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ABSTRACT
Research indicates that reading motivation declines as elementary students grow
older. This reading motivation is multi-faceted with a variety of influences. Additional
research indicates that when families are involved with students’ reading as well as with
school activities, students can reap positive academic benefits. Involving families in reading,
however, declines as students progress to the upper elementary and pre-adolescent years.
There is a lack of research concerning family involvement in reading with pre-adolescent
students, particularly in regard to the effect of family involvement on reading motivation.
The purpose of this study was to determine the reading motivation and family reading
habits of sixth grade students at Prairie Elementary School (pseudonym) during the 20072008 school year. Throughout the school year, 36 families participated in a control group that
completed the regular district independent reading curriculum. Additionally 34 families took
part in an experimental group that completed the 15 independent reading homework
assignments as family homework. A survey was utilized at the beginning and end of the
study to measure students’ reading motivation as well as family reading habits in both the
control and experimental groups.
The results of the research study indicate that family involvement homework tasks do
affect specific family reading habits of older students. Particularly, those students and
families who took part in the family homework tasks reported an increase in mean response
scores given for how often they read together. In contrast, students and families of the control
group all reported a decrease in mean response scores from pretest to posttest for how often
they read together. The study did not, however, find a difference in reading motivation for
either the control or the experimental group of students.

x
Because change was noted in the family reading habits of those participating in the
experimental group, the study indicates that family involvement tasks may continue to play a
positive role for pre-adolescent students and their families. Knowledge of the role that
family involvement tasks may play with students in this age group may help educators to
better design family involvement opportunities at Prairie Elementary School and similar
school districts.
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CHAPTER I. INTRODUCTION
The lifestyles of U.S. school-age children today are multi-faceted. When children are
not in school, their time is divided among a myriad of activities (Kleiner, Nolin, & Chapman,
2004). A recent study of the after-school activities of students in grades K-8 revealed that 63
to 75 percent of students participate in at least one scheduled sports activity per month, and
33 to 42 percent of students participate in the arts on a monthly basis. In addition, 40 to 52
percent of students participate monthly in religious activities, and as many as 28 percent of
students take part in clubs and scouts. Findings from the study also indicate that as students
grow older, their participation in all but Scouts increases.
Time spent in these various activities, however, takes away from the selected
activities of the past. One such activity is leisure reading, or reading done for enjoyment
(Love & Hamston, 2003). Research indicates that reading for pleasure is declining rapidly
among all Americans (Roberts & Wilson, 2006). This is especially true for young adults. In
the past 20 years, young adults have declined from being the most likely to read literature to
the least likely. According to a survey administered to 245 urban students in grades 6-8, 73%
of students engage in leisure reading by the students’ own definition of leisure reading
material, including books, magazines, and newspapers (Hughes-Hassell & Lutz, 2006).
However, only 24% of students do so consistently. Sadly, 28% of boys and 17% of girls
surveyed admitted that they engaged in no leisure reading at all.
While the decline in time spent in leisure reading may be due in part to an increase in
other after-school activities, research indicates that U.S. students also have experienced a
shift in attitude toward reading. Not only have students’ attitudes toward reading declined
over time, but they also seem to be declining as students grow older. In a study of pre-
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kindergarten and kindergarten students, Sperling and Head (2002) found that reading
attitudes declined as students moved from pre-kindergarten to kindergarten. This research
was further confirmed with older students as well. In a five-year longitudinal study of nineto eleven-year-olds, Sainsbury and Schagen (2004) asked students to agree or disagree with
statements expressing an attitude toward reading. The results of their study indicated that
nine-year-olds held significantly more positive attitudes toward reading than eleven-yearolds. Further, in all age groups the researchers found declines over time in reading enjoyment
from 1998 to 2003.
These reading habits are particularly alarming when we consider their impact on
students globally. In today’s global society, it is imperative that we consider the position
U. S. students hold among their international peers. Unfortunately, this position in regards to
reading habits is below that of students internationally (Ogle et al, 2001). An international
study revealed that only 35% of U. S. fourth-graders reported reading for fun, while the
international average for this age group was 40%. More alarmingly, 32% of the U. S.
students reported that they never or almost never read for fun outside of school, while this
statistic was just 18% internationally. Conversely, U.S. students do participate in more
alternative activities than international students. Eighteen percent of U. S. students indicated
that they watched five or more hours of television on an average school day, while only 12%
of international students reported the same. This statistic is especially disconcerting, because
across countries, students who watch five or more hours of television per day consistently
score lower than those who watch less on combined reading literacy scales measuring
purposes of reading, processes of reading comprehension, and reading behavior and attitudes.
