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Changes

in motivations and strategies during
concept-oriented reading instruction

e main goal of this article is to describe pat-
terns of change in literacy engagement during
conceptually oriented reading instruction. The
first objective is to construct a theoretical frame-

work for understanding the development of literacy en-
gagement. By engagement we refer to the integration
of motivations and strategies in literacy activities. In con-
structing the theoretical framework we integrate work
from the fields of motivation, literacy, and cognitive
strategies. Because these areas have not been well inte-
grated in the reading field, we provide an extended de-
scription here.

The second purpose is instructional. We report a
classroom context designed and implemented to pro-
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mote literacy engagement. Generated collaboratively
with teachers over a 2-year period, this context has been
termed Concept-Oriented Reading Instruction (CORD).
The essential dimensions of the instructional framework
were induced from a variety of observational, interview,
and videotape sources.

Our third objective is to describe patterns of
change in motivation, strategy use, and conceptual learn-
ing capacity for students experiencing CORI. To portray
motivational attributes and changes, we have used a
multimethod, descriptive approach. We used a grounded
theory approach to generate a set of motivational con-
structs and then developed quantifiable measures of
them. To describe the strategic and conceptual aspects
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Growtb of literacy engagement: Changes in motivations and strategies during concept-oriented
reading instruction

THIS STUDY describes changes in literacy engagement during 1 year
of Concept-Oriented Reading Instruction (CORI), a new approach
to teaching reading, writing, and science. Literacy engagement was
defined as the integration of intrinsic motivations, cognitive strate-
gies, and conceptual learning from text. To promote literacy en-
gagement in classrooms, our team designed and implemented CORI
in two third- and two fifth-grade classrooms in two schools. One
hundred and forty students participated in an integrated reading/
language arts-science program, which emphasized real-world sci-
ence observations, student self-direction, strategy instruction, col-
laborative learning, self-expression, and coherence of literacy learn-
ing experiences. Trade books replaced basals and science textbooks.

ESTE ESTUDIO describe cambios en el compromiso con la lecto-
escritura durante un afio de ensefianza de la lectura orientada hacia
los conceptos (CORI), un nuevo abordaje de la didictica de la lec-
tura, la escritura y la ciencia. El compromiso con la lectoescritura se
defini6 como la integracién de motivaciones intrinsecas, estrategias
cognitivas y aprendizaje conceptual de los textos. Para promover el
compromiso con la lectoescritura en las aulas, nuestro equipo diseiid
e implement6 CORI en dos clases de tercer grado y dos de quinto en
dos escuelas. Ciento cuarenta estudiantes participaron en un pro-
grama integrado de lectura, lenguaje y ciencia, que ponia el acento
en observaciones cientificas en el mundo real, estudio autodirigido,
ensefianza de estrategias, aprendizaje en colaboracién, auto-
expresion y coherencia de las experiencias de aprendizaje de la
lectoescritura. Libros de circulacién general reemplazaron a los tex-
tos basicos (basals) y a los libros de texto sobre ciencias. Sobre la

DIESE STUDIE beschreibt die Verinderungen im Literarisierungs-
engagement im Laufe eines Jahres im Rahmen eines konzeptorien-
tierten Leseunterrichts (CORI) mit neuen Zugingen in der Vermittlung
von Lese- und Schreibkompetenzen und in der Wissensvermittlung.
Die Literarisierungsbestrebungen wurden definiert als eine Integra-
tion von personlicher Motivation, Wissensvermittlung und begrif-
flichem Lernen durch einen Text. Um die Freude an der Literari-
sierung im normalen Unterricht zu férdern, entwarf unser Team das
CORI-Konzept und fiihrte es in jeweils zwei Klassen der dritten
Schulstufe und der finften Schulstufe an zwei Schulen ein. 140
Schiiler nahmen an diesem Integrationsprogramm fiir Lesen und
Sprachbeherrschung teil, wobei faktische Beobachtungen, Selbst-
titigkeit der Schiiler, Lernstrategien, soziale Lernformen, person-
liche Ausdrucksfihigkeit und das Wiedererkennen von Zusam-
menhingen die Schwerpunkte dieses Literarisierungsprozesses
waren. Belletristische Allgemeinliteratur und Sachbiicher ersetzten
Fibeln und sachorientierte Lehrbiicher. Ausgehend von jeweils ein-

According to 1-week performance assessments in the fall and spring,
students gained in the following higher order strategies: searching
multiple texts, representing knowledge, transferring concepts, com-
prehending informational text, and interpreting narrative. Children’s
intrinsic motivations for literacy correlated with cognitive strategies at
8 for Grade 5 and .7 for Grade 3. All students who increased in in-
trinsic motivation also increased in their use of higher order strate-
gies. A sizeable proportion (50%) of students who were stable or
decreased in intrinsic motivation failed to progress in higher order
strategies. These findings were discussed in terms of a conceptual
framework that embraces motivational, strategic, and conceptual as-
pects of literacy engagement.

