in astaont state of flux, with motivation
being the reading engagement component which dgtae level of engagement a
student has with the text. In Nabila’s case, relgaslof whether or not she was reading
academic or leisure texts, she was able to use r&drapsion strategies. However, her
motivation to read certain texts influenced the ammf knowledge she gained or
connections she made across texts. It also affedtedshe chose to interact with around
these texts. Rather than seeing her peers as @douisupport, Nabila chose to avoid
her peers when discussing academic texts to léksarsk of being perceived as inferior.
Instead, she participated in social interactiorth adults around these readings, some of
whom also had little interest in the academic texts

Nabila’s identity as a young female Muslim alsganted her reading
engagement, primarily her motivation and sociaiattions. In wanting to read

multicultural books, she desired to read aboutggonists who, like her, were living their
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lives in diverse contexts and settings. Most imguatity, the conflicting outlooks that
Nabila and her sisters had about their Muslim faghsed a rift in her perception of them
as her reading role models. Instead, Nabila chmsadgage primarily in social
interactions around reading with her social ciafiéellow Muslim girls since she was
being excluded from other groups of peers.

Nabila’s case shows that reading engagemenuiatgital. There are contexts in
which Nabila was an engaged reader, and thosewlea she was able to choose what
she could read. When there was no reader autorsrly,as instances in school when
she was required to read the textbooks, Nabila Gechput in a disengaged manner. This
case prompts the question of “How can teachersfeathe engagement Nabila exhibited
with leisure texts to academic reading in the cta@®?” In addition, Nabila’s case
illustrates that when considering the socio-cultbeeckground of ELLs, students’
religious backgrounds must also be included asmight impact aspects of their reading

engagement.
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CHAPTER 5
“Reading is Just a Waste of Time”:
Investigating the Disengagement of a Seventh-Gradd_L

Struggling readers in middle school are likelyedigaged readers who not only
have low levels of reading achievement, but they akve low levels of reading
motivation (Guthrie & Davis, 2003). According to tAuie and Wigfield (1997), students’
levels of reading motivation are related to the ami@f reading they tend to do. In this
sense, struggling readers are less likely to dgtuedd. This is problematic since the
more they are disengaged in reading, the morecdiffit becomes for these struggling
readers to improve their reading skills (Allingtd®77; Cunningham, 2005). What
struggling readers need in order to become bettatars is actual time spent reading
(Allington & Gabriel, 2012). However, with low meation, this is unlikely to happen.

Studies on disengaged readers, such as Hall (2083 found that struggling
readers’ decisions to actually read are influermechany factors, such as their
perceptions of themselves as readers or the pedtdiificulty of a task. When students
encounter a reading task that they deem diffitkéty will likely not do it. In this chapter,
| describe the reading disengagement of Farsha8syear-old boy from Afghanistan
whose perceptions of himself as a reader are acunate portrayal of his actual reading
abilities. Farshad was a seventh-grader who stedggith comprehension, had low
levels of reading motivation, and did not considienself a reader. In a nutshell, Farshad
did not enjoy academic reading nor did he likeeadr books for pleasure. Throughout
this chapter, | examine the reasons for Farshadsadl low reading engagement levels.

In particular, I highlight two factors: one is Faasl’s lack of strategic knowledge as a
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plausible explanation for his comprehension diffies, and hence, decreased reading
engagement. The other is Farshad'’s identity aaderespecifically, Farshad was
concerned about others’ perceptions of him as dn Because of this concern, Farshad
utilized strategies which made him seem more coempeéh English than his actual
abilities. His experiences mirror that of other Estglearners who have devised ways in
which they seem to be more proficient in Englistadsrm of self-preservation (Monzo
& Rueda, 2009).

Getting to Know Farshad

When Farshad was six months old, his family léfjbanistan and moved to
Russia, which is where they lived for six years.a&gung child, Farshad was not able to
attend pre-school or kindergarten in Russia becheseas his mother’s constant
companion as she ventured in the unfamiliar strefefussia. He did have formal
schooling experiences as he attended first anchdeg@de in Russia, and thus he
learned to speak and read Russian.

When Farshad was seven years old, he immigratéeeto.S. with his mother,
brother, sister, and paternal grandmother whilddtlser remained in Russia. Adjusting
to the U.S. was initially difficult for Farshad lscse he missed his extended family in
Russia. He has remained connected to his familylmesrin Russia. In fact, in the six
years that he has been in the U.S., Farshad hasabéeto visit Russia three times.
During the data collection period, Farshad toldtha we would need to finish all the
interviews and assessments early because he wasgisahool in mid-May to

accompany his grandmother on a trip to visit re&iin Iran and Russia.

150



Farshad did not know how to speak English whearheed in the U.S. Yet, he
recalled learning how to speak and read Englisiiygasis third-grade ESL class.
Despite saying that he had easily learned howad e English, Farshad did not see
himself as a reader. While he was in elementargdcifrarshad would sometimes read
when he “had nothing else to do” but now that he imamiddle school, he never read.
Adjusting to Middle School Life

| got to Mrs. Blake’s classroom at 12:30 p.m., andne was in the room yet.

Shortly after | arrived, Mrs. Blake came in withr§laad. She explained that

Farshad was serving an in-school suspension taghyoanorrow because he got

into a fistfight with another student. (Field nqtEgbruary, 2012)

| was surprised when Mrs. Blake shared that Farslas suspended for fighting.
At first glance, he did not seem like the typetoldent who would engage in fistfights
primarily because he was shorter and more sleratapared to other seventh-grade
boys. He also did not seem to have a temper. Meistgiqued my interest about
Farshad.

Overall, Farshad came across as a carefree stwtientvas not very stressed
about school. Farshad was confident and nonchalamit his academic performance in
middle school. He revealed that academics, inctptimmework, were easier in middle
school. Farshad’s perception that his elementdrgaaexperience was more difficult
likely stemmed from the fact that during this tilkarshad was still learning the English
language. As aresult, it was harder for him tderatand not only the content they were

studying but also the tasks that were being asdigrershad was now fluent in English,
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and thus, it was easier for him to understand wizest being taught in his middle school
classes.

Despite Farshad'’s fluent English speaking skilksyas exclusively in Mrs.
Blake’s ESL class even though he has been in tBefor six years. Farshad insisted he
should not have been in ESL, and he proudly infarme that in the eighth-grade he
would be in a mainstream English classroom. Indeeshpared to the other students who
were in the ESL class, Farshad’s English spealuigi@s were superior. The other
seventh-grade students in Mrs. Blake’s fifth-pefiad been in the U.S. for less than two
years. Some of them had been in the country fertlesn a year and were still learning
conversational English. Mrs. Blake explained thetshad was still in the ESL class
because he needed additional support in acadentingwskills.

Beyond the academic scope of the ESL classroorshkdrwas embarrassed by
some of the activities they completed in the ESissl Below is a field note excerpt from
a classroom observation, which occurred right leekeaster.

When | got to Mrs. Blake’s classroom today, | found that she had a special

activity planned wherein the students would be tr@gnspring eggs. During fifth-

period, Sabeen, Amira, and Farshad all helpedtimgesverything ready such as
arranging the tables around the classroom, puttevgspapers on the table, and
distributing the dyes to each table. When the éigjtaders arrived for sixth-
period, the boys joined Farshad at one table and ,Alabila, and Sanaa joined
the girls at another table. | sat with the boysefsryone was starting to color the

eggs, Farshad got up and closed the classroom Boorsaw me looking at
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Farshad as he was closing the door, and withowdskieg, Emir told me, “He

doesn’t want other students to see us doing tissa bit babyish.”

Some of the students, such as Sabeen and Amicayete fairly new to the U.S.,
were very excited to color spring eggs since they iever experienced it before.
However, Farshad thought these activities were eradsing. He did not like being part
of the “special” classroom that did such “babyislstivities. After he closed the door
though, Farshad and his male classmates seemedcarefeee and actually enjoyed the
activity. By having closed the classroom door, Radss concern about other students
seeing him doing such childish activities dissidatnd he was able to fully participate
in this special classroom activity.

| also observed Farshad behaving uneasily absUliL status during a fire drill.
Mrs. Blake’s seventh-grade ESL class was very swilh only five students while the
other classes had approximately 20 to 25 studéhtss, the small class size
automatically differentiated Mrs. Blake’s classriréhe mainstream classes as each class
lined up outside the building. During the entine fdrill, Farshad had an uneasy
expression on his face, and he had his arms cro$sexdgirls from another class asked
Farshad what class he was in. Farshad just shrudgedot answer their question, and
stared straight ahead to avoid further questions.

When | asked him about these instances, Farshaited that he felt
embarrassed that he was in ESL class. Even thaadhdnds do not say anything about
it, Farshad felt that being in ESL class made hiffier@nt than his friends. He said
quietly, “I feel like that I'm not like them. Likém not in the good English class.” In our

following interview, | delved a little bit deepertto the issue.
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Selena: So | wanted to talk a little bit more absbat we discussed last time that
you felt uncomfortable about being in ESL. Can y@llme a little bit more about
that?

Farshad: Yeah, ‘cause, like my friends, when tlesyrae, they're like “What'’s

that special class you go to?” And I'm like, “Uh.”

Selena: Do you tell them?

Farshad: | just ignore them and change the subject.

Farshad does not want his friends to think of &grbeing different from them
although some of his friends know that he is in El8LFarshad’s view, inclusion in the
ESL classroom denoted a low level of English dbdgitFarshad tried to hide his status as
an ELL from as many of his peers as possible becheslid not want other students to
think he had inferior English skills. He avoidettiley his peers know about his inclusion
in the ESL class, and he was looking forward todigéth-grade since he would be in the
regular English class.

In this section, | provided information on Farslsagkperiences at the middle
school level. | also discussed Farshad’s uneasatesas his identity as an ESL student.
He did not want to be marked as being differentnfios peers, and thus he assumed airs
that provided a facade of being a carefree, noadhakudent. In what follows, | provide
an in-depth discussion of each of the reading emmgagt components in order to create a
clear picture of Farshad’'s disengagement.

Motivation
In general, Farshad was unmotivated to read alfinde was unable to articulate

the reasons behind his low motivation. He simpdyest, “I don’t really like reading
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books and stuff.” In another interview, he saidhéven’t read any books in months. |

don’t have enough time.” His low level of motivativas very apparent when Mrs.

Blake introduced Reading Month.
At the start of fifth period, Mrs. Blake explainemstudents that it was now
Reading Month, and students would be requireddd tkirty minutes every day.
An additional requirement in Mrs. Blake’s classhat students would keep a
reading log where they would document what they reaw long they read, and
their reactions to what they read. Mrs. Blake thmtioned to the students that
she knows that Pi day was coming up. She shardutietstudents that last year
Sanaa won the Pi contest because she had memoviged00 digits of Pi. Mrs.
Blake said that while she was very proud that Savaathe contest, she couldn’t
help thinking that perhaps Sanaa’s time would H@eaen better spent reading.
Mrs. Blake said she didn’t see the value of menmogiall those digits. Farshad
piped in and said, “Well, what's the value of rea#t | haven’t even ever finished
a book.” Mrs. Blake replied, “There’s a lot of valin reading. Do you have five
hours so | can tell you the value of reading?”dlspup and asked, “Well, have
you ever laughed because of a book, cried becdusbaok.” Farshad shook his
head. Mrs. Blake continued, “There’s a lot of thargat you get to experience
through reading that otherwise you would not hasenbable to experience.”
(Field notes, March, 2012).
It was after this classroom event that | decidechéike Farshad one of my focal

students. | wanted to find out why Farshad wasrsoativated, and why he was so
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willing to be vocal about it. However, when | triemlprobe on the reasons why he was
unmotivated to read, he was unable to elaboratedemdify specific reasons.

Selena: You said before that you don’t really likeead. Can you tell me a little

bit more why? | really want to understand why.

Farshad: I just don't like reading. Sometimes | fi it, in school not at home.

Selena: So on Fridays during Drop Everything anddRgou’re open to reading?

Farshad: Yeah.

Selena: But if you were going to choose betweeyimpdasports and reading, you

would never choose reading?

Farshad: No.

Selena: So why not?

Farshad: | don't know. | just don’t want to.

As indicated in the preceding example, Farshaddidsee the value of reading.
Farshad’s motivation is indicative of the importard the expectancy-value framework.
Based on my observations and interviews, Farshad megh sense of self-efficacy and a
low sense of value, and this influenced his moiorato read in English. Farshad
admitted to reading books for two reasons. Firsth&d some interest in particular
genres. Second, he read to comply and obtain g@atg and avoid punishment.

Expectancy and valueAs mentioned earlier, Farshad said he found middle
school to be easier than elementary school in tefasademics. Farshad claimed, “I can
understand everything.” When | asked him why hei¢jind middle school was easier, he
replied, “Cause the homework, the subjects and atafa lot easier.” Below is an

interview excerpt which illustrates Farshad’s higvel of self-efficacy.
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Selena: What are some things that you typicallyehehard time understanding

or comprehending? Like what kind of reading or whiatl of books?

Farshad: | don’t have a hard time with books.

Selena: Even the textbooks?

Farshad: Yeah.

Selena: What do you find easy with reading? Whatame books that are easy

for you to read?

Farshad: | can read any book.

Based on this interview data, Farshad believeththavas a good reader and he
could read any book. Farshad’s high self-effica@y weading, however, is not indicative
of his actual reading abilities. Farshad’s compredion level, as indicated by QRI
assessments, was below grade level. Also, Farshadfglence may be a defense
mechanism to counter the fact that he is not ifgeed” English class. He puts forth a
very confident stance towards his academic perfoom#o hide his insecurities about his
reading skills.

There were moments where Farshad showed a morerable side. These
typically happened when | would be asking him tkitigat he learned, and when | probed
so that he would elaborate, he would sigh and“sagn’t know” in a tone that indicated
some frustration. | would argue that Farshad’s Isiglftefficacy might be part of a facade
that he created to make up for his ELL status.&heknew he was not in the “good”
English class, he wanted to project an image teatds a strong reader who really did

not belong in the ESL class. He presented himsedf good reader to compensate for the
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fact that he was in the ESL classroom with othedents who were just beginning to
learn English.

In contrast to his high levels of self-efficacwréhad placed a low level on the
value of reading, which was apparent throughoutth@ation of the study. Even up to the
final interview, Farshad expressed that he didappireciate the value of reading. He
shared that when he was younger, he did readeabitt

Selena: So why were you motivated back then?

Farshad: ‘Cause | was, like, a kid.

Selena: So now that you're older, why isn’t reacpgealing?

Farshad: ‘Cause | think reading is just a wastieno#, and like, 1 don’t know. |

mean...[long pause]

Selena: Why do you think reading is a waste of ime

Farshad: ‘Cause you can do other stuff insteagading.

It is troubling that Farshad thought that readsta waste of time.” He did not
see how reading or any of the components of readunth as vocabulary, would be
beneficial for him. One aspect to consider is titmbne in Farshad'’s family is a reader.
He has never had any reading role models at homdereading does not play any role in
his home environment. The absence of reading athsma plausible factor in why
Farshad does not assign much value to reading.

Farshad did not assign much value to school emsavhich would help him
attain better literacy skills either. In an earlibapter, | described Mrs. Blake’s
vocabulary initiative. In my classroom observatiodss. Blake really emphasized the

vocabulary words being used in the school-wideatite, and she provided multiple
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opportunities for her ELLs to learn the words anacfice using them. When | asked
Farshad if he liked learning the words, he repltédpn’t really care.” | told him that he
would sound really smart if he used the vocabuwhaoyds that they were learning such as
infer, imply,or subsequentJpon hearing this, Farshad shared, “Yesterdayd hdy math
homework and | wrote, like, a sentence. Like, ntiday combination, | said
componentsand the teacher was like, ‘Oh.” He also recatlest he used other words
from the vocabulary initiative such asalyzedn his science class. From this example,
Farshad was able to learn words through the voaapulitiative, yet he still did not

value the experience.

Farshad also did not think that school was impdttia his career goal. He said he
wanted to move to California to become an actoreivie shared that with me, I told
him he would need to read a lot as an actor. Itpdiout he would need to read and
memorize scripts and comprehend the script welighso he would know how to say
his lines. Prior to this, Farshad could not seectiteection between being actor and
reading.

Genres.While Farshad was not an avid reader, there weraents he shared the
little reading he did. For example, he liked tod@@agazines. He also mentioned that
once in a while he would read a newspaper in dalprepare for his turn to report on
current events in his social studies class. Intaddiwhen | asked Farshad after the QRI
assessments if he preferred to read the narra&xis or the informational texts, he said
he enjoyed reading the latter. But, as | pointlatgr on, while he may have enjoyed
reading the informational passages a bit more didisiot translate into higher

comprehension levels for these passages.
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Towards the end of the semester, students in Blagke’s class were required to
complete an oral book report which they presenteti¢ class. Farshad did his book
report onThe Lion, the Witch, and the Wardrglamd when | asked him why he chose
this book, he said, “Because | kinda like advenhgeks.” Indeed, in his completed
RAIls, adventure and suspense books were the onhg gehere he ever listed any actual
reading materials. In one RAI, he listed that hedrRick Riordan’$?ercy Jackson: The
Lightning Thiefand in another RAI, he indicated that he read ttodeur pages ofhe
Shadow Projeatluring Drop Everything and Read (DEAR) time. In teading log for
Reading Month, Farshad also listed adventure bodksse few examples were the only
ones in which Farshad even showed the slightestasitin any reading materials.

Compliance.Towards the latter part of the semester, Farshhibiged somewhat
higher levels of motivation to read (or skim) sens of his textbooks that were assigned
in his classes. He said, “I mean, | do my worklad time ‘cause if | don’t, | would get an
E or something.” Farshad shared that earlier irsti®ol year, he received Es in his
math, ESL, and science classes because he didrnahtprojects and homework
assignments. He explained, “Sometimes | didn’t i&eldoing my homework, and then |
told the teacher | did my homework and | forgdtBut his teachers would not allow him
to submit his homework the next day; consequehtyreceived Es on these assignments.
When | asked him to reflect on these experiencashad replied, “I wasn’t focusing and
| never did the work. But when | looked at my greddigured that | should start
changing that and it changed. Now | have As antl Bs.

The potential for punishment also made a differendéarshad’s outlook. When |

asked him about the turn-around in his attitudeugbs academics, Farshad said, “I
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knew it was bad for me, and | knew my mom wouldrize at me and | knew | couldn’t
go outside and play.” Farshad’s social life wag/wemportant for him, and so knowing
that he would be unable to go out with his friem@s a motivator for him to do better in
his academics.

Farshad was also noticeably more active in the &&ds towards the latter part of
the semester. During earlier observations, Farskadr raised his hand to volunteer to
share his responses for the vocabulary actividesoften wore a bored expression on his
face. Later in the semester, there was a complateatround in his classroom demeanor.
He was eager to respond to questions, even loaksagppointed when Mrs. Blake called
on others and not him.

One interesting finding related to Farshad’s maiton was that despite his low
reading motivation, he ranked fourth in his ESLssl&n the number of minutes read
during Reading Month. The reading log was a compbaokthe ESL grade in the month
of March, and so Farshad completed it because && krwould affect his ESL grade.
Based on his reading log, Farshad read a tota@b1minutes from March 7 through
March 29. He reported that he read an average ofiiiQtes a day. Throughout this time,
Farshad said he read three bodksaking Stalin’s Nose, The Tale of Desperaund
Percy Jackson: The Lightening Thikf.the reading log, Farshad was able to provide a
short summary of what he read each ddns. Blake admitted she was a little hesitant
about Farshad’s reading log. She questioned wheth®st he actually read for the
period that he reported. For instance, Farshadisysaries for the days he supposedly

readThe Tale of Despereauto not reflect the actual plot of this book. Howe\since
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the reading logs were verified and signed by Fat'shraother, Mrs. Blake gave him
credit for the time that he indicated on the regdagys.