Regardless of the additional activities students are choosing to engage in, the change

3
in the amount of reading that U. S. students are doing may have a negative effect on their
reading achievement. Increased reading amount has been linked to higher levels of reading
comprehension as well as general knowledge (Cunningham & Stanovich, 1997; Wang &
Guthrie, 2004). Studies indicate, however, that once students begin to read less, their reading
amount further continues to drop over time (Wigfield & Guthrie, 1997).
The lifestyles and habits of students, however, are closely related to their family
environments. Early childhood literacy research indicates that family literacy environments
can have the main effect on later reading success (Christian, Morrison, & Bryant, 1998;
Sénéchal & LeFevre, 2002). In addition to the effects of the home environment, though,
research indicates additional positive student outcomes when families are included in a
student’s life at school through home-school connections (Balli, Demo, & Wedman, 1998;
Epstein & Van Voorhis, 2001).
The role of parents or guardians, however, does not play the only part in students’
literacy success. A student’s individual motivation toward reading is also an indicator of the
amount of reading a student does (Guthrie, et. al, 1996; Guthrie, Wigfield, Metsala, & Cox,
1999; Wigfield & Guthrie, 1997). While motivation toward reading can come from a variety
of sources, internal sources of motivation tend to most accurately predict reading amount
(Wang & Guthrie, 2004). In addition, because aspects of reading are interrelated, students’
motivation for reading also has an effect on students’ levels of text comprehension.
Thus, in order to increase students’ reading motivation and therefore increase reading
amount, the interconnected nature of motivational sources must be considered. While studies
indicate that motivation in the classroom can be increased through stimulating tasks and
choice (Guthrie & Cox, 2001; Reynolds & Symons, 2001), additional research indicates that
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parents and families have one of the strongest effects on reading outside of the classroom
(Hughes-Hassell & Lutz, 2006; Millard, 1997). With this knowledge, it is evident that efforts
to increase reading motivation may be most rewarding when both classroom and family
influences are combined. Additionally, because individual student motivation varies, research
indicates that motivation efforts need to consider integrating multiple approaches to reading
through the use of diverse materials, strategies and activities (Washburn-Moses, 2006).
Statement of the Problem
Literature indicates that students who engage in a larger amount of reading outside of
school have higher levels of success with literary processes. Students who participate in the
largest amount of reading for enjoyment also demonstrate the highest levels of motivation
toward reading. While research has indicated that families play a role in the reading habits
and successes of students, more research is desired in regards to the possibilities of this role.
Specifically, an examination of the relationship between older students’ reading motivation
and families’ level of reading involvement is needed.
Purpose and Objectives
The purpose of this study is to examine the relationship between 6th grade students’
reading motivation and family reading involvement homework. The objectives of this study
are to:
1. Determine the motivation of students toward reading before and after family
involvement homework.
2. Compare the type of involvement families have with students’ reading before and
after family involvement homework.
3. Determine the effect of family involvement reading homework on students’
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motivation toward reading.
4. Report family and student reactions to family involvement homework.
Research Questions
With these purposes in mind, the following research questions frame and direct this
study:
1. What motivation do 6th grade students in both control and experimental groups hold
toward reading before and after family involvement homework?
2. How are families in both control and experimental groups involved with 6th grade
students’ reading before and after family involvement homework?
3. How do families react to family involvement homework tasks?
Need for the Study
Theoretically, the findings of this study begin to fulfill the need to examine the
relationship between older students’ reading motivation and families’ reading involvement.
Research has indicated the need to increase motivation levels toward reading (Sainsbury &
Schagen, 2004; Sperling & Head, 2002) and the positive effect that parents can have on
reading achievement (Christian, Morrison, & Bryant, 1998; Sénéchal & LeFevre, 2002).
Additionally, research has demonstrated positive outcomes associated with home and school
connections (Balli, Demo, & Wedman, 1998; Epstein & Van Voorhis, 2001). Research does
exist regarding increasing motivation in the classroom but not in terms of leisure reading.