Crecimiento del compromiso con la lectoescritura: Cambios en las motivaciones y estrategias durante
la ensefianza de la lectura orientada bacia los conceptos

base de evaluaciones del desempefio durante una semana tomadas
en otoflo y primavera, los estudiantes hicieron avances en las
siguientes estrategias de orden superior: bisqueda de textos malti-
ples, representacion del conocimiento, transferencia de conceptos,
comprensién de texto informativo e interpretacién de narrativas.
Las motivaciones intrinsecas de los nifios hacia la lectoescritura
correlacionaron con las estrategias cognitivas en .8 para 5¢ grado y .7
para 3° grado. Todos los estudiantes que aumentaron su motivacion
intrinseca también aumentaron el uso de estrategias de orden supe-
rior. Una importante proporcién (50%) de estudiantes, que per-
manecieron estables o cuya motivacion intrinseca disminuy6, no
progresd en las estrategias de orden superior. Estos hallazgos fueron
discutidos dentro de un marco conceptual que incluye aspectos mo-
tivacionales, estratégicos y conceptuales del compromiso con la
lectoescritura.

Wacbsendes Engagement in der Literarisierung: Verdnderungen in den Lern-Motivationen und Lern-
Strategien durch einen konzeptorientierten Unterricht

wochigen Leistungsfeststellungen im Herbst und Frihjahr, erwar-
ben sich die Schiiler fortgeschrittene Lernstrategien, und zwar in
der Sinnerfassung von vielschichtigen Texten, in der Prisentation
von erworbenem Wissen, im Transfer von Lernkonzepten, in der
Sinnerfassung von Sachtexten und in der Interpretation von erzih-
lender Literatur. Die eigentliche Motivation der Kinder fiir die
Literarisierung stand in wechselseitiger Beziehung zu den wissens-
mifigen Lernstrategien mit jeweils .8 fiir die Schulstufe 5 und mit .7
fir die Schulstufe 3. Alle Schiiler, die eine erhdhte Lernmotivation
aufwiesen, erhohten in gleichem AusmaR die Fihigkeiten in der
Anwendung fortgeschrittener Lernstrategien. Eine betrichtliche Zahl
der Schiiler (50 Prozent), die in ihrer Lernmotivation unverindert
blieben oder einen Motivationsabbau zeigten, wiesen keinen lern-
strategischen Fortschritt auf. Diese Ergebnisse wurden diskutiert im
Rahmen eines systematischen Lernkonzepts, das motivationale,
strategische und konzeptionelle Aspekte der Literarisierung umfagt.
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CETTE ETUDE présente les changements de motivations au cours
d'une année d’Enseignement de la Lecture Orienté vers les Concepts
(ELOC; CORI en anglais), une nouvelle facon d’enseigner la lecture,
I'écriture et les sciences. On a défini I'investissement en lecture-
écriture comme une intégration de motivations personnelles, de
stratégies cognitives, et d’apprentissages conceptuels a partir d’'un
texte. Notre équipe a défini et implanté CORI dans deux classes de
troisieme année et dans deux classes de cinquiéme année de deux
écoles en vue de développer i'investissement en lecture-écriture en
classe. Cent quarante éléves ont participé 4 un programme de
lecture-langue-sciences, qui mettait I'accent sur des observations
scientifiques du monde réel, I'autonomie de I'éléve, 'enseignement
de stratégies, I'apprentissage coopératif, I'expression de soi, et la
cohérence des expériences d’apprentissage de la lecture-écriture.
Des livres du commerce ont pris la place des manuels et des livres
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Les progrés dans linvestissement en lecture-écriture: les changements de motivations et de stratégies
pendant un Enseignement de la Lecture Orienté vers les Concepts