In sum, Farshad exhibited little motivation todea English. Even though he had
a high level of self-efficacy as a reader, Fardfidchot enjoy reading, nor did he find it
pleasurable. However, because of external factans as grades and the possibility of
punishment, Farshad became more serious abouubisestowards the latter part of the
school year, showing that with his focus and detesatron, Farshad could become a
more successful student.

Strategic Knowledge

Results of the QRI word list assessment indictttatiFarshad’s instructional
level of decoding was at the sixth-grade level. thertwo expository texts, Farshad
chose passages entitled “Building Pyramids” andgllne of the Nile.” When Farshad
initially answered the comprehension passagescéred at the frustration level in terms
of his comprehension, which indicated these texdsevtoo difficult for him. When he
had the opportunity to look back at the text, lwsprehension for both expository
passages improved to an instructional level. Wieading QRI expository passages in
particular, Farshad had the most difficulty wittsawering implicit questions.

Farshad did relatively better in comprehendingatare passages. He chose to
read the passages “Abraham Lincoln” and “Pele.$Rkad’s comprehension of the
Abraham Lincoln passage was at instructional lesxetn without look backs. In the
passage about Pele, Farshad initially scoredratstrdition level, but when he was able to
look back at the text, his comprehension improwedrt instructional level. In the end,

Farshad did score at instructional level for allffpassages, which indicated these
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passages are ones he could read with some sufpppoust be emphasized though that he
was readingixth-gradepassages at an instructional level and this wésersecond
semester of Farshad’s seventh grade year. Thusphmiprehension of texts was below
grade level expectations according to the restiliseoQRI assessment. These results are
in contrast to Farshad’s self-assessment thatrrgadiEnglish is easy for him.

It is not just Farshad’s comprehension levels #inattroubling. He also exhibited
a lack of strategic knowledge. Out of the four @fhk-alouds, | was able to document
22 instances of strategy use. Out of the 22 ins®rizl of them consisted of Farshad
paraphrasing what he was reading. The only othategty he used was one instance of
clarifying. In addition, there were 14 instancesewdin Farshad was not even able to
paraphrase what he was reading. In these casemuié glance quickly at the passage
and read verbatim what was in the text. It seehgeldad the most difficulty out of all the
focal students in completing a think-aloud everutifol modeled how to conduct a
think-aloud the same way for all focal students.

Farshad was the focal student who was not al@&hibit a range in
comprehension strategy use. We know from previessarch that good comprehenders
actively use comprehension strategies when red@iolg et al., 1991; Duke et al., 2011;
Duke & Pearson, 2002; Palinscar & Brown, 1984; Baak. Dole, 1987; Shanahan et
al., 2010). Almasi and Fullerton (2012) suggest $tiategic knowledge is one of the
main characteristics that differentiate expert eeadrom novice readers. Expert readers
“know a variety of strategies that they can usertbance comprehension and memory of
texts” while novice readers “are not aware of alée strategies for enhancing

comprehension and memory of text” (Almasi & Fultert2012, p. 10). From this
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characterization, Farshad was a novice reader Bme@es not able to use a range of
comprehension strategies. In fact, he was ableemuly paraphrasing, and there were
even moments that he tried to paraphrase, butwoerd not know what to say and so he
would glance at the passage and read directly thentext.

Farshad also did not exhibit and integrate mudkdpr@und knowledge with the
QRI assessments. | spent a great deal of time ngmkith Sabeen and Amira during
fifth-period in the early part of the semester. Wfacally worked on their social studies
homework. Because of this, | knew the topics weseussed in Farshad’s social studies
class, among them Ancient Egypt. Thus, | expectediad would possess background
knowledge for the passage, “Building Pyramids.” ldeer, when | asked the concept
guestions from the QRI, which are meant to ascetta familiarity the reader has with
topic of the passage, Farshad was unable to prewisi@ers. For instance, when asked,
“What is a pharaoh?” Farshad’s replied, “I forgbtlas.” The next question was, “What
is a mummy?” Farshad answered, “They mummy the Bddese examples showed that
despite Ancient Egypt civilization being discusge@arshad’s social studies class, he
was unable to recall and retain information froms tmit, which implied that he did not
really learn or internalize the information.

Farshad did relatively better on the passage abdlotgham Lincoln. Even without
look-backs, this passage was at his instructienadll A plausible explanation for his
performance on this passage was that his sociikestglass had just finished discussing
the Civil War. This raises the issue of passaged@gncy. McKenna and Stahl (2009)
explained that one of the struggles in assessexjmg comprehension is that the

assessor never truly knows how much the studenpegimended from reading the text
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and how much of their correct responses were beaafysrior knowledge. McKenna and
Stahl, therefore, recommended that when develogngprehension assessments, it is
important to include questions that would reallgess students’ understanding of the
specific passage. Farshad’s correct responses,dbuisl have been due to his prior
knowledge based on what was discussed in his sstaidiles class. For example, some of
the questions in the “Abraham Lincoln” comprehensagsessment such as “What did
the Emancipation Proclamation do?” and “What delgbuthern states threaten to do if
Abraham Lincoln was elected president?” were onasiwFarshad could have answered
even without reading the passage since these vdeasrecently discussed in his social
studies class.

One comprehension strategy that Farshad wouldiibgneatly from doing is
clarifying unknown vocabulary. Vocabulary seemetaéca weak area for Farshad. When
Farshad was serving his in-school suspension, Blake had Farshad use the time to
review the vocabulary words on StudyStack.com, Wwisite used as a form of virtual
flash cards. According to Mrs. Blake, Farshad nddgdeetake the ESL vocabulary
assessment because of his extremely low score ofiddf 100.

There were several instances in the QRI assesswhen Farshad’s lack of
vocabulary knowledge was apparent. For instancenvelsked the question “Why were
pharaohs buried with their possessions?” Farshddsadid not know whghossessions
meant. In the same passage, Farshad was unalvisvwterahe question about asking why
pharaohs’ bodies should be preserved because medikhow whapreservedneant.
These examples bring further evidence to vocabisl&ey role to comprehension of

ELLs (Calderon, 2007). In the instances of the @8dessments, Farshad was able to ask

165



for clarification from me about these vocabularyrés) but that will not be the case
during formal assessments when he is unable téoasissistance with unfamiliar
vocabulary. Thus, with certain comprehension assests for ELLs, how do we know
that it is comprehension that is being assessedaingocabulary knowledge? This data
also raises the importance of placing value ornvtitabulary initiative since it could help
Farshad acquire more essential vocabulary words.

Farshad was also unable to express his stratagwl&dge in interviews. When |
asked him what some of the strategies were thatéé when reading, he initially said,
“What is it [strategies]?” When | explained whatseégies were and provided examples,
| then asked him again what he did when he wasngad

Selena: Are any of these strategies things thatlyol you do or use when

you're reading?

Farshad: | don't know.

Selena: Like, tell me what goes on in your headnyai're reading. What are

some things that you do?

Farshad: | read it and read it again.

Selena: So what do you do when you don’t underssantkething you're reading?

Farshad: Read it again and see if the answer oethamg is there.

Farshad over-relied on rereading as a strategyleWdreading is certainly
beneficial, he needed to have a repertoire of cehmarsion strategies to use in order to
increase his ability to make meaning from textsskad’s entries in the reading log
provide further evidence of the lack of comprehenstrategy use. There was a section

in the reading log wherein students needed to geoaisummary of what they read.
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Upon closer inspection of what Farshad wrote inrégling log, it seemed he would just
copy a sentence or two from the book he was readstgad of writing a summary of
what he read. For instance, in his summanBi@aking Stalin’s Nosd-arshad wrote,
“When it was dinner time, the kitchen was crowdedduse forty-eight hard-working
Soviet citizens share the kitchen and a single [simédt in the communal apartment that
the Russians callddmunalka (see Figure 3). For this reading log entry, Facsh
indicated he read this book for 70 minutes, bushimmary does not include the amount
of detail that is expected from having read a fextin extended period. It seemed he just
copied this sentence from the book.

On the other hand, there were examples of compsabre strategy use in
Farshad’s reading log (see Figure 4). For instamcd/larch 23, Farshad reercy
Jackson: The Lightening Thiahd he wrote the following summary: “It was Pescfy'st
time going to camp half-blood school. Percy hagldisia [dysplasia], he could read
words different.” In his personal reaction, Fatshsaked the following question, “How
can you have displexia [dysplasia]?” This was dnde very few instances wherein
Farshad used the comprehension strategy of quasjidrarshad would also make

predictions in his reading log entries.
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Figure 3a Farshad’s reading log entry.

Summary:

When it was dinner time, the kitchen was crowdechhse forty-eight hard working,
honest Soviet citizens share the kitchen and dessrgall toilet in the communal
apartment that the Russians called Komulalka.

Personal reaction:
| think that is nasty to share a small toilet wits of Soviets...Ewww.

Figure 3b.Key to Figure 3a.

In one example, Farshad mentioned in his sumnhatyRercy and his mom were
living in someone else’s house. He predicted, fikiPercy and his mom are going to
move because they don't feel comfortable.” Lagtigre were moments when Farshad
evaluated character’s actions. In a reaction tecian in thePercy Jacksoiook,
Farshad wrote, “I think Percy should stop thinkihgt his dad hates him.” Thus, there
were instances wherein Farshad exhibited somefus@mprehension strategies, but
overall, the reading log entries do not show Faisisng higher-order comprehension

strategies such as making inferences or synthgsizfarmation.
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Figure 4a Farshad’s reading entry which shows an exampéyaluation.

Summary:
Percy’'s dad left him because he was chosen to #h@fgihve Olympus and he didn’t have
any choice.

Personal reaction:
| think Percy should stop thinking that his dadelsatim.

Figure 4h Key to Figure 4a.

Overall, data presented in this section confirnKiglecna and Stahl’s (2009) claim
that struggling readers often do not know how tlizetdifferent strategies to achieve
different purposes for reading. They are more fedumn decoding the text rather than
comprehending it. Thus, this section illustrates trarshad would theoretically benefit
from more explicit comprehension strategy instiutctiAs he proceeds to eighth-grade
and high school, he will encounter much more compgts. If he is unable to use a
wide array of comprehension strategies, it is Yikélat he will fall further behind his

peers academically.
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Constructing Meaning from Texts

In this section I discuss how Farshad construgtedning, or not, while reading
texts. As mentioned earlier, results of the QREasments indicated that Farshad’s
comprehension of texts was at the sixth-grade level

In all of our interviews, | would consistently aBkrshad what he learned from
reading in his classes. In one interview, Farseatied, “Like | didn’t learn anything.
Just, for science, we watched a movie and we totdsn For social studies, on Thursday,
we just took care of the packet. Religion and sanffi the holidays.” The packets that
Farshad mentioned ranged from 8 to 12 pages ofshests for each unit that students
would complete. Tasks for each packet ranged faentifying vocabulary found in the
textbooks, describing events from each unit, asgarding to questions based on the
textbook. There were some pages where compardtaresowere filled out to show the
similarities and differences between ideas or exdhtvas unclear whether time was
spent in the social studies class to answer thedeeps, but for the entire semester that |
was observing, a substantial amount of time wastsjh@ing the seventh-grade ESL
class in supporting the ESL students in completiege packets.

When | probed to determine some facts he mighe lganed from his social
studies packet, he said that he “learned” sombehblidays associated with some of the
religions that were discussed, but he was unabpeawide any details. The only holiday
that he was able to cite specifically was Yom Kipduut he did not remember any
details. Thus, what does learning mean for Farsteh he said he “learned” things but
was unable to share what he learned? This mighalbted to the packets and that the

perception for him is that as long as he complétes, he has “learned” that material
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since the packets seem to be given value in tlss tlacause of the amount of time and
attention given to them in his classes.

These packets are not only used in his socialegudlassroom. He also has to
complete similar ones for his science class. Batoan interview excerpt where Farshad
discussed some ideas from his science packet.

Selena: What's your topic now in science?

Farshad: Plants, and we’re doing a packet right wdwout plants like if there

was no plants what [long pause]...

Selena: What would happen? Like to the environm&éfglt, what would happen?

Farshad: No one would be alive.

Selena: Why not?

Farshad: ‘Cause we live with plants, right? If theras no plants or anything like

grass or trees, we wouldn’t be alive. There wowdb oxygen, right? Is that

right?

Even though Farshad was able to explain the ideaatly, he was uncertain
about his understanding. He needed to have affiom&tom someone else to let him
know that what he was saying was right. On a géteral, Farshad was very confident.
As expressed earlier, Farshad would consistenylyrsst middle school was “easy” and
learning English was “easy.” But when pushed fdatie and information about what he
was learning in his content-area classes, mora tiften not, Farshad would say that he
did not learn anything or that he did not remember.

Farshad was fairly more articulate about whatdaeried in his ESL class. One of

the units that Mrs. Blake taught was on invisibkadbilities. Throughout this unit, Mrs.

171



Blake used different ways to engage the studerssieAfrom the typical reading and
writing activities associated with the English slaBirs. Blake also invited guest
speakers. The class also watched the m@wey to Door, wherein the main character
had cerebral palsy.

As | arrived in the classroom one day in Marcle, students excitedly told me a
guest speaker was coming during sixth- period. guest speaker, Steve Johnson
(pseudonym) was a former professor who was blindifg the presentation, Mr.
Johnson shared with the students how he becantdolich the adjustments that he had to
make. The class had come up with questions ahe@u®fand the students interacted
with Mr. Johnson and asked him some of the questioey had come up with. In this
unit, the students also read about dwarfism. Imeotion to this, Mrs. Blake invited a
community member who had dwarfism to also be atggpmesaker in the ESL class to
speak about her experiences.

These experiences resonated with Farshad. Inapisrdor this unit, Farshad said
that he wrote about the guest speakers. When tlagkat he wrote about them, Farshad
replied, “Like how you should act in front of thehke in a good way. Make them feel
like they can do anything like us. That you shaudé the right way to talk to them.”
Prior to this unit, Farshad did not have much krealgke on individuals with disabilities,
but afterwards, he gained a better appreciatidheaf experiences. However, Farshad
did not really talk about what he learned from tbadings. The students read about
numerous disabilities, yet Farshad only mentiomedguest speakers when relating what

he learned and did not discuss what he had ledroedreading about these disabilities.

172



Another project in the ESL class was giving anl boeok report. Farshad was the
first student to give his book report because liehs done in advance. Farshad’s book
report was ofhe Lion, The Witch, and The Wardroble was very prepared and
confident in giving his oral book report. Farshdidized a template that Mrs. Blake had
provided and filled it all out so that he was readihe script he had prepared (see Figure

7).
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Figure 5a.Farshad’s completed book report template.




Questions:

1. Have you ever read a book about a magical place?
2. Have you ever read the book and then watcheohtwee?
3. Do you like adventure and mystery books?

The title of my book is The Lion, the Witch, ane tWardrobe

The author of this book is C.S. Lewis
Now | will tell you about the plot...

Lucy is the first to find the secret of the wardedh the professor’'s mysterious old
house. When she went to tell her brothers andrsiatsut the secret of the wardrobe, ho
one believed her. Later, Edmund and Peter and Siiseovered the magic. Then they
met Aslan the Lion and believed Lucy. All o themniveo Narnia and their adventure
began. In Narnia they met animals and knights.

My favorite character is Petbecause he becomes a knight and fights the eneimies
think he is very brave.

| recommend you read this book because it's anradwe book and it takes you to [an]
unknown place.

Figure 5h Key to Figure 5a.

One part of the book report entailed him readirigvarite section of the book,
and Farshad read it fluently, even using diffexdrdracter voices. This is an example of
a task that Farshad completed successfully bectwses well scaffolded. The template
gave Farshad a structure to follow and some ided®w he could engage the audience.

The discussion above provided descriptions ofulcsbnal activities in Farshad’s
content-area classes and illustrated that Farsladae to demonstrate minimal ability
to construct meaning from texts. | illustrated hibv use of worksheet packets did not

facilitate Farshad’s understanding of conceptdsmiath and science classes. In
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addition, | showed that even though Farshad exddbiiore interest in his ESL class, his
products do not show multiple opportunities in wiihe constructed meaning from texts.
In the succeeding section, | describe Farshadtcpaation in social interactions in the
ESL classroom environment.

Social Interactions

During my early classroom observations, | didmatice Farshad as much
compared to the other ESL students. | mostly ictedchwith the female Muslim students,
who were eager for attention. In contrast, manghefMuslim boys did not readily make
connections with the volunteers in the ESL classroOften when | would go to the left
side of the room where they were clustered anddalesy of them needed help, they
would immediately say they did not. Farshad, irtipalar, was fairly quiet and never
requested help on any of his assignments duringdhg part of the semester. It was
only when he became a focal student that he waaotedrk individually with me on his
assignments during the fifth-period.

In terms of social interactions in the ESL classngthere was a definite divide
between the male and female Muslim students. Bhimderstandable given that in the
Muslim religion, there is little gender interactiemen in school settings (Sarroub, 2005;
Zine 2001). During sixth-period when all the ESudsnts were present, the males sat
next to one another and the female students ss¢ tboeach other. When the students
had to work in pairs for the vocabulary activititmnales worked with females and males
worked with males. It must be highlighted that ofuithe fourteen ELLs in Mrs. Blake’s
class, eleven of them were Muslim, although theyefrom different countries. The

ESL students were the ones who upheld the Muslautfwe of social distance between
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males and females (Zine, 2001) in their classrdéwven though Farshad was not as
overtly concerned with religious issues comparetth¢oother Muslim students, the ESL
classroom context ensured that Farshad enacted caime religious customs with
regard to social interactions.

In terms of his social circle, Farshad had mamgniilis, composed of both boys
and girls, and a mix of former ELLs and Americamdgints. During the weekends, he and
his friends hung out, and they typically went te thall and shopped or watched a movie.
Farshad stated he and his friends never talkedt dlomks.

In the classroom, the primary reason that Farshgdged in social interactions
around texts was to get answers for his reading@asents. During the start of the
semester, | observed that Farshad rarely partezpatsocial interactions. While the pre-
service students and | would help the other sevgratlie ELLs, Farshad would refuse
help. He claimed he was already done with his hoonkewn the example below, |
describe an instance wherein Farshad did not vegoarticipate in any social interaction,
and instead he and his friend found a way to oliteeranswers.

Mrs. Blake wanted to work with Adam, an ELL frone8&a Leone, on his

decoding skills. Adam, a seventh-grader, read ptcegmately a second-grade

level. Adam protested and said he needed to wotkgsocial studies packet. To
appease him, Mrs. Blake asked Sabeen and Aminayfwouldn’t mind sharing
their work later with Adam. They agreed. While Sabbend Amira were working
on a part of their packet, Farshad was not doiryghamg. He was just sitting in

his chair, looking around the room. Later thataft®n, Mrs. Blake made a copy

of the packet and gave it to Adam so he could vevidor class. Mrs. Jenkins,
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the librarian, informed Mrs. Blake that Adam asked to make a copy of the

packet and gave it to Farshad. When Mrs. Blakedaut, she reprimanded both

Adam and Farshad. (Field notes, February, 2012)

This was one instance wherein Farshad was cabteghting. Instead of
participating in a social interaction with Sabeead &mira where they could all work
together, along with the pre-service teachersptoptete the packet, Farshad resorted to
cheating. Later in the semester, however, Farshiadd Sabeen and Amira in working
on the social studies packet. Often though, he aveitiithere and not read the textbook.
He waited for someone else to find the informatod then look at the text and write
down the answers. Farshad did not actively padteipo complete the tasks or even look
at the textbooks to find the answers. Because Blake was typically working with
other students at this time, Farshad was ablettavgay with this type of behavior.
However, when Mrs. Blake roamed the room, Farshadenhmimself appear as though he
was actively looking through the textbook for thmswaers to the questions in the packet.