Previous research in regard to the effects of family involvement, however, has focused
simply on knowledge outcomes rather than attitudes; research on effects of family
involvement with children’s reading achievement has centered on students below a third
grade level. Thus, there is a need for research regarding pre-adolescent students’ motivation
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for reading and the effects of family involvement on this motivation.
Implications and Educational Significance
The findings of this study could be of interest to parents and educators in the Prairie
Elementary School (pseudonym) program as well as to parents and educators from schools
with similar demographics. As stated in one of the Prairie Community School District Belief
statements, “We believe the student is the central focus of the school system…and in open
communication that encourages involvement between the school, family, and community.”
In order to continue to fulfill this belief, more information on the role that parents currently
have on students’ academic habits would be helpful. In addition, information on the effect of
family involvement homework may help the district to plan and implement future outreach
programs.
Definition of Terms
The following terms were defined for use in this study:
Challenge Construct– The satisfaction of mastering a text (Wigfield & Guthrie, 1997).
Curiosity Construct– The desire to learn about a particular topic (Wigfield & Guthrie,
1997).
Extrinsic Motivation – Motivation found outside of the individual, such as rewards,
deadlines, competitions, goals, or evaluations (Deci, Koestner, & Ryan, 2001).
Family Involvement – Parents’ or guardians investment of resources in their children’s
education (Carlisle, Stanley, & Kemple, 2005). For this study, family may include parents,
stepparents, foster parents, siblings, grandparents and extended family, and babysitters and
caregivers.
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Family Literacy – Simple behaviors such as reading aloud with children, monitoring
television usage, or taking a child to the library (Christian, Morrison, & Bryant, 1998). In
addition, family literacy may include homework management, parents’ book reading, and
students’ book reading (Petrill, Deater-Deckard, Schatschneider, & Davis, 2005).
Intrinsic Motivation – Motivation guided by a need for self-determination and competence
(Deci, Koestner, & Ryan, 2001).
Involvement Construct– The enjoyment of experiencing different texts (Wigfield &
Guthrie, 1997).
Leisure Reading– Reading done for enjoyment (Love & Hamston, 2003).
Motivation – The “wish or intention to engage in a specific activity” (Schiefele, 1999, p.
259). When students possess motivation, they willingly and joyfully engage in an activity
(Guthrie, 1996).
Reading Motivation – A motivation that engaged readers possess when “they want to read.
They pick up books on their own” (Guthrie, 1996, p. 433). Engaged readers have a
motivation that includes involvement, curiosity, and social aspects, but not necessarily
compliance for an assignment.
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CHAPTER II. LITERATURE REVIEW
This chapter discusses the literature related to reading motivation and family
involvement and presents a rationale and conceptual framework for this study. The chapter is
divided into four sections: Motivation as a Concept, Effects of Reading Motivation, Family
Involvement in Education, and Family Involvement Regarding Reading. The first section
provides the conceptual framework for this study. The concept of motivation and its two
types, intrinsic and extrinsic, is discussed. Additionally, motivation specifically related to
reading is included in this section. The second section examines research regarding the
effects of varying levels of reading motivation. The third and fourth sections describe how
and why families become involved in education in general as well as in regards to reading,
respectively. These sections also consider possible effects of both types of family
involvement. The chapter concludes with a summary of the literature.
Motivation as a Concept
Intrinsic and Extrinsic Motivation
Motivation is defined as the “wish or intention to engage in a specific activity”
(Schiefele, 1999, p. 259). Motivation itself can be broken down into two types: intrinsic
motivation and extrinsic motivation. According to Deci, Koestner, and Ryan (2001),
increases or decreases in intrinsic motivation can be explained with Cognitive Evaluation
Theory (CET). CET posits that intrinsic motivation is guided by a need for self-determination
and competence. Extrinsic motivators found outside of the individual, such as rewards,
deadlines, competitions, goals, or evaluations can effect intrinsic motivation depending on
how they are perceived by the individual. If the individual identifies the external event as
increasing his or her self-determination, then the event will in turn increase intrinsic
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motivation. However, if the individual recognizes the event as decreasing self-determination,
then intrinsic motivation will be undermined. Similarly, the perception of the event as
increasing or decreasing competence will effect intrinsic motivation in the same manner.