d'exercices scientifiques. En se basant sur les résultats d'une semaine
d'évaluations au premier et au second trimestre, on voit que les
€leves ont progressé dans les stratégies de haut niveau suivantes:
recherche dans plusieurs textes, représentation des connaissances, et
interprétation de narration. Les motivations personnelles des en-
fants pour la lecture-écriture sont en corrélation avec les stratégies
cognitives 4 80% en cinquiéme année et a 70% en troisiéme année.
Tous les éléves dont les motivations personnelles ont progressé ont
également progressé dans leur utilisation de stratégies de haut
niveau. Une proportion notable (50%) d'éléves dont les motivations
personnelles sont stables ou en diminution n’ont pas progressé dans
les stratégies de haut niveau. La discussion de ces résultats porte
sur un cadre conceptuel embrassant les aspects motivationnels,
stratégiques, et conceptuels de l'investissement en lecture-écriture.
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of literacy engagement, we built a coding rubric that
characterized the quality of children’s performance in a
performance assessment. This rubric enabled us to quan-
tify our grounded categories of strategic and conceptual
learning. We have used this multimethod descriptive ap-
proach to enhance the explanatory coherence (Thagard,
1989) of our account of changes in literacy engagement.
This descriptive study, in other words, is a deliberate
combination of qualitative and quantitative methods to
address our objectives.

Theoretical framework for
reading engagement

Motivations for reading

Central to our investigation is the construct of read-
ing engagement, which refers to the joint functioning of
motivations and strategies during reading (Newman,
Wehlage, & Lamborn, 1992). Engaged readers choose to
read for a variety of purposes and comprehend the ma-
terials within the context of the situation. Engaged read-
ers are self-determining (Deci, Vallerand, Pelletier, &
Ryan, 1991) in the sense that they elect a wide range of
literacy activities for aesthetic enjoyment, gaining knowl-
edge, and interacting with friends. They are motivated to
read for its own sake, and these motivations activate the
self-regulation of higher order strategies for learning
through literacy (Dole, Duffy, Roehler, & Pearson, 1991).

In our engagement perspective, motivations for
reading are seen as internalized goals that lead to litera-
cy choices and comprehension strategies (Pintrich &
Schrauben, 1992). In this goal-oriented view, motivations
may be regarded as reasons for reading. Students’ goals
can be classified as intrinsic or extrinsic. Intrinsic motiva-
tion refers to the activities in which pleasure is inherent
in the activity itself (Gottfried, 1985). Students who are
intrinsically motivated have an inherent interest in what
they are reading and enjoy figuring out the meanings for
themselves. When asked the question “Why are you
reading this text?”, students who are intrinsically motivat-
ed to read answer “to learn how butterflies migrate” (cu-
riosity goal) or “because the mystery was so exciting”
(involvement). The motivational goals of curiosity and
involvement are intrinsic.

Extrinsic motivation refers to motivation that comes
from outside the learner. Students who are more extrinsi-
cally motivated prefer to please the teacher, do easier
reading tasks, and are dependent on the guidance of
others. Thus, when asked the question “Why are you
reading this text?”, extrinsically motivated students might

answer “because the teacher assigned it” (compliance) or
“because I wanted to get a sticker” (recognition).

Some researchers (e.g., Harter, Whitesell, &
Kowalski, 1992) proposed that motivations fall on a con-
tinuum from intrinsic to extrinsic implying that they are
negatively correlated. Other investigators such as
Wentzel (1991) reported that students may possess multi-
ple motivational goals simultaneously—some of which
are intrinsic and some extrinsic. We believe students
have multiple goals for reading.

Further, children’s motivations have been reported
to be domain-specific (Wigfield & Harold, 1992). Students
may be intrinsically motivated to read but not to do math
and vice versa. Gottfried (1985) found that intrinsic moti-
vations for reading predicted students’ perceptions of
their own competence in reading, but intrinsic motivation
in reading did not predict perceptions of competence in
math or science. Relationships among motivationally ori-
ented constructs are specific to particular content areas.

Within reading, further distinctions among types of
motivations can be made. The diversity of motivations
for reading has been described by Wigfield and Guthrie
(1995) with a combination of methods including open-
ended interviews and factor analysis of self-report data
from student questionnaires. They reported clear distinc-
tions among several intrinsic motivations including cu-
riosity, aesthetic involvement, importance of reading,
challenge, social interaction, and self-efficacy.

In addition, several more extrinsic motivations such
as recognition, grades, competition, compliance, and
work-avoidance were identified. Describing how these
different types of motivational goals influence reading
strategies is the topic of the next section.

Motivations for strategy use in reading

Relationships between motivations and strategies
have been explicated by Corno and Kanfer (1993),
Covington (1992), and Ford (1992). Corno and Kanfer
(1993) asserted that motivations consist of goals and in-
tentions; however, they also emphasized the importance
of volitional strategies that enable individuals to fulfill
their motivational goals. They argued that without voli-
tion, individuals’ intentions may not be realized in action.