Farshad admitted he enjoyed working in groupsek#ained, “Cause sometimes
they know the answer, and | just write what theysHe added that another aspect of
working in groups that he enjoyed was the oppotyuwi “socialize a lot with friends and
see them again and just talk and sometimes notodk.\WFarshad said he acted this way
in social interactions in his other classes, paldidy science. He did not typically act this
way in the ESL class. However, when the seventdegE Ls were allowed to use the
time in the ESL classroom to get support for ticemtent-area classes, Farshad often
wanted the pre-service teachers to locate the asswéhe textbooks for him so he could

copy the answer into the packet. During this tiMes. Blake was typically preoccupied
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working with Tarek or Nadya on their conversatioBablish skills, so she did not
consistently monitor these social interactions.

During the sixth-period ESL class, Mrs. Blake pdad structured opportunities
for the students to engage in social interactiiisen they discussed the daily
vocabulary words, students worked with a partner@mpleted sentence prompts.
Meanwhile, during the invisible disabilities urtlie students had to write a paper, and
participate in a peer review process. The studeate placed in groups of three. Farshad
was in a group with Amira, a seventh-grade girhirsag and Nischal, an eighth-grade
boy from Nepal. Farshad had noted the positiveadsd the peer review process.

| think it was good ‘cause you read about othetfseiopeople’s readings and like

you, kinda saw what they did and, like, fix theiistakes so they know what kind

of mistakes they did. Like, | mean, it was okayw#s something good to see.

Farshad was able to identify mistakes in Amirapgr, but he was not able to
provide suggestions on how to revise the papernmbge, Nischal noted on Farshad’s
paper that he needed to use more transitions ahgdenmore supporting details.

Despite some of these positive interactions, Fal'shperception of group work
was still primarily a way for him to avoid workirand instead obtain answers from either
his classmates or volunteers in the ESL classré@rshad has gotten accustomed to
using group work as a crutch for him to complegedssignments. Although Farshad has
a relatively high level of self-efficacy, his aat®in group settings illustrate that he relied
on his peers or tutors to get his work done. Fosiiad, social interactions were about

completing the work and not an opportunity to lefsom others.
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Farshad: A Disengaged Reader

Based on the data provided in this chapter, Farshade classified as a long-
term English learner for several reasons (Freeifi@eman, & Mercuri, 2002; Menken
& Kleyn, 2009). First, Farshad has been in the th6six years, yet he was still placed
exclusively in an ESL class. Second, Farshad hexhvibgrade level comprehension
abilities based on both QRI assessments and farenasisessments such as classroom
observations. Next, Farshad has similar Englistalspg abilities to native English
speakers, but his academic literacy skills in Esfigére sub-par (Menken & Kleyn, 2009).
Finally, Farshad has a false perception of his ecacl capabilities (Freeman et al.,
2002). As Freeman and Freeman explained, thesésEngarners may be given passing
marks because they simply turned in their work wle¢n students take exams or
standardized tests, their scores are low. In Fdisltase, his high grades may be
attributed to his completion of the worksheet paskieat are ubiquitous in his content-
area classes rather than as an indicator of hisulgh understanding of the ideas, events,
and topics being covered in these classes.

Given Farshad'’s status as a long-term English é&rainis unsurprising that he
had relatively low levels of engagement. Specificdhe discussion on Farshad’s lack of
strategic knowledge provides a plausible explanatiby he might not be engaged as a
reader. Duke and Pearson (2002) stated, “Comprmeissa consuming, continuous,
and complex activity, but one that, for good reader bothsatisfyingandproductiveé (p.
206). Given Farshad’s rare use of comprehensiategfies and his below-grade level
comprehension abilities, it is likely that he diok experience satisfaction from reading.

Thus, he chooses not to read. As a result, his caimepsion skills do not improve. Itis a
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vicious cycle. This cycle will continue unless avfareas are immediately addressed: (1)
increasing Farshad’s perception of the value aireg (2) improving Farshad’s overall
strategic knowledge and increasing his use of cehmarsion strategies; (3) providing
more interesting and substantive literacy taskesacall content-area classes; and (4)
changing Farshad’s perception of the purpose aakimteractions.

Guthrie et al. (2012c) point out that motivaticcbmes even more crucial to
adolescent development because it is likely tocaeidents’ cognitive proficiencies.

When motivations are negative (avoidance or distiffir), behaviors become

aversive, leading to a gradual decline in cognipx@ficiency. It is evident that

cognitive expertise cannot be attained withoutanst behaviors, and the

absence of reading behaviors is a precursor toitvegecline. (p. 605)

This statement from Guthrie and his colleaguehllgpt the importance of
increasing Farshad’s motivation, especially at pinvetal point in his schooling career. If
he is unmotivated now, what will prevent him froecbming completely disengaged
with his studies as he progresses through schoot@ Mhportantly, how much further
behind will he be in terms of his comprehensiotiski he continues his habit of not
reading any texts and relying on others to compgietevork? Long-term English learners
are also more at risk of dropping out of school ifikkn & Kleyn, 2009), and thus, it is
imperative that Farshad’s low comprehension anadgeigent levels be addressed.

Farshad’s inaccurate view of his reading abiliteegroblematic. My
interpretation is that Farshad truly believed he waood reader. He told me that when
he started submitting all his assignments, he warsaging grades of As and Bs.

However, it would be interesting to know what Faigk performance was on tasks
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where he needed to work independently and coul@siofor support, such as formal
assessments. These would be more indicative oh&disactual reading abilities and
understanding of course content compared to honlewbere he could have the ESL
classroom volunteers locate or provide the answers.

Farshad’s case supports Monzo and Rueda’s (2@@@nrthat when English
learners try to pass themselves off as better EImglpeakers and readers, they may
eventually begin to believe the image they areqmtigg is true. This may be the case
with Farshad. To deal with his embarrassment astilibeing in ESL class, he has
created an image of himself as a good reader. ateeghthered through classroom
observations, QRI assessments, and interviews eobatshad’s self-assessment.
Instead, the data points to specific instructioresds that will help to improve Farshad’s
reading abilities. For instance, he would likelywbit from more explicit strategy
instruction as this would facilitate increased lsv& understanding from texts. As well,
Farshad seemed to engage with the content moyewhkn alternative texts and social
interactions were included in the form of guestaiees. When Farshad’s comprehension
levels improve, he may perceive more pleasure atisfaction from reading. Once this
happens, it is plausible he would better appretraevalue of reading and, hopefully,
engage in more reading rather than continuingitkttinat reading is “just a waste of

time.”
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CHAPTER 6
“I Like Reading for Knowledge™:
The Hidden Reading Engagement of an African ELL

In this chapter, | describe the experiences @fitiil focal student, Oliver, an
eighth-grade student originally from the Republ€ongo who engaged in reading
activities without his teachers’ knowledge. A digaged student who was extremely
bored in his classes, Oliver admitted to frequesiieping in class. In stark contrast, he
avidly read informational texts on physics at homikere he read freely and of his own
volition because he was genuinely interested indpe. Oliver’s positive reading habits
were not known in the school setting, however, anlg his family members and a few
close friends knew about his interest in readingrse texts.

Oliver’'s case highlights the disconnect betweeméand school reading
practices of adolescent students. Researchersnoéee the disparity between students’
out-of-school and in-school reading habits anduatés (Hinchman, Alvermann, Boyd,
Brozo, & Vacca, 2003/2004; Kirkland, 2011; Moje, €y, Tysvaer, & Morris, 2008;
Pitcher et al., 2007; Worthy et al., 1999). Despieorts that recreational reading is on
the decline for adolescents and young adults (NatiBndowment for the Arts, 2009),
others have found that these individuals do, i, fegage in out-of-school literacy
practices (Moje et al., 2008; Pitcher et al., 2060y example, Moje et al. (2008) found
that 92% of the 716 adolescents they surveyed treghoeading outside of school at least
four times a week. Texts they read included websl#tters and notes, emails,

magazines, and novels.
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Oliver’s case adds to the evidence of previoudiss that have noted the
disconnect between in-school and out-of-schoalddy practices. Oliver had two distinct
reading engagement profiles. He was a very disestysgpder at school, where he was
unmotivated to read, utilized few comprehensioatsgies, and was uninterested in
learning from academic texts. In contrast, Olivassvan extremely engaged reader in the
home context when he was able to pursue text$dbased on science concepts, which
were of great interest to him. When reading thegest he exhibited the traits of an
engaged reader, with the exception of participatingpcial interactions. In the remainder
of this chapter, | describe Oliver’s reading engaget in more detail.

Getting to Know Oliver

Oliver attended kindergarten in Congo but sotdarafard moved to the United
States with his mother and older brother. He didremember much about his native
country, but he was still fluent in French, whichsathe language spoken in his home.
Although Oliver was African, he was sometimes nkistafor African-American because
he had no strong accent and spoke fluent Englishalsb seemed to disassociate himself
from anything related to his native country.

When Oliver arrived in the United States as a garyold, he had not yet learned
how to read. He remembered that during his eadysym the United States he spent
much of his free time watching television. Becasise wanted him to learn how to read
in English, Oliver's mother would mute the telewisiand turn on the subtitles. Thus,
Oliver needed to learn how to read if he wanteble@ble to make complete sense of

what he was watching.
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When Oliver was younger, he had a negative atiibut reading. He explained,
“| felt it was useless, learning how to read. WAvauld you need reading for?” As a
young student, reading had no appeal for him. Raki@a reading, he wanted to do
something else, such as play with blocks. This Eckppeal continued for most of
Oliver’s years in elementary school. When he wahafifth grade, Oliver said, he
suddenly had the urge to “become smarter” and dddidl start reading.

As a single parent, Oliver’'s mother worked longifsoto support her family,
leaving Oliver and his older brother to fend foernselves alone at home. She
encouraged Oliver to read at home, however. “My ntolich me to read all the time.
When she sees me reading, she leaves me alonegr®#id. She also provided reading
materials for him. Aware of his interest in scien©éver's mother would occasionally
purchase science-related books for him despitéatndy’s limited income.

When Oliver was at home, he spent much of his tirae either sleeping or
watching movies, and he usually spent 2 hours atais reading his science books for
pleasure. When he ran out of reading materialsydiked to the public library, which
was approximately 2 miles from his home. When reabee bored from staying at home,
Oliver would walk to a nearby neighborhood to pteagketball with friends. Oliver spent
some time during the spring and summer mowing laenspending money because his
mother did not give him an allowance.

Adjusting to Middle-School Life

When Oliver first started middle school at FMS s, he did not like it because

it felt “too big” for him and he often got lost the school. Overall, he considered his

middle school experiences more difficult than eletagy school because there was much
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more homework given in middle school and strictezradance policies. He also admitted
that he was lazy in seventh grade. During elemgmstznool, Oliver had stayed home if
he did not want to go to school, but he was unab&kip school at FMS because
attendance was strictly monitored. While Oliver'stheer wanted him to have a good
education, it seemed that she was unable to maoQiteer and his brother consistently
because of her work schedule.

Oliver attended Mrs. Blake’s ESL class for vocabylessons, but he had a
separate English class. During the sixth perioel gifitire class would spend
approximately 20 minutes at the beginning of claasning vocabulary words, but he
was one of the eighth-grade students who then tedahe library. Oliver was
consistently one of the first students in the cla@s. He would quietly take a seat and
had very little interactions with his classmatetessa they were the ones who initiated the
social contact. During the vocabulary lesson, @liwveuld consistently not volunteer to
participate unless Mrs. Blake called on him.

After the vocabulary lesson, the eighth-grade sitedproceeded to the school
library where students were supposed to work ofept® or homework, and there were
typically tutors available to help them. Oliver didt utilize this time to work on projects
or assignments, though; instead, when Oliver edtdre library, he typically headed to
the magazine rack, where he would read the lateseiofPeoplemagazine, which is
about popular culture, entertainment, and cel@sitor a science magazine. Sometimes |
observed that he was very involved with the texXtekgas there were also instances when
he would not read and instead observed other stsidethe library. Following is an

excerpt of an interview in which we discussed mgesiation of him in the library:
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Selena: | often see you here in the library, gettip and looking at books. How

do you choose the books that you're reading?

Oliver: Oh, | don't really read here. | just sitrbevith the book and stare at the

book and look [around].

Selena: You just stare at it? You're not reallydiag it?

Oliver: Unless it’s, like, really interesting, alitl start reading it.

Oliver admitted that although it may have seensed e were reading, he often
was just staring at the text in front of him. Thi&havior was also typical of what Oliver
did in the classroom. In my earliest observation®irs. Blake’s classroom, Oliver would
just sit quietly at the back of the classroom.datf Oliver was the only one among the
focal students who | observed in another contegabse | wanted to see if his behavior
was different in another classroom. Thus, | obs&hien twice in his English class with
Mr. Kilian.

Oliver could be the student often overlooked lackeers in the classroom. He was
not one of the rowdy students, but he admittedhigaimind tended to drift in many of his
classes. He was blunt about his disengagemens iddsses. Typically, when Oliver
arrived at the classroom he would greet some oflassmates, but then he would sit in
his seat and look at the ceiling or floor. Follogiis an interview in which he expanded
on his distractions:

Oliver: Oh yeah. | put my head on my desk a loh just lazy. | don’t even listen

much.

Selena: Why not? What are you thinking about?
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Oliver. Stuff. About like whether or not | should gome [and] read, or should |
read first or actually go on the computer or if brgther's gonna be on the
computer or how | get him off the computer.

Oliver also said he did not like to participateclassroom discussions. During our
third interview in May, he said, “I really don’tmeember the last time | raised my hand.”
Even when he knew the answer, such as in scieass,die said he would “just sit there
and let someone else get it.” In Mrs. Blake’s sigéniod class, however, he could be
called on even if he did not raise his hand. “Tdratoys me a lot,” Oliver said; however,
he shared that he paid more attention in sixtrogddsecause he knew there was a
possibility that Mrs. Blake would call on him tosaver a question. In his other classes,
his teachers never required him to participatdédiscussions.

When | observed Oliver in his English class with. KMilian, numerous students
in the class were extremely noisy and talkativeicee the teacher’s attention was
focused on the students who were misbehaving. Ohvigo was very quiet, was simply
overlooked in this English class of more than 2@ishts. There were a few moments in
the school year that Oliver recalled that Mr. Kilild him to wake up and pay attention.
Most of the time, however, Oliver was not reprimedidbecause there were other students
who were being disruptive in class, and these sitisdgere the ones on whom Mr. Kilian
focused. In contrast, there were only 14 studentle sixth-period class; thus, Mrs.
Blake was able to ensure that all students hagacehto participate in each class. She
ensured that she called on all the students tereidad one of the sample sentences or

share the sentences they composed for the daibbwubary lessons.
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Oliver was more attentive earlier in the schodryéie recalled, “I focused, like,
really hard at the beginning of the year. | was lhyper or something. | was raising my
hand, doing everything. Like once a day, | wouldeany hand.” Oliver talked about
how he was more conscious about participatingliofdlis classes. The only exception
was Mr. Kilian’s English class, which was his lefstorite subject. Oliver found this
subject to be boring because he did not apprettiatassigned texts. Nonetheless, Oliver
indicated that he was more participative in hisottlasses, which contradicted the
behavior that | had been regularly observing inBf4. and English classes.

| asked Oliver why he did not participate in clagsn discussions during the
second semester. He answered, “Don’t you just gesd?” His posing of the question to
me was sincere; he thought this behavior was tipddthough | found it encouraging
that Oliver had the capacity to be more engagethbiss discussions and willing to
participate, it was also disheartening that he uvable to sustain his interest in his
middle-school classes.

Freeman and Freeman (2002) identified the followg pedagogical factors
that contributed to the academic success of oldgtigh learners:

e engage students in challenging, theme-based clumicto develop academic

concepts;

e draw on students’ background—their experiencesugd, and languages;

e organize collaborative activities and scaffold instion to build students’

academic English proficiency; and

e create confident students who value school ancevildlemselves as learners

(Freeman & Freeman, 2002, p. 16).
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Based on my classroom observations, Mrs. Blakealesto draw on students’
backgrounds and provide opportunities to build tomlents’ academic proficiencies by
working specifically on ELLS’ vocabulary knowledgdeanwhile, based on my two
observations in Mr. Kilian’s class, he engagedshiglents in challenging curriculum and
looked for ways to engage them. For instance, wiaking on metaphors, he asked
students to bring lyrics of their favorite song®itNer teacher was able to meet all four
of Freeman et al.’s criteria for ensuring ELLS’ demic success. For instance, Oliver’s
native language was not utilized or acknowledgeeitimer of these instructional settings.
Also, from Oliver’s perspective, the instructiostlategies utilized did not really engage
him with the class content.

Unlike the other focal students, Oliver did not @avset group of friends. Instead,
he said, he had a “wide variety of friends” frorffelient classes, most of whom were his
friends from elementary school. Overall, Oliver diat seem to be bothered about his
status as an ELL, perhaps in part because it washwious that he was an ELL. Many
people probably assumed that Oliver was an Afridarerican male who was born and
raised in the United States and did not realizezg actually from another country. In
terms of his English-speaking abilities, Oliver wasy fluent, but he tended to mumble.
He was also very quiet, and it was often difficolbhear what he was saying.

Oliver did not acknowledge his ELL status. Unltke three other focal students,
who explicitly talked about their feelings aboutrigeELLSs, Oliver did not mention this
at all. He was acculturated to the U.S. settingabiee he had been here for approximately
8 years already. Because of the length of timehbdtad been in the United States and

the fact that he had started his formal schoolkgeaence in U.S. schools, Oliver is also
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a long-term English learner. On the surface, haslamic English skills do not match his
oral speaking abilities; however, | would arguet twben Oliver is truly engaged with
texts, his ability to comprehend them improves,chilhwill be addressed later in this
chapter.

Oliver did not have any memories of his time in GonHe admitted, “I really
know nothing about Congo.” The only aspects ofchisure that he experienced were the
language, because his family spoke French at hanietheir native food. Oliver said
that he really appreciated when his mother woushddime on the weekends cooking
their native cuisine.

There were a few instances in which Oliver ackmalgked his immigrant status.
When we talked about social studies, Oliver sdidoh’t really like social studies. |
wasn’t even born in this country, so | don’t readgre about the country’s history.” In
this instance, Oliver used his ELL status to explas indifference to not only social
studies but to the history of the United Statess Plarticular example is interesting
because it seemed that Oliver was disassociatmgdii from the U.S. context, yet in
earlier interactions, he also distanced himselhfitos native country. So how does he see
himself in terms of his ethnic identity? This idéoation is also a part of Oliver that
remains hidden.