In accordance with Cognitive Evaluation Theory, research demonstrates that extrinsic
motivators do in fact undermine intrinsic motivation (Deci, Koestner, & Ryan, 2001). When
considering the type of extrinsic motivators yielding the most negative results, the
researchers found that tangible rewards tend to be experienced as controlling. The effect of
this perception is a loss in intrinsic motivation, with negative consequences for interest,
persistence, and preference for challenge. This finding was most strongly supported in
children. Thus, if culturing intrinsic motivation in students is the objective, than the use of
extrinsic motivators must be carefully evaluated.
Factors of Motivation in Reading
Therefore, when students possess motivation, they willingly and joyfully engage in an
activity. According to Guthrie (1996), “engaged readers are “motivated” because they want
to read. They pick up books on their own” (p. 433). Engaged readers have a motivation that
includes involvement, curiosity, and social aspects, but not necessarily compliance for an
assignment. It is these qualities of reading motivation that enhance life-long literacy (1996).
Researchers have sought to identify contributing factors to students’ reading
motivation. Various studies indicate that students’ total motivation for reading is influenced
by the complex interaction of intrinsic and extrinsic factors. In one such study, Wigfield and
Guthrie (1997) claimed that upper elementary students were motivated to read by different
but interrelated causes. Reading efficacy, challenge, curiosity, involvement, grades,
importance, recognition, compliance, competition, social, and work avoidance all serve as
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constructs that effect reading motivation. The authors claim reading efficacy is the belief that
one will be successful in reading; challenge is the satisfaction of mastering a text. Curiosity is
involved in the desire to learn about a particular topic, while involvement is the enjoyment of
experiencing different texts. Importance refers to the value students place on a text. Grades
and recognition correspond with resulting actions of reading, while compliance is in regards
to meeting an external requirement. Social and competition are in search of external
acceptance and a desire to outperform others, respectively. Finally, work avoidance concerns
what students do not like about reading. Within this framework, the researchers identified
reading efficacy, curiosity, and involvement as factors that are attributed to intrinsic
motivation. The remaining constructs of recognition, grades, and compliance were
considered to be extrinsic sources of motivation.
Following Wigfield and Guthrie, further research posited similar specific student
characteristics that were perceived to be associated with those students possessing a high
motivation for reading. Relying on teacher perceptions, Sweet, Guthrie, and Ng (1998)
explored aspects they proposed contributed to the development of intrinsic motivation.
These aspects were individual motivation, or motivation to read for its own sake, and topical
motivation, or motivation for specific topics of interest. Their investigation found the
following four factors considered to be associated with extrinsic motivation: autonomy or
the need for outside support, social interaction, activity-based reading, and opportunities for
writing.
In addition to the multi-faceted research on motivation, special attention has been
given to the role of interest in motivating readers. According to Schiefele (1999), interest is a
factor of intrinsic motivation for reading. Interest includes both personal interest and
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situational interest. Personal interest includes feeling-related beliefs toward a text in a certain
content domain, such as excitement, stimulation and flow. Situational interest involves a
temporary state elicited by certain features of a text.
Recent research indicates that interest and motivation for leisure reading, though, may
be affected by the types of reading typically considered leisure reading. The concept of
leisure reading, or reading done for enjoyment, has traditionally included only fiction and
nonfiction books and newspapers (Love & Hamston, 2003). However, students, especially
male students, who participate in a low amount of traditional “leisure reading” often do take
part in enjoyment reading through the Internet, magazines and comic books. When these
nontraditional forms of reading are not included in reading amount, students learn that only
certain “privileged” texts are valued. This was demonstrated in a study by Love and Hamston
(2005) of the attitudes of teenage boys and their parents toward reading. In the viewpoints
expressed in qualitative interviews, the researchers found that there is a need to work through
dispositions that differ across generations in terms as what constitutes reading and who
constitutes a reader.
In an attempt to expand the concept of reading and add to reading interest and
motivation, research has called upon the processes in the brain associated with traditional
reading. According to Kirschenbaum (2006), adding color and design to literature can
activate emotions in different areas of the brain. In her research, students have indicated a
preference for colored reading materials by a margin of five to one. Further, when color was
added to reading lessons, research indicated students scored 20% higher on a measure of
reading comprehension than those who completed the same reading in black and white.