Following Kuhl (1985), Corno and Kanfer (1993)
discussed many volitional processes. These included,
first, action control processes, which empower the indi-
vidual to manage cognitive and metacognitive resources
for goal attainment. Second, goal-related cognitions form
the basis for adaptive use of learning strategies, well-
timed application of deep processing, self-monitoring,
and self-evaluation. Finally, volitional styles such as con-
scientiousness, independence, and responsibility influ-
ence how strategies are used and regulated.
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Corno (1993) asserted that volitional strategies are
not merely energized by motivations, but more impor-
tant, these strategies are contingent on different kinds of
motivations. For example, when motivations possess
personal significance, they are intrinsic and will be asso-
ciated with higher level strategies. In contrast, a student
who wishes to receive recognition for reading may not
necessarily be concerned with understanding or enjoying
the content of a book or story. This student will attempt
to be perceived as competent and to comply with the
demands of the teacher conscientiously. Yet the student
may not read on his or her own, share books with
friends, or pursue difficult tasks that are not assigned.

Some motivations, such as fear of failure, may lead
to strategies of low goal setting, avoidance of risk, and
minimal effort. These strategies may help a student fulfill
the intention of avoiding failure but will not foster deep
comprehension or extended reading for personal initia-
tive. We expect that students who possess intrinsic moti-
vations for reading will work independently, show re-
sponsibility, and conscientiously translate their intentions
into actions. Thus, motivational and volitional systems
work in close association, and exploring their joint func-
tioning during reading was one purpose of this study.

Relationships between students’ motivations and
their use of reading strategies during learning have been
examined by several investigators. Pintrich and De Groot
(1990) conducted a study of 173 seventh-grade students
from science and English classrooms. The students re-
sponded to a self-report questionnaire assessing student
motivation, cognitive strategy use, and the management
of effort. The motivations of intrinsic value and self-
efficacy strongly predicted students’ uses of strategies.

Intrinsic value was measured with statements such
as the following: “It is important for me to learn what is
being taught in this class,” “I like what I am learning in
this class,” “I think what I am learning in this class is
useful for me to know.” Self-efficacy was measured with
such statements as “I expect to do very well in this
class,” “I am certain I can understand the ideas taught in
this course,” “Compared with other students in this class,
I think I know a great deal about the subject.”

Both intrinsic value and self-efficacy predicted self-
regulation of strategies measured with such items as “I
ask myself questions to make sure I know the material
I have been studying,” “Before I begin studying I think
about the things I will need to do to learn,” “When I'm
reading I stop once in awhile and go over what I have
read.” Intrinsic value correlated .73 with self-regulation,
and self-efficacy correlated .44 with self-regulation. In
addition, intrinsic value and self-efficacy predicted stu-
dent grades and how well they did on seat work,
quizzes, essays, and reports.

Meece, Blumenfeld, and Hoyle (1988) also found
that intrinsic motivation predicted students’ cognitive
strategy use in science classrooms. They examined stu-
dents’ orientation to task mastery, which referred to
interest in learning rather than interest in showing com-
petence to the teacher or other students. They measured
task mastery by having the child respond to such state-
ments as “I want to learn something new” and I felt in-
volved in my work.” They asked students to reply to a
questionnaire on their use of cognitive strategies, con-
taining such statements as “I asked myself some ques-
tions as I went along to make the work make sense to
me.” Students’ motivations for task mastery correlated
.63 with their use of cognitive strategies when several
other motivational constructs were statistically controlled.

Finn and Cox (1992) added generality to the rela-
tionship of motivation and strategy use by reporting that
students who were intrinsically motivated in a learning
situation were more likely to have high standardized
achievement test scores in reading than students who
were less intrinsically motivated.

The reciprocity of motivation and cognition during
reading includes the effects of strategy learning on moti-
vation levels. Schunk and Rice (1985) reported that
learning a strategy for reading increased students’ read-
ing self-efficacy. Students who were taught to verbalize
a strategy for comprehension increased their beliefs in
their personal capabilities for successful performance of
a particular task. The authors concluded that “training
students to use self-regulated learning strategies such as
self-verbalization improves their perception of efficacy,
motivation, and learning” (p. 197).

Zimmerman, Bandura, and Martinez-Pons (1993)
confirmed that possessing strategies for learning in-
creased students’ aspirations. They reported that stu-
dents who had high self-efficacy for the strategies of
summarizing, outlining, and taking notes were likely to
set higher academic goals than students with lower self-
efficacy for these strategies. Although motivations clear-
ly influence strategies, the basic purposes of strategies
in learning have not been addressed in this article. One
purpose that is prevalent in Grades 3 to 12 is conceptu-
al learning from informational text, which is considered
next.