In this section, | provided background informatamOliver. In what follows, |
provide in-depth descriptions of Oliver’s readimisjengagement. | show that Oliver is a
voracious reader of informational texts, althougtkbeps this interest hidden from the

school context.
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Motivation

When Oliver could pursue his own reading interdstswas intrinsically
motivated to read. His motivation to read came ftosstrong interest in science,
specifically any topic related to physics. His net& in reading science texts is related to
his career goal of being either a doctor or a phgssiAt the beginning of the study,
Oliver stated, “I'm not quite motivated to read d@wnok except science.” In a later
interview, Oliver shared, “I like reading for knosdge, that’s it.” When Oliver was
asked to read about any other topic, his motivatianed.

Oliver’'s interest in informational texts begartle fifth grade. He began reading
for knowledge because he “wanted to become sma@ébver explained, “I just woke up
one day, like, | wanted to become smarter andtigtasted reading.” As an eighth-grader,
Oliver read science texts at home. These were bexthose himself and were not
connected to any of the academic texts he reaibiscience class.

His interest in science motivated him to explafeecent genres of text. For
instance, Oliver noted that he read an issUu¢evisweeknagazine because the cover
indicated it contained an article on “New Secrdtdhe Universe.” When | asked him
about his experience in reading the magazine estd said, “It was fun to read. | like
reading about the universe and stuff.” Also, himifg recently had acquired Internet
access at home. Oliver said that when he was rg@adimething in a book that did not
make sense, he would go online and search for mfmemation about the topic. During
this study, Oliver’s current interest was physalthough he had previously been
interested in chemistry, as the following interviemcerpt demonstrates:

Oliver: | used to like chemistry and stuff, butkd stuff that didn’'t originate from
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other stuff. So like chemistry, it all came fronisttheory called the exclusion

theory/exclusive theory. Some guy, | don’t know iggne. | didn’t bother

remembering his name, but he [had] been obsernVaurens or particles moving

a lot and he noticed, like, their patterns of mogatrand stuff like that and that’s

the origin of chemistry so | didn’t really like thiaguess.

Selena: So you didn't like that chemistry wasné triginal theory.

Oliver: Yeah, | didn’t like that chemistry was,the beginning, it like came from

a theory about what? Unlike physics, it doesn’tlyg@ome from any theory. It's

just how stuff works and everything about the wollitte, it can explain

everything. Chemistry can explain the actions pé#icle. It can explain how it’s
made and stulff.

Based on this interview excerpt, Oliver was ablelearly articulate why he had a
particular interest in physics. It also illustratbéeé depth of thinking that Oliver has done
and his extensive knowledge on this topic. Physis not a fleeting interest for him. He
was truly intrinsically motivated to know more ab@ysics, and this motivation
prompted him to voluntarily read about this tofaricrease his knowledge.

In terms of academic reading, Oliver said, “Likkem I'm forced to read, |
usually read.” But Oliver admitted that he found@emic reading to be particularly
boring. When | asked him about the reading he wasired to complete for his content-
area classes, Oliver replied, “Yeah, that’s likeworst part. I'd rather do anything else,
like write, than read.” He admitted that readindnis English class was his least favorite
academic activity. He explained, “It's boring. Yty to read really fast and you just get

bored and you skip a whole bunch of stuff.” Oliceuld not tell me the last text they had
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read in his English class because he said he Weepda®r half the period during the last
four English classes. He usually sat at the badkaohis English teacher, Mr. Kilian,
would not notice. One time, Mr. Kilian did notideat Oliver had nodded off and told
him to wake up.

In fact, when | observed him in Mr. Kilian’s clag3liver had his head down on
his desk as the teacher was speaking. His seat Mallg, looked at him and said loudly,
“Oh my gosh! Are you sleeping?” Oliver then sat similed sheepishly at Molly, but said
nothing. In a later interview, when Oliver reveatbdt he often slept in his free time at
home, | asked, “If you sleep so much at home, whyyau still sleeping in school?” He
replied, “I don’t know. It's just so boring, it mak me sleepy.”

Oliver also revealed that he did not like to re#uer types of books, such as
fantasy books: “I don't really have that much inmregion, so | can’t imagine everything
so | just get bored and then start skipping, addésn’t turn out so well,” Oliver
explained. He also said he did not read fictioralige “why bother knowing when it's
fake?” Oliver cited the popular “Harry Potter” baoky J.K. Rowling as a specific
example:

Reading for information is good, but reading fae thn of it...I mean you're

reading about a guy, okay, Harry Potter, you'relmreg about a guy with a stick

that can do magic. He goes into this castle. Ikm,IV’ll rather just watch the
movie.

Although the “Harry Potter” series is very appeglfor many students, it is of no
interest to Oliver. He even said, “I don't getlits boring and it wastes your time.”

Oliver said there were times he tried broadenisg&ading horizons. “I read one of the
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books over there [pointing to the fiction sectidrlee library] but | read the first page,
and | got bored.” Oliver had very strong preferenioe reading, which influenced how
he perceived other genres of texts, such as faatasyealistic fiction books.

In one interview, | asked, “How do you motivateuyself to read things that you
don’'t want to read?” “I don’t,” Oliver replied. lsum, Oliver's motivation to read was
driven by his purpose for reading. He wanted tal teagain more knowledge about
physics, and this desire fueled his motivationetadrinformational texts across different
genres. He found texts that did not meet that mepo be boring or irrelevant, and he
had low to no motivation for these texts.

Strategic Knowledge

Oliver’s strategic knowledge presented an intgrgstase. On one hand, he was
unable to clearly articulate the strategies he asea reader. When asked what
comprehension strategies he used, he did not krieat @omprehension strategies were,
despite admitting that Mr. Kilian had explicitlystiussed these in his English class. On
the other hand, Oliver exhibited a wide range eshpehension strategy use during the
think-aloud component of the QRI assessments. Ehvaugh Oliver exhibited use of
various strategies in the think-alouds, the resaflfthe comprehension assessments were
concerning. Based on the QRI word lists, Olivenstiuctional levels for decoding were
at the sixth-grade and upper middle-school levetdise | noticed that Oliver almost
reached the frustration level on the sixth-gradedwist by missing six out of 20 words, |
decided to administer comprehension passages aixtihiegrade level rather than the

upper middle-school level (see Table 6 for resniitQRI comprehension assessments).
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Given Oliver’s interest in science texts, his pperformance with the expository
passages was surprising. Although he was ableotad® interesting statements for the
think-aloud portion of the assessments, he waslanalzorrectly answer the
comprehension questions. As indicated in Tablel&eOscored at a frustration level for
both expository texts. He was able to look backliersecond expository passage, but |
forgot to complete the look-back portion for thesficomprehension assessments, and
thus it is unknown if Oliver would have been aldemprove his score for the

“Temperature and Humidity” passage.
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Table 6

Results of Oliver's Comprehension Assessments

QRI Passage Without Level With Look Level
(Genre) Look Backs Backs

“Temperature and 4/8 Frustration N/A N/A
Humidity”
(Expository)
“Clouds and 4/8 Frustration 5/8 Frustration
Precipitation”
(Expository)
“The Early Life of 6/8 Instructional 6/8 Instructional
Lois Lowry”
(Narrative)
“Abraham 8/8 Independent N/A N/A
Lincoln”
(Narrative)

Oliver performed surprisingly better on the namatpassages. Oliver scored at an
instructional level for the passage on “The Eaiilg lof Lois Lowry”, and he was able to
answer all questions correctly on the “Abraham bint passage even without look-
backs. As | mentioned in Chapter 5, the “Abrahamchin” passage contained questions
that could be answered even without reading it.sThlthough Oliver may have had a
better understanding of this particular passageyit be pointed out that his high score
could also be due to his prior knowledge on thddased on what he had learned about
the Civil War in his social studies class. Alsapticed that, even when he was given a
chance to look back at the text, Oliver rarely tadlkantage of the opportunity. For the

look-back portions, when | asked some of the qaestagain, he replied, “I'm good,”
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which indicated that he was satisfied with the oese he had originally given and did
not want to refer back to the text.

For the think-aloud portions, Oliver had 29 instes of strategy use, and he used
nine different comprehension strategies (see TAbl€he most common strategy that he
used was questioning, which he typically used wigawling the expository texts that
dealt with topics such as clouds and precipitataomd temperature and humidity. Next,
he used paraphrasing, and these instances werarhmtly with the narrative passages.

Oliver showed a great deal of interest in the sXpoy passages. For instance,
when reading about clouds, Oliver asked, “Can yalera cloud?” He said it seemed the
text provided instructions on how a cloud coulddrened. | then asked him what needed
to be controlled for him to make a cloud, and hd #aat the room needed to have high
temperatures because heat was necessary for ¢totasn. Oliver was interested in
learning about how to form clouds, an idea he retéback to repeatedly while reading
the “Clouds and Precipitation” passage:

Maybe it's warmer up there...’cause in winter, toéd air is on the bottom, so the

hot air has to get to the top or something. Like/lneait’'s warmer up there. That's

why the clouds are up there.

This quote provides confirmation of Oliver’s earlstatement that he liked
science because he wanted to know how things wotkatso shows that Oliver was
problem-solving. He used his prior knowledge (thest rises) to think about how clouds
are formed. This example shows that when Oliver eus®us about something, he

would continue to think about it until he found amswer that suited him.
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Table 7

Frequency and Examples of Oliver's Comprehensicat&jy Use

Comprehension Strategy

Number Percentage ExanopteThink-Aloud

Questioning

Paraphrasing

Making connections

Integrating prior
knowledge

Acquiring new knowledge

Making inferences

Clarifying

8

28

21

14

10

10
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Why can’t clouds be made of
anything else and just water? Like
carbon, why can't it be made with
carbon?

They talk about comparing the
amount of water vapor to the larg
amount of moisture the air can hold
at that temperature.

I’'m just thinking of “Thevér”
that she wrote 'cause we read that
in seventh grade.

| thought the warmer the air, the
less water vapor it has, but it's the
other way around.

Right now, I'm thinking about dew
point. | didn’t know the point whe
air or water vapor turn into water,
so | didn’t think there was a name
for that.

He’s wise, | guess. The wagdd,
that thing he said, “A house divid
against itself cannot stand” was
pretty cool.

| always thought it was colder air
on the bottom and warmer air on
the top. Am | right? Is that right?



Table 7 (cont’d)

Application

Summarizing

3

(Talking about instruction on how
to make a cloud) Like it gives
instructions right here. Put some
water until it starts evaporating. Put
some more water, like a little drop,
like really small drops and let it go
into the air. Just keep doing that
until it gets all foggy and stuff.

Dew point [is] the point where the
air holding 100 percent water vapor
can’'t hold it anymore so it becom
returns to water. It just falls.

There were also nine instances that | documentadglthe think-aloud portions

where Oliver provided evidence that he was distiheind not really giving his full

attention to the task at hand. For example, dumiaghink-aloud when reading the

passage about Lois Lowry, Oliver admitted, “I'mtjusally tired. | can’t really think of

anything right now.” During the same passage, decated, “I'm just thinking about

soccer right now. I'm sorry.” During another comipeasion assessment, Oliver was

leaning his chair back, and the chair’s two fragd were in the air:

Oliver: And, like, if you lean back, do you get doen? | heard this in seventh

grade. It’s like, it's said that if you lean baskgme of the stuff that you learned

goes to the back of your brain. If you lean forwara@von't come back. Do you

get dumb or something?

Selena: They're just telling you that so you wdadn back on your chair, | think.

Oliver. So they're lying? I'm going to tell Mr. Hepthat and tell him that, 'cause

he’ve lying to me for, like, the whole year.
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Oliver also was somewhat distracted when readiagpissage, “Clouds and
Precipitation.” During the think-aloud for this gage, he exhibited the use of several
good comprehension strategies such as clarifyimggrating prior knowledge, and
making connections. His mind would wander, howef@rinstance, after reading the
last paragraph in the passage, Oliver provideddt®wving statement:

| just thought if you have one of those machinesifthose brothers that were

inventing how to fly and [you] were flying, and &kt was like almost about to

rain, you can really drink some water from the deuLike, just fly through them,
and just start drinking water.

Oliver’s description provides a great visualizatadf someone riding in one of the
Wright brothers’ earliest airplanes and flying thgh rainclouds. However, it was really
not connected to what he read about in the pas3hgse are just a few examples of how
Oliver was distracted during the comprehensionssssents, and it gives insight to how
distracted he might be during his classes.

It is noteworthy that, even though Oliver employgedider range of
comprehension strategies with the expository teatspared to the narrative texts, his
comprehension levels were higher on the latterrgogble explanation is that Oliver was
not as focused on the expository text itself begedugsswas so involved in making
connections and inferences. In fact, he had sedestihcted moments when reading the
“Clouds and Precipitation” passage such as thamastwhere he alluded to riding in one

of the Wright brothers’ airplanes.
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When | asked Oliver specifically if he ever hadbé&sught comprehension
strategies, he first asked what comprehensioregiest were. When | explained to him
what they were, he said that Mr. Kilian discusdeeht in his eighth-grade English class:

Selena: Did you understand when to use each syrateywhy you should use

each strategy?

Oliver: Yeah.

Selena: So among those strategies, what do you use?

Oliver: I don't think | use any of them.

Selena: What do you think you should be using?

Oliver: All of them.

Selena: So why aren’t you using them?

Oliver: | don’t really read much.

Based on this excerpt, Oliver has had some expdswgxplicit comprehension
strategy instruction. He claimed he knew when amal to use the strategies, but he
chose not to because he “doesn’t really read mucls evident from the previous
section that Oliver actually does read a great arholiscience texts, however. Perhaps
because the strategies were taught in Oliver’'siBmglass, which he did not enjoy and
was not engaged in, he was not able to make theection that these strategies could,
and should, be applied to all types of readingddition, when | asked Oliver about
comprehension strategies in the succeeding interie again asked me what they were;
it seemed he neither understood nor internalizeddiminology. He also reiterated that

he did not frequently use comprehension strate§@sinstance, he said, “l don't use
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guestioning much 'cause | know what’s about to camtée future. Prediction. | don’t
predict much neither. | was thinking about the tase | predicted but ... [long pause].”

In terms of his pleasure reading, Oliver said ohthe strategies he used was
rereading, especially when he was unable to uratetdhe information in a science text.
As an example, Oliver said, “The science booksdtrét has information that is based on
information in the past so | just go back.” Howewghen reading non-science texts,
Oliver did not reread even when he experienced cehgmsion difficulties. He also said
that when reading, he has gotten used to skimrhieadgeixt because “it’s a lot of words so
you gotta get through them fast.”

Another strategy he admitted to using when readaignce texts was clarifying:
“If I don’t understand something I just go up amdush it up.” Since acquiring Internet
access at home, he had been exploring websit@sdtonbre information about the
science texts, especially when he needed claiificain ideas he encountered in his
science books. When asked about the trustworthofebe websites he explored, Oliver
explained,

Usually when | read [a science book], it tells @ebdescription about it (the

topic) so | just reread it like four times. If | oo understand it and | go to the

website and if it tells me a completely differeming about it, it's not reliable.

Based on the preceding statement, Oliver wastahise his prior knowledge on
a topic to evaluate the trustworthiness of a web3ihe fact that Oliver even evaluated
Internet resources is important to note becausarelsers have found that, compared to

less successful learners, more successful leanegesmore likely to evaluate the
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credibility of an Internet source (Goldman, Brag3stiley, Graesser, & Brodowinska,
2012).

The information presented in this section provideth positive and negative
aspects of Oliver’s strategic knowledge. It is biing that Oliver, an eighth-grade
student, obtained scores on the comprehensiorossdhat indicated that sixth-grade
passages were at his frustration level. Yet, datailmed from the think-aloud portions of
the comprehension assessments and from intervieove that Oliver did, in fact, use
numerous comprehension strategies; however, heafidonsciously realize that he was
able to use different comprehension strategiesakensense of texts.

Constructing Meaning from Texts

Because of his interest in science texts, Olieafized that reading was a way to
acquire information. He said, “Reading is only éme thing, to get information inside
you. Learn information without another person tglyou. So | think that's what reading
[is] for.” From this statement, Oliver addresse&&eet al.’s (2000) argument that at “the
heart of engagement is the desire to gain new kedbye of a topic” (p. 2). After reading
science texts, Oliver was able to share factshitbaearned. For instance, in our first
interview, Oliver shared that he had recently ledrabout dark matter:

It's like a thing that goes out in the universehds its own gravity so it pulls the

universe together. It's not like anything like aldhole or something. It pulls the

universe together and it keeps it from expandimg to

In a later interview, Oliver shared what he haed about fronts: “It’s like a

part where, like, the air is hot on one side andhenother side, the air is cold and the
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area where the air is hahdcold is the front.” Following is Oliver's explanah from
our third interview of something he had recentirieed from reading:

Oh, the article about the multi-universe [multivdrthing. It's like a theory based

on, it's not just our universe. A whole bunch ofuarses. A bunch of big bangs is

happening at the same time. Not at the same tiatelike, you know, a bunch of
big bangs is really special. It's like inflammatdhgeory or something. | don’t
really care about the name, but | just like [regflmbout what happened.

Oliver said that he had gained this informatianiran article on quantum
mechanics. Initially, he did not understand theckrt so he went home and consulted a
science reference book: “I have a book about eleryt like every single science stuff,
so | skipped a little pages to learn about quantuenhanics.” These and other examples
provide evidence that Oliver was indeed a voracreasler of science texts.

Admittedly, | was skeptical during the earlier gaot the data collection process.
When Oliver told me he was interested in sciertceeemed to contradict all of my
classroom observations. As the study progressedever, | heard all of these
explanations that Oliver provided about interestanxgs and ideas that he had learned
through reading.

In our final interview, Oliver expanded on whattreed learned about inflationary
theory from theNewsweeknagazine article he read:

Oliver: First, it talks about the inflammatory [lationary] theory of how the

universe is actually made by something called anao§eld. | don't really

believe in this, but it’s like if too much of it gut into one place of space, it

would explode and create a big bang. A lot of tHue®been happening and the
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effect of the particles is caused by this other calked string theory, which is
based on strings vibrating, creating other bungbeoficles, like particles that
create our known particles that we know now liketpns, neutrons and stuff like
that. So when the big bang is created, those ststayted vibrating and then
creating photons, gluons, and stuff like that drat tnixes up with others and
creates electrons and everything. It also talksibtark energy which is...they
don’t really know what it is. They only know whatdoes. They don’t know what
it's made of but they know the density of it butdn't remember the exact
number 'cause that’s a lot of zeros (laughs).dbdhlks about gluons.
Selena: What are those?
Oliver: You know how a nucleus is created, right®lAhen the protons, neutrons
are ties to each other. They're not like normathyiga come to each other unless a
gluon is there to attract them to each other.
Selena: So a gluon connects a proton and a neutron?
Oliver: Yeah. And it talks about dark energy. H'$act. It has really strong gravity,
like, it's about this big. I'm not sure how bigsit but it's as strong as a sun like 10
times bigger than ours or something and like wigheffect it can make the
universe keep expanding. The universe is suppassiow down by now but
because of it keeps expanding, and expanding goaheing to infinity.
This interview excerpt is remarkable because, ¢vweagh it had been
approximately a month since he had read the artidiger did not need to think long
before providing this information. He was able tbcalate this information immediately.

Also, when | asked for points of clarification whiewas unfamiliar with a concept, he

206



was able to explain these ideas in concrete wayg$, as the explanation of a gluon. |
was astounded by how much he said he learned ®ading the article. When | said this,
he clarified, “Oh, all this stuff I learned, likehbve stuff | maintained, | learned from
other stuff and they helped me understand thislartiThus, Oliver indicated that he was
able to integrate his prior knowledge from othexdieg sources with ideas he learned in
the magazine article.