Kirschenbaum’s research is in accordance with additional brain research, particular in
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regards to boys. Brain research indicates that boys’ brains engage in less cross-hemisphere
activity than girls. Thus, they may need an extra jolt of sound, color, motion, or physical
stimulation. Because of this, a multi-sensory approach to reading gives boys a chance to
respond to it in a concrete way (Sullivan, 2004).
Figure 1
Wang and Guthrie (2004) Two-Factor Motivational Measurement Model

With all facets of motivation considered, however, recent research claims that each
factor has the opportunity to equally contribute to reading motivation. A two-factor
motivational measurement model (see Figure 1) is proposed by Wang and Guthrie (2004).
The two-factor model suggests that intrinsic motivation involves curiosity, involvement, and
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challenge. Extrinsic motivation is comprised of recognition, grades, social, competition, and
compliance. In addition, this model allows for the complicated effects that intrinsic and
extrinsic motivation have on one another (Deci, Koestner, & Ryan, 2001).
Effects of Reading Motivation
Motivation for reading is of particular importance to researchers because of its
relationship to positive measures of reading success: reading amount and text-learning.
According to Guthrie, Wigfield, Metsala, and Cox (1999), reading amount is the frequency
and time spent reading a range of topics for various purposes (p. 232). This includes reading
completed for school as well as leisure reading done outside of school. Recognized as a part
of text comprehension, text learning, is specific information gained from a text (Schiefele,
1999).
Reading amount includes all types of reading that a student completes (Guthrie,
Wigfield, Metsala, & Cox, 1999). For a more complete picture of a students’ reading activity,
total reading amount can also be divided into enjoyment reading and school reading (Wang
& Guthrie, 2004). “Enjoyment reading” may also be termed “leisure reading,” or the reading
that students do by choice as opposed to the reading that is assigned to them by teachers
(Huges-Hassell & Lutz, 2006). Additionally, the term “print exposure” refers to the range of
reading experiences that students encounter (Cunningham & Stanovich, 1997).
Reading amount in itself can be used to predict students’ reading habits. In Wigfield
and Guthrie’s study of fourth and fifth-grade students (1997), children’s previous reading
amount and breadth were found to be predictors of their current reading. According to their
research, Wigfield and Guthrie (1997) found that children who read more were more likely to
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continue, while children reading less frequently were found to be less likely to increase their
reading over time.
Because students’ current reading amount can be a predictor of future reading habits,
it is important to note the benefits of increased reading amount. In a study of older adults and
college students, strong linkages were found between reading habits and declarative
knowledge (Stanovich, West, & Harrison, 1995). Print exposure, or reading experiences, was
strongly associated with differences in general knowledge across life span as well as with
differences in general knowledge among similar-age individuals. When studied with specific
regards to K-12 students, Cunningham and Stanovich (1997) later found that exposure to
print not only accounts for differences in knowledge, but also serves to develop processes
and knowledge that facilitate with reading comprehension. In a 10-year longitudinal study,
the researchers found that reading comprehension, vocabulary, and general knowledge were
all positively correlated with reading consistency. In a similar study, Wang and Guthrie
(2004) compared reading amount to text comprehension by measuring fourth graders’
amount of reading in both the enjoyment and school reading amount categories to their
narrative text comprehension. Results of the study again revealed that amount of reading
positively correlated with text comprehension.
Multiple studies report a relationship between reading motivation and reading
amount. Studies using a motivation for reading questionnaire (MRQ) and reading activity
inventory (RAI) found that reading motivation in general was a direct predictor of reading
amount (Guthrie, Wigfiled, Metsala, & Cox, 1999). In regards to differentiating between
intrinsic and extrinsic motivation, research indicates that increasing intrinsic motivation can
indeed increase reading amount (Guthrie, et. al, 1996). In a study of students in grades three
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to five, 85% of students who increased in amount of intrinsic motivation also increased in
frequency and breadth of reading. Conversely, of those who decreased in intrinsic
motivation, 70% of the students also decreased in frequency and breadth of reading. In fact,
further research found that students with the highest factors of intrinsic motivation read
nearly three times as much as students with the lowest factors of intrinsic motivation. Thus,
reading motivation predicted reading amount. In contrast, reading amount also was found to
predict levels of extrinsic or intrinsic motivation (Wigfield & Guthrie, 1997).