Motivations for conceptual learning from text

When motivations for reading are viewed as goals
and commitments toward learning through literacy activi-
ties, the relationship of motivation to conceptual learning
becomes apparent. Students who have a commitment to
understand the content of an instructional unit are likely
to get a deeper understanding of the content than stu-
dents who possess different kinds of commitments.
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Students whose motivations are more extrinsic,
such as working just to complete an assignment or gain
recognition for good performance, are likely to engage
in rote learning and gain verbatim knowledge rather
than a fully integrated conceptual understanding
(Pintrich, Marx, & Boyle, 1993). Thus, it can be expected
that intrinsic motivations will yield higher levels of con-
ceptual learning than more extrinsic motivations.

In addition to motivational orientations of students,
topic-based interests also influence conceptual learning
from text (see Alexander, Kulikowich, & Jetton, 1994, for
detailed discussion). For instance, Hidi and Anderson
(1992) investigated the characteristics of particular texts
that affected how interesting they were to students and
that led to increased conceptual understanding. Fourth
and sixth graders read three different types of texts about
inventors. The first type of text contained high action,
strong character identification, novelty, and real-life
themes related to the experiences of students. The second
type of text contained additional description and elabora-
tion on the themes, and the third type presented new
information intended to peak the interest of students.
Students showed the highest interest ratings and concep-
tual recall for the high-action, life-theme revision of texts.
Students also showed extremely high recall on explicit de-
scriptions of scenes such as how to build an igloo.

Although Hidi and Anderson (1992) did not control
the variables of background knowledge and intelligence
in the relationship of interest and text understanding,
Schiefele (1992) did introduce these controls in his study
of interest and comprehension in college students.
Schiefele reported that students’ ratings of interest for
text predicted their level of conceptual understanding of
the text only if students experienced feelings of enjoy-
ment, involvement, or personal significance of the topic.
This leads us to conclude that text-based interest evoked
intrinsic motivations of involvement, enjoyment, and per-
sonal significance that then generated increased concep-
tual understanding of text.

Contextual influences on motivations for reading

Although students come to school with motivation-
al orientations developed during the preschool years
(Deci, 1980), the different contexts of instruction also
greatly influence student motivations as they go through
school (Ames, 1992). Previous research suggests that
contexts that increase intrinsic motivation will be socially
interactive, with freedom for the learner (Blumenfeld,
1992; Tumer, 1995), providing strategic tools for learning
(Guthrie, McGough, Bennett, & Rice, 1996), and real-
world literacy tasks (Newby, 1991).

However, few investigators have attempted to im-
plement and then describe extended, instructional con-

texts (Stevenson & Carr, 1993) designed to enhance
intrinsic motivation for literacy. One exception is
Covington (1992) who reported that a global gambit pro-
ject enhanced intrinsic motivation of ninth-grade stu-
dents in a social science class. In the project, students
studied global warming by observing temperatures and
comparing them with temperatures of one century ago
and measuring the effects of acid rain on local statues.
Students proceeded to read voraciously and monitor
their learning as they addressed problems of global
warming.

In addition, Blumenfeld et al. (1991) have argued
that the project-based approach to instruction, in which
students collaborate to create an artifact such as a diora-
ma or a chart to display their learning, increased motiva-
tion. Although these approaches hold promise, clear
evidence of their effects on the growth of intrinsic moti-
vation has not been presented.

Questions for this study

Several authors (e.g., Blumenfeld, 1992; Graham &
Golan, 1991; Zimmerman & Martinez-Ponz, 1992) have
pointed to the need for studies that explore how intrinsic
motivations and strategies for learning influence each
other across time in actual classroom settings. For in-
stance, Blumenfeld (1992) suggested that we need to
examine how qualities of a task, such as variety and
challenge, relate to motivational processes across time.
Graham and Golan (1991) said that relating distinct moti-
vational states to specific cognitive processes was impor-
tant. Zimmerman & Martinez-Ponz (1992) noted that
“researchers need to undertake microanalysis of the role
of self-efficacy at many points before, during, and after
various strategic efforts to learn” (p. 201).

Jagacinski (1992) concluded that “research is need-
ed that examines how differences in achieving orienta-
tions interact with situational demands” (p. 321). In
keeping with these recommendations we have used the
following questions as guides for the present study. In
this study we attempted to construct educational con-
texts that would enhance the growth of literacy engage-
ment and to describe this growth. Because the purpose
of this investigation was descriptive, we did not compare
students who received CORI with a control group.