It was encouraging to hear all the facts that @livad learned through reading.
More importantly, he was passionate and motivatednwrelating these ideas in our
interviews. In contrast, Oliver was barely ablgtovide any details of what he learned
in his middle-school classes, especially his Ehgtiass. Oliver’s lack of interest in his
English class affected his construction of meamiit the texts he encountered. For
example, during my second observation of OliveMm Kilian’s English classroom,
students were supposed to bring song lyrics. Otivénot bring any lyrics. Mr. Kilian
provided lyrics to the students who did not brimg.aFor this task, students were
supposed to examine the lyrics and look for metegptithin the song. | walked around
the classroom during this independent work timel passed Oliver, | noted that he had
not made any notes on his sheets. When Mr. Kilzaah they had 2 minutes remaining,
Oliver then picked up his pencil and started wgtisWhen the time came that Mr. Kilian
wanted to hear some examples from the class, Qdidenot volunteer to share anything.

During our interview, when | asked him about thethaty and what he had
learned from it, Oliver said, “I don’t really reméer that.” Although Mr. Kilian tried to
encourage interest on the part of his studentslbyiag them to choose the song they

wanted to work with, Oliver was so disengaged wWithEnglish class that he did not
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even take the opportunity to choose a song thataated him. He reiterated that he
thought his English class was boring. Based onwaydbservations, Mr. Kilian used a
lecture and recitation style for most of the clasgeit as the earlier example illustrated,
he did try to incorporate student interest for wndlial activities. Perhaps, had there been
more opportunities for student collaboration orugraliscussions, Oliver may have been
more engaged.

As another example, Oliver had to complete a rekgaaper for an
interdisciplinary project for his social studiesddgnglish classes. | was observing in Mr.
Kilian’s class when he introduced this project. daded students a sheet of paper with
different people and events from the Gilded AgéherProgressive Era and gave them
time to go over the list and mark three topics ok they were interested. Oliver was
the second person called, and he chose to writeapier about William “Boss” Tweed.
Later on, | asked him why he chose to focus on Dwédiver said, based on the
nickname, he thought Tweed would be an interestiragacter. He further explained,
“Every other thing sounds so stupid, so | just ehloisn.”

When | asked Oliver what he learned while writthg research paper, Oliver
said Tweed “was a businessman [who] stole a lot@afiey from the taxpayers.” Oliver
elaborated, “He was caught by this guy named Thoarashe went to prison and he
escaped to Cuba and he went back to prison andrd@ason.” When | probed for more
information, Oliver said, “Oh man, it was a lonmé& ago. | don’t remember anything

[else].” Thus, | asked Oliver to reflect insteadtbis research and writing experience:
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| didn’t enjoy it much. He was boring. | thought Wwas like, his name was like

“Boss.” | think he would be bad or something. Bike, all he did was steal

money and was a really good part of politics andf.sPolitics is boring to me.

In his reflection, Oliver was able to provide mar@®rmation he learned through
the project, but he emphasized that he did notyergmpleting it because it was boring.
Oliver also said his source was Wikipedia, whicheserally considered an unreliable
source for academic papers, and then he backedwith another website, but he was
unable to recall the source.

This section highlighted the contrasting levetradaning that Oliver was able to
construct based on his interest levels. When Olieas able to choose what he read to
pursue his reading interests, he was able to &ateca depth of understanding about
physics concepts. Yet, when probed about informatimquired from reading completed
for his English class, Oliver was able to proviadycshallow details.

Social Interactions

In all of the classroom observations in both Migke’s ESL class or Mr.
Kilian’s English class, Oliver rarely engaged irtish interactions. Even in the hallway
between classes, Oliver was often alone. Whendrobd him in Mr. Kilian’s classroom,
he was one of the first students to arrive in fhssroom, sat immediately in his seat, and
did not engage in any conversations with peers) be¢ore the bell rang. When | asked
Oliver about his quiet nature in classes, he shdretbn’t like to speak much. Like, just
raising my hand take a whole bunch of work for weu'se I'm really lazy.”

Because Oliver does most of his reading at hohgephly person he talked to

about reading was his brother. He said that whesalnesomething interesting in a
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science book, he showed it to his brother, butdaseour interviews it did not seem as
though they engaged in a discussion. Oliver sirsphbred interesting pictures with his
brother.

In our final interview, in which Oliver talked exisively and passionately about
what he had learned from reading physics textské@d him if he ever engaged in any
discussions about what he read:

Selena: So all these things that you’'ve been daagrio me, have you ever

engaged in any discussions with anyone about them?

Oliver: Oh no. I'm good.

Selena: You've never talked to anyone about this?

Oliver. Yeah. This is, like, the first time.

Selena: Why is that?

Oliver: 1 don’t know.

Selena: This interest of yours in physics, doedvady know about this?

Oliver: I don't think anyone would care about whiat saying.

When talking about sophisticated physics concgptt as the multiverse and
inflationary theory, Oliver was more engaged ansspmate than | had ever seen him.
He came alive when he was explaining these ideasetand it seemed so natural for
him to talk about these physics concepts. Themewealed that he never had discussions
with anyone about these concepts. It seemed a&swvifas hiding much of his identity by
not doing so. Physics obviously was his passionngeone in the school context knew

the depth of his understanding about these concept€ven his science teacher.
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Oliver’s stance that nobody would care what heigid about what he was
reading was similar to the experience of Jake, mican-American male in Willis’s
(2995) study. Willis shared that Jake, despite f@wigh writing motivation, did not
know what to write about for a class paper. Wigismpted Jake to write about his
amusing experiences at the barbershop, and he sbatd what occurs in this African-
American culturally defined event. Jake insisteat tthey” would not understand or care
about this topic. Similarly, Oliver also assumedttpeople around him at school, such as
his friends and teachers, would have no interelgaming about what he learned through
reading.

A few of Oliver’s friends did know about his sctninterest. Oliver explained,
“They didn’t know back then, and they started caynup with all these science questions.
| started answering them like really quick, andrsgy just thought | like science, like, |
know a lot.” Even though they did not ask speclficabout reading, Oliver’s friends
would sometimes ask him science questions suctivast doee=mc mean?” Oliver
answered these questions, but he did not discugsibdknew the information or initiate
a discussion about more complex science concegtfiéhenjoyed reading about.

In the ESL classroom, Oliver was typically quiatiaisually did not exhibit any
behavior problems. Even in his regular Englishsriasm, Oliver was one of the quietest
students. The majority of students in the mainstr&naglish class were very talkative, to
the point that it was disruptive to the flow of ttlass. Meanwhile, Oliver just sat quietly
in his seat, sometimes staring ahead at the teaather times at the table. There were
also moments he laid his head on his desk. WhereCtiied these antics in Mrs. Blake’s

class, however, she immediately noticed. One tghe,told Oliver, “I don’t know why
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you're so sleepy. Sit up please.” She then askeddiread the next sentence on the
screen.

Oliver began misbehaving in the ESL classroom wiesat next to Adam, a
seventh-grade ELL from Sierra Leone. Oliver neddeslt at the front of the classroom
because of his poor eyesight; Adam, meanwhile,asagyned by Mrs. Blake to sit at the
front so she could monitor him because he was &etly off-task. These requirements
meant that Adam and Oliver sat next to each oth@éam would initiate off-task behavior
by whispering something to Oliver while Mrs. Blakeas teaching the vocabulary lessons.

In February, Oliver got in trouble with Mrs. BlaKehe ESL class was in the
library for sixth period so students could use cataps to complete their projects; thus,
Adam was in the library with Oliver. Ten minuteddre the bell rang, Adam and Oliver
sneaked out of the library and headed home. Sonrepoeted to the office that two
students were outside of the school, and this imébion was passed on to Mrs. Blake.
That afternoon, Mrs. Blake called Oliver’'s and Adsuparents to let them know this was
a safety issue because they should not have gane tmbhen school had not been
dismissed yet.

Oliver and Emir, an ESL student from Turkey, aised similar inappropriate
behavior with me later in the semester. | was whtheighth-graders in the library during
the latter part of sixth period while Mrs. Blake smaaching the other ESL students.
Oliver and Emir told me they were going to consuth Mrs. Blake. Knowing that
Oliver had a tendency to leave school early, | ,s@d#ay, I'll ask her later if you did go

talk to her,” and they left the library. Less tHfaminutes later, they reentered the library,
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and Emir said, “Okay, if you're going to ask hdrem you're right. We weren’t gonna
talk to her.”

These two instances showed how Oliver could batnexly affected by peer
influences. When | brought up the second incidatit @liver in an interview, he
defended himself and said, “I didn’t say that. Esaid that.” Oliver said he typically did
not try misbehaving like that with Mrs. Blake besalit’s hard to get past her.”
Nevertheless, these two instances illustrate #iipugh Oliver would not typically
spearhead this kind of behavior during sixth peneden a friend of his would initiate
this behavior, he went along with it.

| happened to be in the library one morning whanhlian’s class was there for
a work session for their research paper. | saw3mainutes before the bell rang, Oliver
stood up from his computer and walked toward ther. d&/hen he thought no one was
looking, he stepped out and headed down the hd#wAminutes later, | saw him
loitering outside the library door, and once th# t@g he immediately left. This all
happened without Mr. Kilian noticing because he wagaged in discussions with other
students. This and the preceding examples showDihadr has a tendency to leave his
classes, and for the most part, no one noticedsé Bgamples also highlight how Oliver
tended to be overlooked in class by his teachers.

Overall, Oliver did not have any meaningful soaméractions in school. When
he did interact with other students, it typicallgswmnot about any reading or academic
tasks. Instead, he and his friends, at least timgee ESL classroom with him, would test
boundaries and see what inappropriate behavioyscthé@d engage in. Reading, for

Oliver, was an isolated activity, and it was sonmehe did not share with others.
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Oliver’s Contrasting Reading Engagement Profiles

In this chapter, | discussed Oliver’s reading gggaent, and presented two
contrasting profiles: Oliver was extremely detachrech reading in the school setting
even though his interests were academic in na@lreer found reading about physics
concepts satisfying and pleasurable. This acadepeof reading was his version of
pleasure reading.

Oliver's complete disengagement from the schotiirggwas troubling. His
grades in most of his classes were below averagkatt a tendency to skip or leave
classes early, and he was unable or unwilling éwide much evidence of what he was
learning in his classes. Data gathered through celhemsion assessments and interviews
confirm these points. When Oliver’s interest iropit or text is low, he exerts little or no
effort to comprehend the material and becomes @istyacted while reading. He scored
at frustration and instructional levels for mostloéd sixth-grade passages that he read for
the QRI assessments, yet he provided extensivemsédthat he is able to construct
meaning from complex texts as long as he is higitrested in the topic.

Oliver consistently mentioned that his purposeréading was learning. Yet, why
could he not apply this same rationale for scheallmg? Is not the purpose for reading
for school to learn as well? He proved that hethasapacity to construct meaning and
comprehend complex texts. If he could understaeddeas of inflationary theory, he
could understand the information in a middle schewtbook. He just chooses not to.

With previous research on reading engagementalsoteractions play a huge
role. For Oliver, however, his engagement is aagliconstruct; his reading is not social

in nature. Does that mean his reading engagemantyitess valid than others who do
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engage in social interactions around reading? \t ngathat researchers have yet to
consider that individual differences, such as peaties and dispositions, would affect
one’s ability and inclination to participate in sgldnteractions. Some individuals are
introverted by nature, and they are inclined toneseling as a solitary activity. Are we
devaluing their reading engagement by making satiafactions a necessary component?
Oliver’s case prompts the reconsideration of tlodusion of social interactions in the
reading engagement model.

Finally, it is unclear whether Oliver has uninientlly hidden his reading
engagement from others. He may have truly thougbtohe would care,” or he may not
have wanted to share the fact that he was a varsiceader because he perceived reading,
as did many African- American boys, as “a passifemale’ activity” (Tatum, 2005, p.

11). Whatever the case, it is unfortunate thatm®ia the school setting knew about
Oliver’s passion. There was a missed opportunityuitd on Oliver’s interest. Had his
teachers known about his sophisticated out-of-dateaaling habits, they may have been
able to recommend texts or plan tasks connectbatpassion, which may have

prevented Oliver's complete disengagement with ecad reading.
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CHAPTER 7
Discussion

In this study, | explored the reading engageméfduwr middle school ELLs. In
particular, | examined each focal student in thetext of his or her English or ESL
classroom to determine how he or she engaged enghgied with reading in school. |
also investigated focal students’ out-of-schootineg engagement through interviews
and reading activity inventories. In the precedmgr chapters, | provided detailed
descriptions of each focal student’s reading engege. | found that each ELL had a
different reading engagement profile. The overgdmination and analysis of the data
suggest that each ELLS’ reading engagement diffeaseéd on their purposes for reading
and the situations and classroom contexts in wt@ating occurred. This finding
confirms Guthrie and Wigfield’s (2000) assertioattheading engagement is situational.
For instance, Nabila and Jonathan were highly eedyadhen reading narrative texts for
pleasure, but they were disengaged when readirdgata texts. Oliver, meanwhile, was
truly engaged when reading science texts he sdletteome, but he was disengaged
when he had to read mandatory texts for his scielass. Farshad exhibited traces of
engagement when he complied with reading taskkisocontent-area classes, but he was
completely unmotivated to read outside of school.

Another key finding of this dissertation reseaicthat ELL reading engagement
must be expanded to consider students’ ethniajr@ljtor religious identities. From a
sociocultural framework, reading cannot be sepdrfitan the context in which it occurs,
nor can it be examined without considering the adtural background of the reader

(Au, 1997; Rueda et al., 2001). ELLs’ identitieBuence their reading engagement,
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specifically their motivation to read and partidipa in social interactions. For instance,
Nabila, as a Muslim female, was drawn to multictliterature. She wanted to read
about the experiences of protagonists from diveesdixgrounds and experiences since
she could make connections with their experienb@sathan, meanwhile, wanted to be
more American. As a result, he only participatedanial interactions wherein he could
help his American friends. As such, he used hisl@tac achievement as a way to barter
acceptance into an American social group. Thesmpbes demonstrate that in order to
fully understand ELLS’ reading engagement, studesestities should be examined from
a sociocultural perspective.

Data from this dissertation research also seemedpport the idea that the
sociocultural context in which literacy activitieeere embedded was extremely related to
their reading engagement. Specifically, other irdiials in these ELLS’ social contexts
influenced either how they perceived themselvagaders or their participation in
literacy activities. For instance, Jonathan andildsbdesire to do well in school may
stem from their parents’ high expectations for thémNabila’s case, she wanted to
ensure that her family’s move to the U.S. for et ber siblings’ education was not done
in vain. The idea of others’ perceptions could alsok in a negative way. Oliver, despite
being a good reader when tackling high-interedistedid not put forth much effort when
reading academic texts. This may be related toibig that “no one would care.”

In the remainder of this chapter, | first pres@isummary of the dissertation
findings and relate these findings to previousasde Next, | discuss how instructional
practices in classroom contexts affirmed or hindéfeLs’ reading engagement. Then, |

discuss the results of the study in relation toekgectancy value framework. Finally, |
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provide an argument on why ELL identity should besidered an important aspect of
ELL reading engagement.
Summary of Findings

In this study, | investigated five research questi (1) What motivates middle
school ELLs to read? What discourages middle scBbbk from reading? (2) What
strategic knowledge do middle school ELLs draw uptwen reading? (3) How do
middle school ELLs construct meaning from textg?Hdw do middle school ELLs
engage in social interactions around texts? an#i¢sy do motivation, strategic
knowledge, conceptual knowledge, and social intemas interact to make up ELLS’
reading engagement? In this section, | summaredikdings for the first four research
guestions and make comparisons across the fockdrgtl Then, | present a discussion to
address the final research question. In Tablg8\ide a summary of each student’s
reading engagement profile with regard to eactheftomponents.

Motivation. Studentsmotivations to read texigsere multifaceted (Guthrie &
Wigfield, 2000). In other words, focal students erotivated to read for very different
reasons. There were, however, a few commonalitiessa the focal students. Jonathan,
Nabila, and Oliver were intrinsically motivatedriad texts that fulfilled their personal
interests, and their interests varied. JonatharFanshad appreciated adventure books,
while Nabila enjoyed multicultural literature. Oéivwas the only focal student who
valued and read informational texts for pleasuveo ©f the focal students, Jonathan and
Farshad, were also extrinsically motivated to ré&aetting high grades and fulfilling
academic obligations prompted these two studensaa, or skim in Farshad’s case,

assigned texts.
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In general, all of the focal students were unnaigd to read academic texts, such
as textbooks. Nabila and Oliver said academic text® uninteresting and boring to
read. Textbooks could also be intimidating to ELI@nathan indicated that textbooks
were difficult to comprehend, and he often hadetead assigned sections because of the
complex topics and language. Farshad was the maosbtivated to read out of the four
focal students and thought that “reading was juséste of time.” However, he was
unable to articulate the reasons for his low reqdnotivation. | argue that Farshad had
not experienced the satisfaction of reading becatibes low comprehension levels, and
this contributed to his low motivation. In additidfarshad did not realize the value of
reading. He thought reading was a school-basedtgcand did not realize that reading
was extremely relevant to his career goal of bengran actor.

In sum, ELLs’ motivations for reading and reastoranot reading varied greatly.
The two consistent findings were the following: éiydents were motivated to read when
they were able to select reading materials thattheet interests; and (2) students were
unmotivated to read academic texts.

These two conclusions are supported by the readotgyation literature. First,
the importance of access to interesting texts basistently been found to influence
reading motivation (Biancarosa & Snow, 2004; Flavesret al., 2004; Gambrell, 1996,
Meltzer & Hamann, 2004). The focal students’ mdivato read varied depending on
the kinds of texts they were reading. Fortunatgliydents had access to texts through the
school’s extensive library, and some focal studesush as Oliver and Jonathan, also
utilized the public library. Thus, when ELLs welldeto pursue their reading interests,

their motivation to read was high.
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Second, results of this research provide additievidence that supports recent
studies which have found that secondary studeptsranotivated to read academic texts
(Guthrie et al., 2012b; McKenna et al., 2012; Ratoét al., 2007; Wigfield, Cambria, &
Ho, 2012). Even high achieving students are unmtg/ to read informational texts,
such as textbooks (Wigfield et al., 2012), whickimilar to the sentiments expressed by
the focal students. In particular, although Jormathas an academic achiever, he was not
intrinsically motivated to read textbooks becaulmsytwere challenging; he read these
textbooks only to comply with academic requirements

Strategic knowledge Results of this study showed that students widinéui
reading engagement, Jonathan and Nabila, usedearange of comprehension strategies
while those students with lower levels of readingagement, Farshad and Oliver,
demonstrated the use of fewer strategies.

Jonathan and Nabila not only exhibited the use wdriety of comprehension
strategies through the think-aloud component ofQR# assessment, but they also
demonstrated the use of strategies in their leianceacademic reading. These two
students also used higher-order comprehensiorgtestsuch as making inferences and
evaluating. They rarely used strategies such agppaasing because they often would be
using more complex strategies when reading. Feameg, when Jonathan worked on his
mythology project, he was able to synthesize infiiiam across 12 websites which he
used as references. He was also able to recodpaza tew of the websites were
secondary sources. Nabila, meanwhile, evaluateddtiens of characters in the novels
she read for pleasure, and she consistently pro\adationale for her evaluation. When

reading academic texts, she was also able to medtaude of strategies including
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paraphrasing, making connections, and making inferg, even though these texts were
of low interest.