Figure 2
Wang and Guthrie (2004) Motivational Structural Model of Text Comprehension

Additional research by Wang and Guthrie (2004) separated total amount of reading
into categories of enjoyment reading amount and school reading amount to more fully
investigate the interactions of extrinsic and intrinsic motivation. They proposed the
motivational structural model of text comprehension to demonstrate this interaction’s effect
on reading amount and text comprehension (see Figure 2). Within this study, reading
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completed outside of school was given additional focus. This study confirmed earlier results
regarding motivation and reading, with specific intrinsic motivation indicators of curiosity,
challenge, and involvement predicting frequency of reading for personal enjoyment.
Conversely, extrinsic motivation was negatively related to this type of reading.
In addition to research on amount of reading, further research supports the benefits of
intrinsic motivation with studies involving text-learning and achievement. In her research,
Schiefele (1999) found a correlation between both personal and situational interest, a factor
of intrinsic motivation, and text-learning. This correlation existed even when results were
controlled for text length, nature of the text, method of learning the text, age, ability, prior
knowledge, and text difficulty. In regard to its relation to types of comprehension, interest
was found to be more strongly correlated with deep-level comprehension than surface-level
comprehension. These findings are consistent with previous research indicating that higher
achieving readers possessed more intrinsic motivation, while lower achieving readers needed
more extrinsic motivators to initiate and sustain their attention as well as more relevant
activities to see the usefulness (Sweet, Guthrie & Ng, 1998). Further research in text-learning
and comprehension also found that intrinsic motivators held a positive direct association with
text comprehension (Wang & Guthrie, 2004). In contrast, measures of extrinsic motivation
showed a negative direct association with text comprehension.
Because motivated readers reap the benefits of a larger amount and breadth of
reading, educators seek out methods to motivate student readers. Studies indicate that
creating a sustained context through the use of stimulating tasks for engaging in reading may
be a key in motivating readers (Guthrie & Cox, 2001). This sustained context must include
real-world experiences, because such experiences evoke intrinsically motivated behaviors.
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The experience must be accompanied with choices for related subtopics to explore. Research
indicates that choice has a positive effect on students’ reading (Reynolds & Symons, 2001).
In their study of third grade students, the researchers found that “self-determination,
autonomy, and control over the learning situation are important aspects of choice” (p. 21).
When such a context was created with the addition of multiple sources for reading
and opportunities for social collaboration, there are positive effects on motivation. Research
in classrooms using a high amount of these stimulating tasks found that students had a higher
motivation for individual reading. This was true when compared to reading motivation levels
of students in classrooms with a low amount of these tasks (Guthrie et al., 2006).
Family Involvement in Education
Motivating readers in the classroom, however, is not sufficient. Child development is
a complex process that is influenced by a variety of interactions. According to
Bronfenbrenner (1979), a child’s environment is made up of multiple levels of interaction,
with the child’s family, teachers, and peers closest in interaction and culture and society at a
more distant level of interaction. Because these interactions are connected in the life of the
child, it should be the aim of teaching to provide students with new ways of experiencing and
interacting with their environment (Fumoto, Hargreaves, & Maxwell, 2004). Using
Brofenbrenner’s ecological perspective, teaching is conceptualized as a continuous phase of
education rather than as compartmentalized. Thus, Fumoto, Hargreaves, and Maxwell (2004)
posit that all adults, not just teachers, should have similar aims in all phases of a child’s
education.
According to Wang and Guthrie (2004), parents and teachers both play a role in
transmitting cultural values and beliefs to children. It is through these influences that children
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learn socially valued behaviors. When schools and teachers extend efforts to include families
in a child’s education, it is termed family involvement. Carlisle, Stanley, and Kemple (2005)
define family involvement as parents’ or guardians’ investment of resources in their
children’s education.
The levels of involvement that parents take on in a child’s education and the resulting
child outcomes of this involvement are influenced by a series of complex interactions. One
aspect of this interaction explored by Hoover-Dempsey, Bassler, and Brissie (1992) is parent
efficacy, or the belief that parents are able to become involved in ways that are helpful and
meaningful. In their survey of 400 parents with a wide range of education and income levels
and 50 teachers, Hoover-Dempsey, Bassler, & Brissie (1992) found significant correlations
between parent efficacy and measures of parent involvement. Higher levels of parent efficacy
were associated with more hours of volunteering, more hours spent in educational activities
with children, and fewer phone calls with teachers. These measures of efficacy also apply to
teachers, as the authors discovered that teacher efficacy and teacher perceptions of parents’
efficacy were both positively linked to teacher reports of parent involvement. The authors
suggested that their findings thus seem based on some dynamic aspects of the parent and
teacher relationship.