1. Which aspects of literacy engagement increase
during CORT?

2. Were the increases in literacy engagement edu-
cationally significant?

3. How highly correlated were intrinsic motivation
and engagement within and across time?

4. How do changes in intrinsic motivation, amount
and breadth of reading, and volitional strategies relate to
each other?
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Method

To address these questions, we implemented an in-
structional program designed to enhance literacy en-
gagement, charting the growth of students from fall to
spring as they participated. Our description of growth
was both quantitative and qualitative. The qualitative
cases were selected for typicality (Erickson, 1986) to ex-
emplify group trends. The quantitative analyses were
done to assure that the conclusions about the growth of
literacy engagement were warranted for the population
of students and individuals within the populations (see
a fuller rationale for this approach in Brown, 1992).

Participants and setting

One Grade 3 and one Grade 5 teacher in one ele-
mentary school and one Grade 3 and one Grade 5
teacher in another elementary school in a diverse subur-
ban school district in the mid-Atlantic region of the USA
volunteered to embark on this venture, accompanied by
one reading specialist in each school. Both schools were
Chapter 1, K—6 schools with approximately 35 students
in each of 15 classes. The schools had low (bottom quar-
tile) reading and math achievement, and students were
grouped heterogeneously in classes.

The teachers, who possessed 10-15 years of expe-
rience in the profession, were selected because they
were interested and able, but not because they were
nominated as exemplary. Schools were identified by the
district supervisor of reading as representative of the dis-
trict in size, quality, and neighborhood income.

Students were 140 boys and girls from a lower in-
come ethnically diverse population. Approximately 35
students began the year in each classroom. The students
were African American, Hispanic, Asian, and Caucasian.
A substantial portion of the students (35-60%) qualified
for a free or reduced-fee lunch. Third-grade classrooms
were self-contained. Fifth-grade teachers taught English/
Language Arts and science to the students in the study.
They taught other science classes in a departmentalized
system. The researchers served as mentors for the pro-
ject, but not as teachers. They worked collaboratively in
summer preparation activities and collected the data.

Preparation for teaching consisted of a summer
workshop of 8 half days held at the schools with the
four teachers, two reading specialists, one university
faculty member, and one graduate student. This group
continued as an inquiry team in six monthly meetings
during the school year. The university faculty member
coordinated the summer workshop, guiding each teacher
toward his or her own classroom design. He also super-
vised the graduate students in collecting data from the
children.

Concept-Oriented Reading Instruction: An overview

The Concept-Oriented Reading Instruction (CORI)
program was a year-long instructional design implement-
ed in four classrooms in two elementary schools. A ma-
jor purpose of the program was to increase students’ en-
gagement in literacy and science. The program was
designed in collaboration with teachers and reading spe-
cialists in two elementary schools. The instructional
framework contained four phases: (a) observe and per-
sonalize, (b) search and retrieve, (¢) comprehend and in-
tegrate, and (d) communicate to others. Examples of the
activities are given for third grade only, due to limita-
tions of space.

Observe and personalize. Our first step in engaging
students in literacy was to provide opportunities to ob-
serve concrete objects and events in their natural world.
Observing natural objects such as a tree, flower, cricket,
caterpillar, bird nest, or feather was intriguing. After ex-
periencing an initial fascination with tangible, concrete
objects, students began to wonder and to ask questions
that led to conceptual interests. Students brainstormed
and explicitly stated the questions they wanted to ex-
plore with additional observations, data collecting, read-
ing, writing, and discussion. Observing the real world
was a point of departure for extended literacy, and it
provided a frame of reference that enabled students to
select reading and writing activities and to self-monitor
their pursuits.

Grade 3 classrooms studied the adaptation of ani-
mals to their environments beginning with a 12-week
unit on birds. By observing bird nests, attempting to
build their own bird nests, drawing feathers, recording
behavior at feeding stations, simulating the crop in a
classroom experiment, and visiting a display of stuffed
birds, students gained a long-lived curiosity. Students
kept journals of their observations, which are presented
without alteration of syntax or word choice although
spelling and punctuation were corrected for ease of
reading. One student reported that

We built our nest with leaves, grass sticks and twigs. Mud
too. But first we looked for each of these things at the
playground. Clay was to stick our nest together because if
we didn’t have clay our nest would break. We called the
clay mud. I learned that it’s hard to make a nest unless
you really try to. I learned that birds have a hard time
making nests but we read a book that helped us learn
and I found out that if you try with a group it might be
easy. And you might make a lot of friends.