When students exhibited lower reading engagenesetd, strategic knowledge
was not very evident. For instance, during QRI sssents, Farshad only used
paraphrasing. In some instances, he was unabkraplprase the text and resorted to
reading the text verbatim during the think-aloudtipm. Compared to Farshad, Oliver
was able to demonstrate the use of a wider rangeategies. For instance, Oliver
frequently used the strategy of questioning, whvels unsurprising given his inquisitive
nature on science topics. The informational téXtger read stimulated many questions
for him. He also used strategies such as integyatior knowledge and making
connections when he was reading texts of intekestuever, when Oliver read texts that
were of low interest, his strategic knowledge ddfté Specifically, he was more
distracted, and he consistently resorted to pageohg rather than using active
comprehension strategies such as questioningexgreting prior knowledge.

The findings about ELLS’ strategic knowledge camfprevious research which
found that successful ELL readers utilized morelirggcomprehension strategies
(Jimenez et al., 1996). Conversely, Jimenez €1886) found that less successful ELL
readers did not utilize many comprehension strategnd were less likely to use higher
order comprehension skills such as making inferen8anilar findings were obtained in
my study on the strategic knowledge component.thanaand Nabila, who were more
able readers, exhibited the use of numerous corapsabn strategies while Farshad and
Oliver, who read below grade level, did not useidewange of strategies. An additional

contribution of this dissertation research is foatseemingly less successful ELL
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readers, strategy use can be increased givenigiest texts, as in Oliver’s case.

On another note, Jimenez (1997) had found thatesstul ELL readers
transferred comprehension strategies they used veagling in their native language to
reading in English. However, three of the four festadents were not literate in their
native languages. Jonathan, the only focal stualgietto read in his native language,
never mentioned the transfer of comprehensionegfieg from reading in Chinese to
reading in English. Thus, practitioners and redesncannot assume that middle school
ELLs bring with them previous knowledge and expesewith strategy use in reading in
their native language.

Constructing meaning from texts.Based on interview data, QRI assessments,
and student artifacts, students who were engagetktre had consistently high levels of
comprehension of both academic and leisure teatsmtan and Nabila were both very
verbose when they shared information from intengstexts they had just read for
pleasure. Jonathan shared a substantial amoumfoofmiation on what he learned from
reading texts in his English classes. For exangaeathan was able to provide an
extensive response about what he learned throwgmythology unit, which
demonstrated his thorough understanding of the sniytéit he read for his English class.
Although Nabila had to be prodded to explain wheg learned from reading texts in her
content-area classes, she was very enthusiastisdoss ideas from pleasure reading.
Artifacts from both students showed they were &bleonstruct meaning from texts and
they used the knowledge they gained from readirfglfidl their academic obligations.
For instance, Nabila’s English paper on the mudtipleanings of the word “peace”

demonstrated that she was able to synthesize iataymfrom multiple sources and write
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a comprehensive paper. Although Nabila exhibited neotivation to read academic
texts, she was able to comprehend and make mefiomgeading these texts.

In contrast, Farshad was unable to articulateihaerstanding from reading, even
with below grade level texts. When asked what henled from reading, Farshad did not
offer much information on what he learned. Wherbpdy he often would simply shrug
and not elaborate on any ideas. These pieces @fkdgpest that Farshad struggled with
comprehension and constructing meaning from this tivat he read. Farshad’s low level
of comprehensions probably contributed to his leading motivation level.

Out of all the focal students, Oliver was the mostresting case in this specific
area. When he was asked to explain what he undérftom reading in his content-area
classes, Oliver did not provide any informationcomtrast, when he was asked to share
what he learned from texts that he self-selected tmpic of interest, Oliver was able to
explain highly sophisticated and complex physiascepts. Additionally, he was able to
respond to questions about these topics efforylessl

As discussed earlier in the review of relatedditere, none of the studies
conducted on ELL reading engagement had focuséfl_br’ capabilities to construct
meaning from texts. For instance, Ivey and Broad@@7) formative experiment with
Latino/a students who were new English readerssiedyrimarily on decoding low-
level, beginner texts rather than on increasingdtsgtudents’ comprehension abilities in
English. Thus, my study offers evidence on how gedaand disengaged readers
construct meaning and acquire knowledge from repd@imilar to the students in
Fairbanks’ (2000) study, the focal students in nuyglg were able to use multiple sources

to gather information for their academic requiretseRairbanks also found that students
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were more interested in the academic projects winpwere given autonomy in
choosing topics and how to obtain information. Tikisimilar to Jonathan’s enthusiasm
for the mythology project. In the case of Farshad @liver, their overall disengagement
influenced how much they were able to constructmmegfrom texts. For the most part,
these two students were unable to share informatiout what they had learned from
reading for school, which likely stemmed from theK of relevance of academic projects
to their lives and interests.

Social interactions.Participation in social interactions and the gyadf
participation varied greatly across the four fastaldents. Oliver rarely participated in
social interactions. Although he was a voracioaslee of informational texts, he did not
share his insights and acquired knowledge withrstigadly, he felt that “no one would
care about what he was reading.” For Oliver, regeias a solitary activity. On the other
hand, social interactions were highly motivating Mabila. She enjoyed discussing
books with her friend, Aina. She also claimed #raaging in book discussions
prompted her to read more because she had soneerehange ideas with around
reading.

Jonathan and Farshad both participated in satialactions around texts
although their purposes for doing so were not idéatathan participated in social
interactions where he could assume the role ofrtbiee knowledgeable student. As such,
he was able to provide answers to his classmatgmugh his teacher, Ms. Costa,
modeled for Jonathan positive social interactiansiad texts, he was not able to assume
a coaching stance when working with his peerseltsthe resorted to providing

answers. Farshad, meanwhile, participated in soti@lactions to obtain answers from
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others. Generally, he did not see social interastes a venue for co-constructed
knowledge. Rather, it was an avenue for him toiakgapport to fulfill his academic
obligations.

Research focused on social interactions indidhtsengaged readers often
participated in book discussions around textsabolfated on projects, and were included
as members of a community of readers (Klauda, 2B83&acio, 2010; Smythe &
Neufeld, 2010; Strommen & Mates, 2004). Students wigage in social interactions
centered on texts are more intrinsically motivatedead (Guthrie & Anderson, 1999;
Guthrie & Knowles, 2001; Sweet & Guthrie, 1996)r kwstance, Smythe and Neufeld
(2010) found that ELLs who were able to collaboratea digital project were more
motivated because of the opportunities to engagksicussions around the digital story
they were creating. The collaborative nature ofdig#al projects afforded ELLs to have
conversations with one another about their liteqa@gctices, which might not have
occurred in a more teacher-centered instructiogtéing. In my study, | found that only
Nabila participated in positive social interactiavith her peers. Engaging in discussions
with her friend, Aina, even influenced her readimgtivation. She wanted to read the
books her friends recommended so they could enigagere discussions around texts.
The three other focal students did not participathese types of social interactions.
Also, there were no opportunities for the studémtsollaborate on any major projects in
any of the classrooms in which | observed.

Research has also found that ELLs were able @mimbhtademic support through
social interactions (Cho et al., 2010; Cuero & Dwp2007). For example, Cho et al.

(2010) indicated that ELLs served as translataref@ another in small group
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interactions whereas Cuero and Dworin (2007) foimadl ELLs shared resources among
one another. In my study, providing and obtainingprt was the primary purpose of the
focal students for participating in social interans, except for Oliver who did not
participate in social interactions. Nabila consiitesought support from the pre-service
teachers in the ESL class. Farshad, meanwhile,se®dl interactions as a way to obtain
answers for his academic requirements. As a higleaer, Jonathan did not need support
from his peers for his academics. Instead, he n@sne who provided answers to his
peers whenever they had a social interaction. Wieemeeded support, Jonathan
preferred to ask his teacher, Ms. Costa, for feeklba

In this section, | provided a summary of how tberfreading engagement
components were enacted in the reading experieri¢be four focal students, and | also
made connections to previous research. In whaivisl] | provide a discussion which
addresses the fifth research question: How do ratdin, strategic knowledge,
conceptual knowledge, and social interactions aueto make up ELLS’ reading

engagement?
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Table 8

Summary of Focal Students’ Reading Engagement

Motivation Strategic Knowledge Constructing Meaning Social Interactions Identity

Jonathan Intrinsically Used higher order  Able to describe in-  Participated when he is Wanted to be
motivated to read comprehension depth what he learnedthe more knowledgeable more American
series and strategies from texts other

adventure books
Able to use a
Read school texts multitude of texts and
out of compliance synthesize
information gained

Nabila Motivated to read Used higher order  Able to briefly Engaged in book Embraced her
leisure texts comprehension describe what she discussions with peers Muslim identity
(multicultural strategies learned from for leisure texts and conformed
books and books academic texts to religious
of high interest) Looked to adults for customs
Able and willing to support for reading
Unmotivated to describe in depth what
read academic she noticed from Absence of family
texts reading leisure texts interactions around
reading
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Table 8 (cont’d)

Farshad

Oliver

Unmotivated to
read most texts
(academic and
leisure)

Had a high self-
perception as a
reader

Read out of
compliance

Extremely
motivated to read
science texts for
pleasure (out of
school texts)

Unmotivated to
read any other
texts in or outside
school

Unable to use a Unable to describe in Participated in social Embarrassed by
variety of detail what he learned interactions to obtain his ELL status
comprehension from texts answers

strategies

Was able to use a  Able to expand on his Did not participate in Did not identify
few comprehension learning from science any social interactions with his status as
strategies but not  texts around reading an ELL

many higher order

comprehension

strategies
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Reading Engagement: Collectively Looking at the Coponents

Overall, results of this dissertation researchdate that all four components are
inextricably linked and are an integral part of Eldading engagement. A missing component
can impact the quality of students’ overall readémgagement. As shown in each of the analyses
of students’ reading engagement profiles, each copt can be analyzed separately, but
collectively, each focal student’s case illustrdtes the interaction of these components
influences each ELL's overall reading engagementt.ifstance, while Jonathan was intrinsically
motivated to read for pleasure and consistentlyptetad required academic reading, he did not
engage in positive social interactions with hisrpe& noteworthy point is that his English
classroom did not offer many opportunities for abbiration. As another example, Oliver
presented two very contrasting reading engagenrefitgs. He was a completely disengaged
reader in school, but he was very engaged to reladnae when given the opportunity to follow
his reading interests.

These examples indicate that reading engagemsittizgional, and the classroom
contexts, including instructional practices, infige the reading engagement of middle school
ELLs. The idea that reading engagement is situatisnn line with the sociocultural theory of
reading (Gee, 1996, 2000; Heath, 1983). Gee (200€ljs, “A Discourse-based, situated, and
sociocultural view of literacy demands that we gegling (and writing and speaking) as not one
thing, but many: many different socioculturallyusited reading (writing, speaking) practices” (p.
204). From this quote, a sociocultural view ofréigy is composed of multiple socioculturally
situated literacy practices.

Gee’s (2000) view that “meaning is always situatespecific sociocultural practices and
experiences” (p. 195) can be connected to therdiiteclassroom practices which either hinder
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or foster ELL reading engagement. Instructionatfcas in classroom contexts are integral in
creating a learning environment that fosters engagnd disengaging situations. In a review of
the literature, Guthrie et al. (2012c) identifibe following characteristics of engaging
instructional contexts for reading:

e students were provided autonomy in choosing reaahatgrials or tasks related to

reading

e instructional activities were relevant to studefit®s and interests

e teachers clearly explained the benefits and valueaaling

e teachers emphasized collaboration and interperseladionships

e students were provided support in reading to irszdheir self-efficacy as readers (pp.
617, 625).

In their observational study of nine middle schiealchers, Raphael, Pressley, and
Mohan (2008) identified distinct characteristicdedchers who provided engaging classroom
contexts. According to Raphael et al. (2008), higirigaging middle school teachers created
“caring and positive classroom environments thgpleasized both the academic and affective
development of all students” (p. 67). These teacbkacouraged students’ self-regulation,
modeled problem solving and strategy use withitr tentent-area, scaffolded students’
learning, increased expectations for students’esg;cand communicated the value of learning.

Given the situational nature of reading engagenieistimportant to examine the
instructional practices that were used in the ctasas as these situated practices influenced the
focal students’ reading engagement. In Table @ovide a summary of the engaging and
disengaging instructional practices in Ms. Cosia lslins. Blake’s classrooms. Since | only

observed twice in Mr. Kilian’s classroom, | providely brief comments on the instructional
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practices that | observed, and | did not include m Table 9.

Ms. Costa, a first year teacher, used some engagactices such as providing students
autonomy to choose the topic on which they wouldeatheir mythology project. She also
provided scaffolding for her students as they wdrtie essays and major projects. In one-on-one
interactions, Ms. Costa was also able to providkrandel meaningful interactions, as discussed
in Jonathan’s chapter. Yet, she struggled to pmdaidlassroom discussion environment which
was more student-centered. In Ms. Costa’s Englessooom, students were allowed to work in
pairs to complete worksheets, but there were namees observed wherein students were given
opportunities to participate in meaningful discossi around texts. Instead, “discussions”
consisted of whole group interactions with muclheaf control maintained by Ms. Costa. There
were a few instances where one particular studsk@dainsightful questions, but for the most
part, the classroom discourse followed the typitiéiation-response-evaluation (IRE) pattern
(Cazden, 2001). The lack of social interactionslamed the potential for reading engagement in
Ms. Costa’s classroom.

Similar observations were made in Mr. Kilian’'ssdeoom during the two observations.
There were no instances wherein students were gippartunities to collaborate on the tasks
assigned. Instead, students worked independenththeen a whole group discussion ensued. As
depicted in Oliver’s chapter, he did not work welsuch a classroom environment. He spent
most of the time off-task and only started worktlo@ assigned task in the final minutes of the
independent work session. When there was no acaoility, Oliver did not exert much effort.
Also, there did not seem to be a focus on the peimonal relationship between teacher and
students in Mr. Kilian’s class. Thus, there werased opportunities for creating situations in

which students’ engagement might be piqued. Faamnt®, Mr. Kilian could have recommended
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topics for Oliver for the interdisciplinary projedhad Mr. Kilian known about Oliver’s interest
in science. Rather than choosing to write aboutigvl “Boss” Tweed, Oliver could have
chosen to focus on one of the inventions duringpleaod since this is more closely related to
his interests.

There were several engaging aspects of Mrs. Bdk8L classroom. She formed
interpersonal relationships with many of her stugetthough observations indicated that she
had stronger relationships with the female studentspared to the male students. Students were
provided much support in the ESL classroom, bustigport was mostly from the pre-service
teachers who needed to complete field hours irsabasns. As Nabila indicated, some of these
pre-service teachers were very helpful whereas soene not very committed to helping the
students with their academics. Another engaging@syf Mrs. Blake’s classroom is the
opportunity to work in pairs or small groups arowmagabulary. However, modifying the task
could allow these small group interactions to beevengaging. The vocabulary discussions
always centered around completing sentence prorygitghere are numerous pedagogical
alternatives to this format which could still prdeistudents an opportunity to demonstrate their
understanding of vocabulary terms. When workindnviagr ESL class, Mrs. Blake also utilized
different instructional techniques. For instand& brought in community members to speak to
the class about their disabilities when they weaseuksing invisible disabilities. She also chose
reading materials that were short and easily adileds the ELLS’ varied reading levels.

There were also several practices which hindetedksts’ reading engagement. Mrs.
Blake’s focus was more on the newcomer ELLs whcevetitl learning how to speak English.
Thus, there were instances wherein she did nottorostudents who were off task because she

was preoccupied in working with the newcomer ELEarshad, for instance, was consistently
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off task at the beginning of the semester. He veag unproductive during these classes, yet Mrs.
Blake did not address his off task behavior. Olwes also consistently unproductive during the
period he spent in Mrs. Blake’s classroom and endthool library during sixth-period. Both of
these students would have benefited from a mouetsitred routine wherein they had
accountability. Mrs. Blake allowed them to use timéer classroom to work on their projects
for other content-area classes, but these two stadgpically indicated they had already
completed the work. Their female classmates, whe were diligent, consistently used the time
in the ESL class productively. They completed assignts for their other classes during these
work sessions. One factor that may have helpetethale students, Nabila included, is that they
asked one another for help or clarification. Fpailiirs. Blake did not explicitly address strategy
use in her classroom. Her main focus was on voeapihowledge, but as indicated in
Farshad’s case, he could have benefited from ekpbmprehension strategy instruction in his
ESL class as this may have influenced both hisvattin to read and his ability to construct

meaning from texts.
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Table 9

Summary of Instructional Practices which AffirmHinder Reading Engagement

Ms. Costa Mrs. Blake
Engaging e Students were given e Celebrated student
practices autonomy in choosing success
topics for projects e Interpersonal
e Interpersonal relationships were
relationships were formed with students
formed with students e Students were provided
¢ Explicitly discussed support (preservice
strategy use teachers and classroom
¢ Scaffolded students’ volunteers)
learning and completion e Clearly explained the
of projects and papers value and benefits of
reading

e Used a variety of
instructional strategies to
relate content (e.g., guest

speakers)
Disengaging e Students had required e Minimal attention was
practices readings given to students who
e Readings were not were already proficient
relevant to students’ in English
lives ¢ Did not discuss strategy
e Compliance with use since the focus was
projects and assignments more on vocabulary
were emphasized ¢ Did not monitor students
¢ Collaboration was not during work sessions

emphasized

Overall, the discussion on the different classredmghlights instructional practices that
undermine reading engagement by promoting readirajasolated activity because of the
absence of social interactions around reading. Middhool teachers find it difficult to maintain
order in the classroom when collaborative actisiiee offered, yet middle school students’

dedication to read increases when they are giveortymities to collaborate and have
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discussions with their peers (Guthrie, Klauda, &Nson, 2012). In my study, Oliver and

Nabila’s cases provide contrasting views abouirtiortance of social interactions to ELL
reading engagement. Nabila attributed her highingaahotivation to her opportunities to engage
in book discussions, whereas Oliver was motivabegad self-selected texts because reading
was a solitary activity for him. Oliver’s case demstrates that his engagement in reading physics
texts was still high despite the lack of sociaémattions. However, Oliver’s case also indicated
that he was very detached from the school conkéxfelt that not even his teachers would care
about his reading interests. Perhaps had Oliver geen opportunities to collaborate and
participate in discussions, he may have been nmyested in his academics because of the
social relationships that he may have formed wishtéachers and peers.

Jonathan and Farshad’s experiences also inditateniere participation in social
interactions was not sufficient. The quality ofseenteractions must also be taken into
consideration. With these two particular casesigsatieractions presented a venue where
answers could be provided and obtained insteaéiofjlcontexts where meaning could be
constructed through thoughtful and meaningful bdiskussions. While social interactions can
certainly be used as venues for support, espedallgLLs, Jonathan and Farshad’s cases
highlight the unintended consequences of sociataations--receiving and providing answers--
which do not promote higher levels of reading ergagnt.

In this section, given the finding that reading@&gement is situational, | pointed out the
instructional practices that were engaging andndjaging for the focal students. In particular, |
note that from a sociocultural perspective, stusl@etd opportunities for social interactions in

the school setting to foster their reading engageéme
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Reading Engagement from an Expectancy Value Framewio

A consistent finding across all four ELLs was thdisengagement when reading
academic texts. Previous research has found thad'E¢ading motivation is linked to their
perceived competence (Cho et al., 2010; Ivey & Bdos, 2007). The qualitative data from this
dissertation supports this notion. Nabila and Juatwho were reading at or above grade level,
were engaged readers compared to Farshad and,@livese reading proficiencies were below
grade level according to the QRI-5. In considetimgexpectancy value framework (Eccles et
al., 1983), Farshad’s perceived competence levelhigher than his actual comprehension
abilities. He stated that reading was easy, yetpeehension assessments indicated that he
comprehended sixth-grade level texts at an instmiat level. This finding highlights the
importance of gathering actual assessment dattudergs’ comprehension abilities and not
relying solely on self-efficacy reports as ELLstp&ived competence may not be indicative of
their actual reading abilities. Monzo and Ruedz0@ said that, in fact, struggling ELL readers
may have inaccurate views of their English readibigjities. Thus, while high self-efficacy is
important in light of the expectancy value framekydfarshad’s case indicates that students’
expectation for success does not necessarily &t higher reading engagement.

One plausible reason behind Farshad’s low motiwatias that he had not yet realized or
acknowledged the value of reading. The other fettalents realized the value of reading. Both
Jonathan and Oliver mentioned that reading wassanue for learning. Nabila, meanwhile,
experienced the satisfaction of reading high-irgetexts. Farshad was the sole focal student
who needed to understand the value of readinginstance, Farshad did not acknowledge the
benefits of the vocabulary initiative even thoughg¢onsciously, he was able to use the new

vocabulary he had learned in his content-areaetass order for Farshad to become a more
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engaged reader, he needs to become motivateddoamead one way in which this can occur is if
he both believes he can succeed as a reader hea#n see the relevance of reading to his life.

Overall, one factor that leads to students’ disgegnent with academic texts is the
disconnect between the broad range of topics add tieat students are exposed to at the middle
school level and their lives outside school. Iis tl@spect, the focal students did not find the
content of their textbooks relevant to their lieasl experiences. Guthrie et al. (2012b) indicated
that for young adolescents, texts that are relexanbnes for which they could draw connections
to their own personal experiences, knowledge, guoailsterests. As Brophy (2009) argues,
however,

| believe that much (probably most) school contemiot perceived as highly self-

relevant...Learners who are determined to do soXimnsic reasons can master certain

content domains thoroughly even if they have littkerest in the content and do not

identify with it. (pp. 152-153).

Brophy’s statement raises the important pointfiesic factors to student learning. As
he argued, students do not necessarily need tatdrested in a topic in order for learning to
occur. Oftentimes, it is the promise or externalaal or the possibility of punishment and
failure that prompts students to achieve in schddiss idea was supported by Jonathan’s case
since he was the focal student who was most metiMaecause of the external factor of grades.
As Jonathan asserted, “You don’t have to like thekh but you just have to have the heart to
learn it.” Extrinsic factors are inherent in thésol system (Pressley, Dolezal, Raphael, Mohan,
Roehrig, & Bogner, 2003), especially if grades @mrsidered. Grades are the most ubiquitous
extrinsic reward in schools. Thus, it is unsurpgsinat some of the focal students, Jonathan and
Farshad, were motivated out of a sense of comm@ianorder to obtain higher grades. In this
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sense, the value or relevance of the school tasksassociated with grades, which are what
these students valued. However, Brophy (2011) watdde that teachers cannot rely
exclusively on external rewards or extrinsic fasttir engage students. Rather, students must be
shown the value of what they are learning. Thissigecially pertinent in Farshad’s case, as
earlier discussed.

Students’ reading engagement also depended arréla€iing abilities or perceived
competence when it came to reading. Those studdrisvere more competent readers,
Jonathan and Nabila, were more likely to read capgpto Oliver and Farshad, whose reading
abilities were below grade level. Specifically, Natand Jonathan consistently had reading
materials with them and regularly read for pleasunereas Farshad could not even remember
the last book he had completed. The difference éatvthe engaged and disengaged readers
provide further credence to the Matthew effectriBtach, 1986), which posits the gap in the
reading abilities of good and poor readers widanhase students progress through school. In
other words, the good readers become better, @nplabr readers fall further behind their higher
achieving peers unless the factors that affect tkading engagement are addressed. Most of the
attention has focused on reading motivation akdlyeto improving reading ability (e.g., Guthrie
& Wigfield, 2000), yet results of my study show tla#l aspects of reading engagement must be
attended to with regards to ELL reading achievemfesnthe different focal student cases
illustrated, reading engagement is essential imgacomprehension, and by extension to
reading achievement and academic success (Gutraig 2012; Mucherah & Yoder, 2008).
Students who had higher levels of reading engagersech as Jonathan and Nabila, consistently
used more reading comprehension strategies andalbbrdo discuss their learning from reading

with more ease compared to Farshad, who was a&gggaged reader. Oliver’s case is
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interesting to highlight. His case, in particullystrates that an engaged reader stance helps
facilitate comprehension. When he was reading sei¢exts, he was able to recall more
information from what he read, whereas he was uimgibnd unable to do so when asked to
relate what he learned from low interest texts.

In sum, results of this dissertation researchtgoithe importance of ELLs being
competent readers, but more importantly, they needcognize the value and relevance of what
they are reading to be fully engaged. In what fefipl argue that ELL reading identity needs to
be considered as an important factor to ELL readimgagement.

Identity Matters with ELL Reading Engagement

Identity is essentially one’s answer to the questWho am 1?” (Eccles, 2009; McCaslin,
2009). Researchers have focused on identity agydomanderstand how immigrant students
have negotiated their ethnic identity in schoolteats where they are minorities (Kanno, 2003;
Park, Goodwin, & Lee, 2003; Saito, 2002). Howewene of these studies have focused
specifically on how ELL identity has influenced deag engagement. Below, Kaplan and Flum
(2009) emphasize the importance of identity to igaeéngagement.

Students’ engagement in school — their choicesggtes, and negotiations — is clearly

affected by, and in turn influences, who they thimé&y are, who they think they want to

be, and who they actually become. Engaging deepdydertain topic, or striving to
achieve high grades in a subject matter are prexsufsr, or perhaps already
manifestations of, students’ self and identity catmments that could have implications
for their future. The reciprocal relations and ithiegration of academic motivation and

identity are apparent in the social-cultural dynesrof students’ lives. (p. 76)

Kaplan and Flum (2009) recognize that consideidegtity is essential to examining
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student engagement. This was certainly appareheiexperiences of the focal students. The
four focal students’ identities as ELLs are closelated to their engagement in reading. For
instance, Nabila rejected pressure from her sistecenform and become more Westernized.
Although she previously considered her sistergéading role models, their contrasting beliefs
about assimilating affected the social relationghgi Nabila and her sisters had around reading.
Also, Nabila’s identity as a Muslim female who stly adhered to her faith ostracized her from
mainstream peers. Thus, although she enjoyed patiicg in discussions around texts, she only
talked with her fellow Muslim female friends abdagoks, thereby limiting the social

interactions in which she could participate. Fagshad Jonathan, meanwhile, were similar in
that they had assimilated or had a desire to alsganwith the mainstream population. Jonathan,
in particular, admitted he was trying to become eramerican. He dismissed his native culture
and language in the school setting because he avemtee like his mainstream friends. This de-
ethnicalization stance has influenced what and hewngages his peers around texts. Jonathan’s
experiences were similar to those of Chinese staderzhang’s (2008) study. Zhang found
these Chinese students wanted to fit in and bedonmericanized in terms of dress and food at
the school setting. Jonathan, thus, only partiegh&t social interactions with American peers
and did not seek out any opportunities to intevattt other ELLs. Farshad, meanwhile, had
assimilated well into the American culture, butdig not seem to overtly reject his native culture
nor did he embrace the American culture. Farshadps@occupied with his ELL status; he
wanted his status as an ELL to remain hidden. 3iwsne of being an ELL affected his
demeanor in his ESL class. He was unmotivated io bee class because he felt that his English
abilities and reading abilities were more suited toainstream English classroom. Finally, not

much information was obtained about Oliver’s ELemdity. He had fully integrated into the
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American culture. He had spent two-thirds of His ih the U.S., and he knew more about the
United States than he did about Congo and was ifutiigrated to America. Oliver also tried to
keep his home life and school life separated. $emaration affected his lack of involvement in
reading and social interactions in school. It @sgplained his tendency to hide his strong interest
in science texts.

Focal students’ stances on their ELL identitidiignced primarily the social interaction
component. It affected not only who they interackgith, but it also influenced the quality of
interactions. For instance, Nabila engaged in dipegype of social interaction in that she
engaged in book discussions. However, these digrisswere limited to her Muslim friends as
Nabila’s outsider status prohibited her from intdiray with mainstream students about what she
was reading. Jonathan, meanwhile, engaged in satéahctions wherein he could be the more
knowledgeable other. Jonathan used social interesais a way to connect with his American
peers who needed his academic support. These grtauactions provided him an opportunity to
have intellectual currency which increased his wantthe larger social dynamic.

Hence, students’ cultural, ethnic, and religibaskgrounds should be considered in
relation to ELL reading engagement. More importamtactitioners should explore how
particular aspects of ELLSs’ sociocultural backgrdsinincluding labeling in school as an ELL or
as an ESL student, might influence their engagemvéhtspecific texts or specific reading
situations.

In sum, in this chapter, | presented a summathefindings of the dissertation research.
| found that all four reading engagement componenist be considered in relation to ELL
reading engagement. Collectively, all four compdse@nteract and determine whether or not
ELLs will be engaged or disengaged with readinglishdexts. Additionally, | explained that
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ELL reading engagement is situational in natured&nts’ engagement with reading may vary
depending on the situation and instructional caistexwhich the reading is completed. Next, |
explored the expectancy value framework’s role lih Eeading engagement. Finally, | discussed

the importance of considering ELL identity in rédait to reading engagement.
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CHAPTER 8
Implications for Reading Engagement Research and Rctice

In the preceding chapter, | provided a summarheffindings of this dissertation
research. | also emphasized three key points, Fdgtcussed the need for a holistic view of
reading engagement. Second, based on the findagaading engagement is situational, |
focused on the instructional practices which fosteninder reading engagement. Finally, |
argued that ELLs’ cultural, linguistic, and relig@identities must be considered in relation to
ELL reading engagement. In this chapter, | firslrads the pedagogical implications based on
the study’s findings. Then, | discuss the implioas of this dissertation study for reading
engagement research.

Pedagogical Implications

Results of this dissertation study indicate thigfioar components are essential to ELL
reading engagement. Hence, attention must be ¢ovathcomponents in order to foster reading
engagement among middle school ELLs. In what fadlomdescribe ways in which practitioners
could address each of the components in theirrclasss.

Motivation. Middle school practitioners must incorporate mar@gcpices that will likely
increase the reading motivation of their studdptevious research has documented the fact that
middle schoolers’ reading motivation declines ia thiddle school setting (lvey & Broaddus,
2001; Kelly & Decker, 2009; McKenna et al., 2012yrelu & Schlackman, 2006). Adolescent
students have negative perceptions of readingeagdhondary level (Pitcher et al., 2007) and
find academic texts to be challenging and unintarggGuthrie et al., 2012b; Wigfield et al.,
2012). The different cases demonstrated that f&tcalents had very low motivation to read

academic texts such as textbooks. Middle schooheza recognize the importance of
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motivation in working with ELLs, but they need manéormation on how to effectively
incorporate motivation in their content-area classans (Hansen-Thomas & Cavagnetto, 2010).

There are several strategies that practitionauklagse in their classrooms to address
reading motivation. First, Guthrie and Klauda (2pdommend the use of supplementary texts,
such as short articles or websites, to help stedagtter understand the complex content often
found in textbooks. Hence, middle school teachlkeosilsl not rely solely on the textbook.
Students need access to a variety of texts arelifteeading levels. Struggling ELL readers may
choose not to read the textbook at all becauseeotdmplex language and vocabulary.
Providing access to diverse texts may ensure thdésts will have more opportunities to read a
text successfully rather than trying to force stideo read textbooks which may prove to be too
challenging for ELLs.

Second, several studies have shown that middlmo$skudents seek autonomy. In other
words, students are more motivated when they aengn opportunity to choose texts to read or
tasks associated with reading (Guthrie & Davis, 200y & Broaddus, 2001; Lapp & Fisher,
2009; O’Brien & Dillon, 2008). Students need tolfaesense of control in their learning (Turner
& Paris, 1995). For instance, Jonathan was veryvaied to find information on his paper on
the Fates because he was able to choose the fdpgmaper. Nabila also was more motivated
to write her English paper wherein she elaboratethe meanings of the word “peace” because
she was able to choose what reading resourceoshkaonsult. Thus, ELLS may be more
motivated if they are able to have choices in eithe texts they read for class or a choice in the
way they can demonstrate their understanding. Tb&es may be limited, but nevertheless
having options to choose from may increase studewtsvation. For instance, students may be

given a choice of whether or not they would likenigte a paper or perhaps create a PowerPoint
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or Prezi instead. Providing students choices asreases the likelihood that students’ interests
are addressed.

Next, students want opportunities to be able &al i@ their classrooms (Gallagher, 2009;
Ilvey & Broaddus, 2001). Oftentimes, students arteafforded the opportunity to engage in
independent reading. As demonstrated through oasenal data in Ms. Costa’s classroom, oral
reading practices were used wherein the teachestadénts alternated in reading the text aloud.
Yet, many researchers and practitioners have re@ded that more time in the classroom
should actually be spent reading (Allington, 204llington & Gabriel, 2012; Fisher, 2007;
Gallagher, 2009, Miller, 2012). ELLs may especi&lgnefit from this practice. Nabila
consistently carried around reading materials. &@leas one instance when Mrs. Blake had to
tell Nabila to put away her reading materials beeaabila was distracted and unable to
concentrate on the vocabulary lessons becauseatitedvto read the magazine she had just
borrowed from the library. The only time studentsiid engage in independent reading was on
Fridays for Drop Everything and Read time. For dgaged readers like Farshad, DEAR time
was the only moment when he actually admitted repdomething he enjoyed since he did not
have access to books at home. Providing more apmbes for self-selected reading in school
may encourage more students, not just ELLSs, taadlgtangage in reading.

Strategic knowledge Findings from this study, specifically Oliver ardrshad’s cases,
highlight the importance of explicit strategy ingttion in middle school classrooms. Farshad, in
particular, was unable to use comprehension sietgeghich may have influenced his inability
to construct meaning from texts. Oliver, meanwhilas able to use comprehension strategies,
but he tended not to be strategic when he wasngdolv-interest texts. In contrast, Nabila and

Jonathan were able to use comprehension strat@giess all situations. Whether or not they
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were reading high-interest texts, Nabila and Jaratised comprehension strategies.

Teaching comprehension strategies is the respbtysds all secondary teachers, not just
English or ESL teachers. The use of comprehensiategies differs based on the genre of texts
being read, and students need explicit instruatiodifferent text structures (Almasi &

Fullerton, 2012; Duke & Roberts, 2010). ELLs magaadditional support in recognizing and
comprehending unfamiliar genres. For example, R@009) found that members of refugee
families needed support in navigating unfamiliangs. Similarly, young adolescent ELLs may
need explicit instruction in both reading and wgtiunfamiliar genres of texts. It would be
beneficial for ELLs if each of their content-areathers modeled the use of different
comprehension strategies through the use of tHimkda when working with content-area
specific texts.

Constructing meaning from texts.ELLs need exposure to a variety of pedagogical
strategies to help them construct meaning fronmstdxar instance, Farshad consistently
completed packets in his content-area classe$iebdid not learn the content from this
instructional practice. In contrast, Farshad wads ablearn about disabilities in his ESL class
through reading short texts, viewing a related figmd listening to guest speakers. The variety of
instructional strategies is in line with Rubinstévila and Johnson’s (2008) suggestion that
ELLs’ comprehension of course content could bedased by the use of different strategies such
as reading related texts, viewing films, or expigrivebsites.

Data also showed that students were able to cdrapdethe most when they were able to
pursue their own interests. In connection to tleaidf choices in the motivation section, teachers
should consider how they could design classroomities or projects which students could use
to pursue their interests and have a sense of aumtprThe example of the interdisciplinary
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project in Nabila and Oliver’s social studies anjiish classes is a good example of how
content can still be addressed while simultaneopislyiding students autonomy. In Oliver’s
case, however, this project did not help in gethilg as motivated because he did not choose a
high interest topic. In such cases, teachers shimud enough background knowledge about
their students such that they could make recomnemdaof topics which may be of interest to
their students.

Social interactions.As demonstrated throughout the data chapterss there minimal
positive social interactions in the ESL and Englitdssrooms in which | observed. Incorporating
more social interactions around texts may encouddes to become engaged with reading.
These social interactions will provide opporturstier students to co-construct meaning with
their peers and allow them to delve deeper inttstdiwill also allow for students such as
Oliver to be less detached from the school settiog.Oliver, school seemed to be very isolating.
Oliver’s teachers could have explored reasons bihisdisinterest in social interactions, and
they could have designed collaborative activitiésclv addressed his disinterest. Had there been
more opportunities for Oliver to engage in discassiwith his peers or teachers, he may have
become more invested in the school setting.

Teachers also have to be very mindful of how sttslare grouped. Nabila’s case
demonstrated that she felt out of place with hensteeam peers. Kanno’s (2003) study also
showed that ELLs may need support in integratirgnbelves into the mainstream social groups.
Keeping these ideas in mind, teachers should tleentp create heterogeneous discussion
groups rather than having students always cho@&edtvn groups. Having groups composed of
students from different backgrounds also ensur@salhstudents are exposed to diverse

perspectives as they engage in discussions arextsl t
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Addressing ELLs’ Expectancies and Values toward Refing

Based on the expectancy value framework, studemwtsmotivation to read academic
texts may be due to low self-efficacy as a readerlow value placed on reading. Farshad’s
case, in particular, demonstrated that althoughdaea high self-perception as a reader, this did
not translate into higher reading abilities. Fadsh&igh perception of his reading ability was
likely shaped by the adequate grades he receivi iclasses. However, these grades are likely
a reflection of the completion of tasks rather theswxcomprehensive understanding of the course
content. In addition, Farshad did not recognizevtidae of reading, and he insisted that “reading
is just a waste of time.”

Middle school practitioners, therefore, have tdrads two important factors. First, they
must help ELLs with their reading abilities. Whileere were ELLs such as Nabila and Jonathan
who were reading at grade level, there were alsdesits such as Oliver and Farshad who
needed additional support for their literacy skilleese students were also the ones whose
reading engagement was generally lower. ESL teachreparticular, should realize they are not
only language teachers, but they are also litet@aghers. As ELLs become more proficient with
their English speaking skills, they need instructim how to become better readers and writers
in English. Mrs. Blake realized after our first amly formal interview that she did not know
much about the focal students’ reading abilitiesthigr, she was focused more on their oral
language development. Thus, ESL teachers mustal¢gdime to work on reading instruction.
Aside from working on vocabulary, which understarsigaeems to be a primary focus, attention
must also be given to strategic knowledge in otddoster ELLS’ comprehension abilities and
help them have higher self-efficacies as readers.