Students personalized their interest in learning
about birds and their environments by writing questions
both as teams and individuals. Questions were placed
on the classroom walls, forming the cornerstone of a co-
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herent sequence of learning activities that connected sci-
ence with language arts activities. Students were excited
and gratified by having their questions legitimated and
publicly displayed.

Grade 3 science goals included observing, gather-
ing and recording data, recognizing patterns, comparing,
and developing explanations. Science content in Grade 3
emphasized structural characteristics of birds such as
beaks and feathers and functional characteristics such as
flying and feeding that aid survival.

Search and retrieve. Teaching students how to
search was fundamental to enabling them to pursue their
interests and answer the questions they generated from
observational activities. Students were encouraged to
choose subtopics for learning and to search for books,
resources, references, pictures, and explanations of the
topics they chose. Students were taught how to search
for books in the school library and to find books in the
classroom. They learned to use the table of contents, in-
dex, headings, and pictures as guides.

Strategies for searching were taught explicitly
through teacher modeling, peer modeling, teacher scaf-
folding, guided practice, and teamwork. Typically, teach-
ers presented a directed lesson using a class set of one
book for all students. Teachers emphasized book organi-
zation, relevance of information, appropriateness of de-
tail, and the differences between facts, explanations, and
opinions. Teams of students then explored their group
sets of information books and exchanged ideas about
how to search for ideas in them.

Students were taught four fundamental search
processes identified by previous investigators
(Armbruster & Armstrong, 1993; Guthrie, Weber, &
Kimmerly, 1993) including (a) forming goals, which
refers to knowing what you want to find or having an
objective for the search activity; (b) categorizing, which
refers to understanding how materials are organized; (c)
extracting, which refers to finding critical details, note
taking, paraphrasing, and summarizing, within a book or
resource; and (d) abstracting, which refers to synthesiz-
ing or putting ideas together and forming a general un-
derstanding.

For 3—4 weeks in the middle of each unit, teachers
addressed at least one aspect of the search daily for
15-30 minutes. Teachers modeled each of these stages,
and students discussed them in groups and recorded
progress toward each of them in their journals.

Comprebend and integrate. As students followed
the interests they had generated from their observational
activities, they identified a wide range of texts and re-
sources that were relevant. The phase of search and re-
trieve yielded a rich reserve of interesting material, but
the students faced the challenge of comprehending and

integrating. To help students in fully comprehending and
integrating the texts with their own previous knowledge,
teachers emphasized (a) determining the topic of a text
selection, (b) detecting critical details, (¢) summarizing
the text, (d) making comparisons between texts, (e) re-
lating illustrations to text, (f) developing criteria for
evaluating a book, and (g) critically reflecting on the or-
ganization of information and the author’s point of view.
Students also learned that a novel or short story may ad-
dress the same topic as an informational book and will
provide a different experience of the theme.

Trade books were used exclusively. Basal readers
were not used for any purpose, and science textbooks
were used rarely for reference. Grade 3 students began
the year by reading narratives such as Ow/ Moon by
Yolen (1987). At later points in the unit they read the
novels White Bird by Bulla (1966) and Wingman by
Pinkwater (1975), and poetry on birds. Within these
books, teachers emphasized imagery, aesthetics of lan-
guage, and characterization as well as the traditional
constituents of setting, plot, conflict, and resolution.

Third graders were taught to use informational
books to pursue the interests they formulated during the
observing and personalizing phase of instruction.
Practice searches were conducted, first using teacher-
generated questions. Later students formulated their own
questions and found appropriate informational texts. To
help students comprehend books, teachers provided ex-
plicit instruction in identifying topic, details, and writing
summaries. Through teacher modeling, peer modeling,
and small-group discussion, students were provided in-
struction in fix-up strategies, enabling students to (a) use
pictures, illustrations, diagrams, and graphs; (b) refer to
their own questions; (c) look up vocabulary in an index,
glossary, or dictionary; (d) break text into parts and put
it back together; (e) ask peers and teams; (f) form im-
ages about what they know; (g) reread the text in a new
way; (h) slow down or speed up; and (i) consult their
own background knowledge.

Besides comprehension strategies, students were
taught notetaking and critical reflection on information
from expository books. Using their own questions, inter-
ests, and topical knowledge as criteria for judgment,
students learned to critique books.