Middle school teachers also need to make textgasks relevant to students’ lives.
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Students are disengaged with reading academichegtuse these texts are so disjointed from
their interests and experiences (Wigfield et &12). Teachers can assist ELLs to recognize the
value of reading. For example, teachers can stawerdading is essential to ELLS’ academic
success in U.S. schools. Many immigrant familids@@academic achievement (e.g., Li, 2007;
Zhou, 2001), and thus, this is one concrete exaofdt@w teachers can share the value of
reading with their disengaged students. There amyrother ways in which teachers can show
the relevance of the text. Burke (2010) proposatitdachers have to examine the big themes in
texts and make them relevant to students’ livesekample, when studyinigomeo and Juliet
the focus could be on the theme of relationshipsodgh this theme, relationships in the book
could be examined, but then students are also etldev make connections and explore
relationships in their own lives. Relevance to stud’ lives are added by connecting students’
interests and backgrounds to what they are stud@ughrie et al., 2012b, 2012c), and doing so
would increase the likelihood of having engagediees.
Incorporating Engaging Instructional Practices

The results of this study point to the need foraggg classrooms. The finding that ELL
reading engagement is situational points to thetfet ELLS’ reading engagement can be
increased given a classroom context which emplogagng instructional practices. Verdugo
and Flores (2007) noted that ELLSs, in particulaec learning environments wherein teachers
show respect and care for their students while woantly holding students to high expectations.
Research has shown that in engaging classroontigrgtuare provided autonomy in choosing
texts and tasks (Guthrie et al., 2012c; Turner &$4995). Modeling of strategy use and
problem solving skills are also frequently use@émgaging classrooms (Raphael et al., 2008). In

addition, students are given opportunities to ergagliscussions with peers around texts
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(Guthrie et al., 2012b). Aside from these affirmprgctices, teachers should also be able to
recognize existing instructional practices thatialty underminereading motivation and
engagement and avoid using instructional practitaishinder ELLS’ reading engagement.

Teachers who use engaging instructional practicedd create a classroom environment
wherein students would have autonomy in the tdyg tead, have opportunities for in-depth
discussions with peers, and asked to complete @s#s that increase their understanding about
interesting topics. This is in contrast with a sta®m that utilizes a lecture-based format where
mundane tasks such as worksheets, or a packetrkéleets, are consistently used, which is
what was frequently done in Farshad’s content-elasses. Teachers should consider using these
engaging practices to foster increased readinggamgent among ELLS.
Addressing Identity Matters

An important aspect that emerged from the datiaeisdea that ELL identity influenced
the focal students’ reading engagement. Thus, miscthool teachers need to take the time to get
to know their ELLs by asking them questions abbatrtcultural, linguistic, and religious
backgrounds. Teachers can also draw upon ELLslasauesources in the classroom as way to
encourage their participation, but also to expdisgt@dents to diverse perspectives (Cummins et
al., 2005; Yoon, 2007). Thus, middle school teasimait only need to create an engaging
environment, but they must also create classrobatsare accepting of diversity. There should
not be a color-blind approach to teaching. Doingaglects the rich cultural, linguistic, and
religious knowledge that ELLs bring to the mainatneclassrooms. For instance, Ms. Costa
indicated that prior to my research she was unatisteJonathan was an ELL. She could have
utilized Jonathan’s unique experiences as a studenta different cultural background to add
depth to classroom discussions.
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In sum, there are numerous strategies which doeilgtilized to address each of the
reading engagement components. Teachers mustike@pd that one component should not be
privileged over the others. Each of the componesnas essential aspect of ELL reading
engagement. Neglecting to address all componetfitdearease the possibilities of encouraging
ELLs to become engaged readers.

Implications for ELL Reading Engagement Research

Results of this dissertation research point tarti@ortance of a sociocultural lens to
reading engagement. While sociocultural theorylieesh emphasized throughout the
dissertation, it must be noted the original reagdingagement model developed by Guthrie et al.
(1996), from which the four reading engagement comepts emerged, utilized a sociocognitive
perspective. Previous research has focused saldlysosociocognitive aspects of reading
engagement (Guthrie et al., 1996; Guthrie et 8042 Guthrie et al., 2012b), primarily because
their work focused on mainstream student populatiblowever, the current study has found that
both sociocognitive and sociocultural lenses nedattused with ELL reading engagement
research.

As discussed earlier, it is extremely importamttfee sociocultural lens be used given the
importance of ELL identity to ELL reading engagenétfowever, given the importance of all
the reading engagement components, among theragitrkhowledge and constructing
meanings from texts, the sociocognitive approactss very relevant to ELL reading
engagement. A focus on strategic knowledge andyatwl construct meaning from texts is
crucial to ELL reading engagement. Given the paguiitresearch focusing specifically on ELL
strategic knowledge, it is even more important tosponent not be dismissed or overlooked in
connection with ELL reading engagement. Rathelpsottural and sociocognitive theories
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could complement and inform one another in futesearch about ELL reading engagement.

A related implication from this study is that atifelhal research should be conducted to
investigate further how ELL identity is connected¢ading engagement. It seems from the case
studies examined that ELL identity is constructetianly through the individual but how the
individual is perceived and accepted by those atdum or her. Adolescence is when students
typically undergo a major shift in their identityrmation, and this is compounded even more for
ELLs who are trying to determine where and how thieip to their new culture (Kanno, 2003;
Portes & Rumbaut, 2006; Zhou, 2001). Based onstioidy, the formation of ELL identity
impacts the kinds of texts that ELLs read, thditwade and demeanor in their ESL and
mainstream classes, and the social interactionich they participate. However, more
research needs to be done to look more closelthat ways in which ELL identity impacts
reading engagement.

Practitioners and administrators may also neega@tipo develop classroom and school
environments which accept and embrace diversityeGprevious research that has found that
ESL program segregate ELLs from native English lepesa(Kanno, 2003) considerations must
be given on how to support ELLSs to be included mimatream students’ social networks. ELLs
not only need additional academic support, but thay also need guidance on how to make
connections with their native-English speaking peBliabila, in particular, felt excluded from the
mainstream population. Hence, if ELL identity isked to reading engagement, how can support
be provided for ELLs to increase their sense df?ddbw can ELL identity be used as a way to
foster reading engagement? These are some queistadrisoth the practitioner and research

fields have to grapple with and reconcile.
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Directions for Future Research

Given the paucity of research in the area of E¢dding engagement, the results of this
gualitative study provide much needed empiricahftation for future studies in this field. There
are several possibilities for research which waxtend this dissertation study.

First, additional case studies of different classn contexts are a natural extension of this
work. These qualitative research studies couldigeomnore authentic, in-depth accounts of ELL
reading engagement in different classroom contxdslevels. For instance, to my knowledge, a
case study has yet to be conducted on ELLS’ reasligggement at the high school level.

Second, observational studies have been condlatikihg specifically at engaging
classroom environments for mainstream students¢Rneet al., 2003; Rapahel, 2008), yet no
studies have been conducted looking specificallyoat ESL classrooms foster reading
engagement among ELLs. What are the instructiorsaitigces used in these highly engaging
classrooms? The results of such a study would geoneeded information for practitioners to
help create engaging classrooms for ELLSs.

One of the strengths of this dissertation is thags a classroom-based, in-depth
examination of ELL reading engagement. A naturétesion of this work would be a formative
experiment, which is an investigation employing etbmethods to observe changes brought
about by an intervention in a classroom setting{Br, 1985). Proponents of formative
experiments have argued this research design ie msponsive to the needs of teaching and
learning in the classroom as adjustments are nmatteetinterventions being implemented
(Baumann et al., 2007; Reinking & Bradley, 2004inRmg & Watkins, 1998, 2000). Hence,
through a formative experiment design, researciedspractitioners can work with one another
to try to increase ELL reading engagement levethénclassroom. One study has already used a
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formative experiment design to investigate ELL tegengagement (lvey & Broaddus, 2007);
nevertheless, more studies should be conducted tliBxmethodology to investigate different
aspects of ELL reading engagement.

Finally, and perhaps, most importantly, the ressaftthis dissertation revealed that focal
students were highly disengaged with academic texésviding additional evidence to previous
research which reported that secondary students wenotivated and disengaged with
academic literacy (Guthrie et al., 2012; McKennalgt2012; Pitcher et al., 2007). Thus, a major
research question which has to be investigateHasv‘can ELL reading engagement with
academic literacy be fostered?” The disengagemghtagademic texts is a pervasive problem
in secondary schools (Biancarosa & Snow, 2004;a@h#r, 2009; Guthrie et al., 2012;
McKenna et al., 2012). It is a timely question whiteeds to be addressed by both the research
and practitioner communities.

Conclusion

In this dissertation, | described the reading gegzent of four middle school ELLs. |
presented varying reading engagement profiles agidighted three key findings. First, all four
components are essential to consider and addrés&ii reading engagement. Second, | found
that ELL reading engagement is situational. In @mtion to this, instructional practices must be
used in classroom contexts in order to foster Eddding engagement. Finally, results of this
dissertation revealed that ELL identity is alsoceasential component of ELL reading
engagement.

It is my hope the results of this dissertatioreegsh bring to light some aspects of the
reading processes of ELLs and second languagersethde have been overlooked. After all, in
order to fully understand second language readioggsses, second language reading
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engagement must also be examined (Taboada & McEN2&99). Armed with this
understanding, practitioners may be in a bettettipago plan instruction with the cultivation of
reading engagement in mind. On a more theorege@l | through this dissertation research, a
more complete model of reading engagement canrbeeth A model of ELL reading
engagement would involve the fusion of the socio@ibge and sociocultural perspectives on
reading engagement. By addressing both the soamtoagand sociocultural aspects of ELL
reading engagement, my hope is that more ELLsreallize the value and joy of reading and

become truly engaged readers.
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Appendix A

Interview Protocol with New Focal Students

Introduction: Hi, I'm Selena, an international statlfrom MSU. Through this interview, | hope

to find out more about your reading engagementraading habits. Like you, | am from another

country, the Philippines. Have you ever heard d{Ttalk about this a bit). | was born in the

Philippines, and | came here to the United Statesna was a kid, and so like you, | had to learn

English and | also went to elementary school inUse Do you have any questions for me? Now

that you've learned more about me, | want to ledrout you.

Background

1.

Tell me about yourself (if not provided, ask quess about where students are from,
family background, how long they’ve been in the tddiStates).

Can you tell me about your native country?

Did you go to school in your native country? Can yell me about your experience in
school over there? Did they teach English overethe

Can you describe your experience when you firstgthie United States and had to go to
school here? What were your experiences when youde how to speak and read
English?

What was it like for you to start reading in Eng?swWhat were some challenges you had
to face?

Can you tell me what you like about middle schadRat do you like about it? What
don’t you like?

Tell me about your favorite classes. Why do yoe likem?

What kinds of reading do you do in middle school@af\can you say about the reading

that you do in middle school?

Motivation

9.

What makes you want to read?

10. What are some things that you don't like about meg®lWhen do you not like to read?

11. What's your favorite book? Who is your favorite laart?
12. What are the kinds of texts that you like to re@d¥y? What is it about these texts that

make them appealing?
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13. What are the texts that you don't like to read? Wbi?

14. Can you tell me about a time in middle school when were very interested in what you
were reading? Why did you feel that way?

15. Can you tell me about a time in middle school wien didn’t want to read something?
Why did you feel that way?

Conceptual Understanding

16. How do you use reading to learn new information?

17. What do you want to learn through reading?

18. What have you learned recently from reading somgthi

19. How do you use reading to learn in your ESL/EngtiEtss?
Strateqic Knowledge

20. What makes someone a good reader?

21. How do you know you are reading something well?

22. What do you do when you don’t understand somethingn you're reading?
23. What are some strategies you use to help you utachel?

24. How did you learn to use these strategies whenmgad

Social Interactions

25. Who do you talk to about what you are reading? Vdioagou usually talk about?

26. Do you and your friends talk about reading? If g how often? What do you and your
friends usually talk about when it comes to reading

27. What are some good things about talking with otlaéut what you are reading? What
are some disadvantages?

28. Is there anything you want to say that | did ndt ysu about?

Closing: Thank you so much (Name). | have enjowdkrg to you and learning more

about you.
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Appendix B

Interview Protocol with Previous Focal Students

Introduction: Hi [Name]. It's so good to see yowaeyg Thank you for agreeing to participate in

this study.

Background

1. Tell me what has been going on with you since sethked.

2. Can you tell me what you like about middle schadfat do you like about it? What don’t
you like?

3. Tell me about your favorite classes. Why do yoe likem?

4. What kinds of reading do you do in middle schoolRaf\can you say about the reading that
you do in middle school?

Motivation

5. When we last talked, some of the books that youtioesed that you had been reading were

. What are some books that youreaderecently that you have liked?

Why did you like these books? What other thingsehgw been reading?

6. How do you decide what you are going to read?

7. What are some things that you don't like reading?

8. Can you tell me about a time in middle school when were very interested in what you
were reading? Why did you feel that way?

9. Can you tell me about a time in middle school wheun didn’t want to read something? Why
did you feel that way?

Conceptual Understanding

10. How do you use reading to learn new information?

11. What do you want to learn through reading?

12. What have you learned recently from reading somg#h
13. How do you use reading to learn in your ESL/Engtikass?

Strategic Knowledge

14. What makes someone a good reader?

15. How do you know you are reading something well?
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16. What do you do when you don’t understand soimgtivhen you're reading?

17. What are some strategies you use to help ydaratand?

18. How did you learn to use these strategies wéading?

Social Interactions

19. Who do you talk to about what you are readWgfat do you usually talk about?

20. When we last talked, you told me that you liketalk with your friends about what you
were reading. Do you still do that a lot? What da yand your friends usually talk about when it

comes to reading?
21. What are some good things about talking willerst about what you are reading? What are

some disadvantages?
22. Is there anything you want to say that | ditlask you about?

Closing: Thank you so much (Name). | have enjowéking to you and learning more about

you.
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Appendix C

Interview Protocol for Teachers

Introduction: Hi [Name]. Thanks for agreeing to tgapate in this study and for allowing me to
observe in your classroom. Through this study, lidike to know more about ELLS’ reading

engagement.

1. First of all, I'd like to get to know you a bit liet. Can you tell me a little bit about yourself?
2. 1 would also like to know more about your teachiiagkground. How long have you been
teaching? Where? Aside from what you are currégetighing, what else have you taught?
3. What are some of the things you focus on specifigalconnection with reading instruction?
4. What are some ways in which you support ELLs inegahin your classroom?
5. Let’s turn our attention to the student(s) | amugiag on for my study. Can you tell me a little
bit about [Name of Focal Student]?
a. How is [Name of Focal Student] doing in your clag¢Rat are his/her strengths in
terms of reading? What are his/her areas of impneve?
b. What can you say about [Name of Focal Student]'svabon to read?
c. Can you tell me what you have noticed about [Nafrfeocal Student]’'s comprehension
strategy knowledge? What about his/her use of cehgmsion strategies?
d. Have you noticed whether or not [Name of Focal 8itfds work indicates a good
understanding of the topics you are studying?
e. How does [Name of Focal Student] do when workingnoups? Can you describe some
things you have noticed about his/her participaiiothese social interactions around
reading?

6. Is there anything you want to say that | did n&t ysu about?

Closing: Thank you so much. | have enjoyed talkmgou and learning more about you and

your students.
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Appendix D
Reading Activity Inventory

Name: Date:

READING ACTIVITY INVENTORY

Directions: We are interested in knowing about your readingyigiets and in finding
out how much you read different kinds of texts. Yuall circle the answers to some of
the questions, and write the answers to the others.
Practice Question
1. Do you watch television? (Circle only one)

No............... 1 YeS...ooovinnnnn 2

If yes, write the title of your favorite televisi@inow.

Favorite television show:

2. How often do you watch this television show?¢@ only one)

Almost never.............. 1 About once a week...... 3

About once a month....... 2 Almost every day......... 4
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Questions About Reading For
Your Own Enjoyment

Directions: In this section, think about texts that you readyfmur own interest that
are not assigned for school or homework.

1. Did you read a mystery book anytime in the past twaveeks for your own interest?
(Circle only one)

If yes, write in the title, author, or the specifopic that you read about. Please also provide
something you learned from that text and other centsiyou may have.

Book title:

Author:

Topic:

Main idea:

Other comments:

2. How often do you read a mystery for your own interst? (Circle only one)
Almost never.............. 1 About once a week...... 3
About once a month....... 2 Almost every day......... 4

3. Did you read an adventure/suspense book anytinme the past two weeks for your own
interest? (Circle only one)

If yes, write in the title, author, or the specifapic that you read about. Please also provide
something you learned from that text and other centsiyou may have.

Book title:

Author:

Topic:
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Main idea:

Other comments:

4. How often do you read an adventure/suspense botik your own interest? (Circle only
one.)

Almost never.............. 1 About once a week...... 3
About once a month....... 2 Almost every day......... 4

5. Did you read a fantasy book anytime in the pastvo weeks for your own interest? (Circle
only one)

If yes, write in the title, author, or the specifopic that you read about. Please also provide
something you learned from that text and other centsiyou may have.

Book title:

Author:

Topic:

Main idea:

Other comments:

6. How often do you read a fantasy book for yourwn interest? (Circle only one.)
Almost never.............. 1 About once a week...... 3
About once a month....... 2 Almost every day......... 4

7. Did you read a science book anytime in the pasto weeks for your own interest? (Circle
only one)

If yes, write in the title, author, or the specifopic that you read about. Please also provide
something you learned from that text and other centsiyou may have.

Book title:
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Author:

Topic:

Main idea:

Other comments:

8. How often do you read science books for your owinterest? (Circle only one)
Almost never.............. 1 About once a week...... 3
About once a month....... 2 Almost every day......... 4
9. Did you read a humorous book anytime in the past taw weeks for your own interest?
(Circle only one)
NO.......evoe. 1 Yes....c..... 2

If yes, write in the title, author, or the specifopic that you read about. Please also provide
something you learned from that text and other centsiyou may have.

Book title:

Author:

Topic:

Main idea:

Other comments:

10. How often do you read humorous books for yourwn interest? (Circle only one)
Almost never.............. 1 About once a week...... 3
About once a month....... 2 Almost every day......... 4

11. Did you read any other kind of book in the pastwo weeks for your own interest that
was not mentioned? (Circle only one)
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If yes, write in the title, author, or the specifapic that you read about. Please also provide
something you learned from that text and other centsiyou may have. | have included three
spaces below in case you have read books fromietyaf genres in these past two weeks.

Genre:

Book title:

Author:

Topic:

Main idea:

Other comments:

Genre:

Book title:

Author:

Topic:

Main idea:

Other comments:

Genre:

Book title:

Author:

Topic:

Main idea:

Other comments:

12. Did you read a magazine anytime in the past twweeks for your own interest? (Circle
only one)



If yes, write in the title, author, or the specifopic that you read about. Please also provide
other comments you may have.

Magazine title(s):

Article Topic(s) you read about:

Other comments:

13. How often do you read magazines for your own iarest? (Circle only one)
Almost never.............. 1 About once a week...... 3

About once a month....... 2 Almost every day......... 4

14. Did you read online in the past two weeks forgur own interest? (Circle only one)

If yes, write in the names of the websites youdgly visit and specific topics you read about.
Please also provide something you learned from ynatread online and other comments you
may have.

Website(s):

Topic(s) you read about:

Something you have learned from reading online;

Other comments:

15. How often do you read online for your own inteest? (Circle only one)
Almost never.............. 1

About once a month..... 2
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About once a week...... 3
Almost every day......... 4

16. Did you read a text in your native language artyne in the past two weeks for your own
interest? (Circle only one)

If yes, write in the title, author, or the specifopic that you read about. Please also provide
other comments you may have.

Title(s):

Topic(s) you read about:

Other comments:

17. How often do you read materials in your nativéanguage for your own interest? (Circle
only one)

Almost never.............. 1 About once a week...... 3

About once a month....... 2 Almost every day......... 4

(Adapted from Guthrie & Wigfield, 1997)
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