Communicate to otbers. Through CORI, students
became experts on the topic about which they chose to
learn. As they gained knowledge, students wanted to ex-
press their understandings to others. To foster this self-
expression, teachers provided instruction that enabled
students to present their understanding in many forms,
including a written report, a class-authored book, diora-
mas, charts, and informational stories. Teachers coached
students in identifying an audience, adapting their mes-
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sage to the audience, identifying critical details, and
elaborating their writing. Students were encouraged to
express their understandings in a variety of coherent,
persuasive, and accurate communications to classmates
or other audiences of their choosing.

Grade 3 teachers invited students to make charts
about their observations of birds. One class created wall
displays of the materials found in bird nests. Another
class created charts of adaptive features such as beaks
and feet. The students wrote journals, and small class-
room teams composed books on their favorite bird that
were illustrated, covered, and shared with other teams.

Materials

Performance assessment of engaged reading. We
conducted an assessment designed to reflect a wide
spectrum of motivational and strategic literacy processes
that appeared in CORIL. The assessment was intended to
generate data for addressing questions 1-3.

Our performance assessment was designed to en-
able students to do seven distinct, but connected tasks:
(a) stating prior knowledge (writing what they know
about the topic); (b) searching (finding resources and
ideas about the topic); (¢) drawing (expressing what
they have learned through drawing); (d) writing (com-
municating their learning through composition); (e)
conceptual transfer (addressing a related problem using
conceptual knowledge learned during the unit); (f) infor-
mational text comprehension (understanding an exposi-
tory text related to the theme); and (g) narrative interpre-
tation (understanding and responding to a literary text
on the theme of the unit). See Appendix A for a descrip-
tion of the performance assessment.

Although performance on these tasks reflects the
use of cognitive strategies, the assessment was also re-
sponsive to motivations. The tasks were open-ended and
unhurried, thus rewarding effort, persistence, and elabo-
ration. For example, in the search task, students were
given packets. Each packet was a two- to four-page text
with illustrations. The third-grade booklet contained
12 packets and the fifth-grade booklet contained 14
packets. A question was presented to the student within
the booklet. Students were free to use the table of con-
tents, index, headings, and illustrations to find informa-
tion about the question. The log of the search described
which resources were selected, the reasons for selecting
them, and the information they learned from reading.

In addition, tasks were integrated into a theme,
permitting students to fulfill their motivations of curiosity
and involvement. To reflect these motivations, the cod-
ing rubrics recognized elaboration and extended effort.
For example, in the search rubric, students who gave de-
tailed reasons for choosing packets scored higher than

students who gave vague reasons. Extended effort was
recognized by giving higher scores to students who
recorded notes from many relevant packets. The interest
value of the assessment was apparent as students in
most classes asked to take the assessment home to show
their parents.

Appraisal of motivations for literacy. To determine
the nature of the students’ motivations for literacy, we
identified 24 students, 6 students from each classroom in
the fall of 1993. Each teacher selected students to repre-
sent two highly engaged, two moderately engaged, and
two less engaged readers. The interviewer followed a
semistructured, student-responsive questionnaire and
tape-recorded the exchange. These appraisals were in-
tended to generate data for addressing questions 3 and
4. The questionnaire began with a set of 13 questions
about favorite activities beginning with “What do you
like to do for fun?” The second section contained 37
questions about reading for enjoyment. Beginning with
“Do you ever do any reading for your own interest?”,
these questions allowed students to describe the depth
and breadth of their motivation for reading. The third
section contained 21 questions about reading in school,
which also elicited the students’ depth and breadth of
reading activities and motivation for reading.

Transcripts were coded using an inductive analytic
procedure (LeCompte & Preissle, 1993). According to
this procedure, we divided the statements from four in-
terviews into categories of motivations and volitions; we
then classified statements from a second set of four
interviews and attempted to find new or redundant cate-
gories. This final set consisted of our rubric for motiva-
tions and volitional strategies.

Following Corno’s framework (Corno & Kanfer,
1993), motivations were characterized as goals for partic-
ipating in literacy events, volitional strategies were de-
fined as the students’ actions or procedures to attain the
motivational goals, and styles were characteristic modes
of participating in events (see Appendix B). Each moti-
vation, volitional strategy, and style was given a strength
rating of 1 (low) to 3 (high). High ratings reflected moti-
vational processes that were highly important, frequent,
detailed, and occurring across contexts.

To examine interrater agreement, one author and
another independent person rated two randomly select-
ed transcripts on all of the categories in the rubric.
Agreement was 82% for exact coding, and 89% for adja-
cent coding, in which rating within one number was
accepted.

Procedure
The performance assessments were conducted in
Grade 3 and Grade 5 classrooms as teacher-led instruc-

























