Recognizing the importance of the parent and teacher relationship, Eccles and Harold
(1993) proposed these interactions can be organized into their Model of Influences on Parent
Involvement and Child Outcomes (p. 571) (see Figure 3). Within the model, Eccles and
Harold recognize that both parent and teacher beliefs affect one another as well as affecting
the practices that each put into play. These parent and teacher practices or involvements in
turn affect one another while ultimately affecting the student outcomes of the involvement. In
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addition to this interaction, the authors propose the following five exogenous variables:
parent and family characteristics, neighborhood characteristics, child characteristics, teacher
characteristics, and school characteristics. Because Eccles and Harold (1993) posit that these
Figure 3
Eccles and Harold (1993) Model of Influences on Parent Involvement and Child Outcomes.

exogenous variables can influence all other interactions, they are given in the model without
arrows to indicate their overarching effects. In support of Eccles and Harold’s (1993) original
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exogenous variables, Carlisle, Stanley, and Kemple (2005) continue to stress the importance
of factors associated with both parents and the school as influencing the initial choice of
involvement. Parent factors cited include differences in culture of the family and teacher,
parents’ educational experience, family structures, work schedules, and social networks.
School factors, on the other hand, include teachers’ attitudes and response to involvement,
teacher and school expectations, and perceptions of school expectations (Carlisle, Stanley, &
Kemple, 2005).
Expanding on the Eccles and Harold (1993) model, Hoover-Dempsey and Sandler
(1995) created the Causal and Specific Model of Parental Involvement (p. 327) model that
demonstrates parents’ decisions to become involved, the forms of this involvement, and the
student outcomes of involvement (see Figure 4). In this revised model, parents who already
are involved are depicted, and parents and schools are represented in the same boxes rather
than separately to indicate their dynamic relationship. This model suggests that parents’
decision to become involved is influenced by personal constructs of the parental role, a
personal sense of efficacy for helping children succeed in school, and reactions to
opportunities to become involved presented by the child or the school. After an involvement
method is selected, Hoover-Dempsey and Sandler (1995) posit that the involvement can
potentially influence the student outcomes through modeling, reinforcing, and direct
instruction. While the model recognizes that the appropriateness of the involvement for the
child and the fit between the involvement choice and the school expectations may intervene
with these influences, the possible outcomes for students presented in this model are skills
and knowledge as well as a personal sense of efficacy for doing well in school.
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Figure 4
Hoover-Dempsey and Sandler (1995) Causal and Specific Model of Parental Involvement
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In review of the Hoover-Dempsey and Sandler (1995) model, though, Walker,
Wilkins, Dallaire, Sandler, and Hoover-Dempsey (2005) propose a revision of the basic
involvement decision and involvement forms levels of the model. They argue that it is
parents’ perceptions of these constructs rather than the constructs themselves that influence
involvement. Thus, Walker et al (2005) recreated the first two levels of the model to include
parental beliefs and motivations and perceptions of general and specific invitations for
involvement. In their research using the revisions, the authors then found that perceptions of
specific invitations from the child were the strongest predictor of home-based involvement
(Walker et al, 2005).
Research regarding the specific types of involvement that families take on indicates a
range of roles. Eccles and Harold (1993) suggest a typology of parental involvement to
describe the ways in which parents and schools currently become involved with students’
schooling. This typology begins with basic obligations of families for health and safety.
Following this parental obligation is the school’s obligation to communicate progress. The
typology then progresses to include parental involvement at school and parental involvement
in learning activities at home. The final stages of the typology include parental involvement
in decision making at school and collaboration and exchange with community organizations.
Of these types of family involvement proposed by Eccles and Harold (1993),
involvement in learning activities at home most often takes the form of homework.
According to Hoover-Dempsey, Bassler, and Burow (1995), homework success begins in
elementary where attitudes and patterns of success are developed. Thus, in their study of 69
elementary parents, the authors used interviews to examine interactions that parents reported
as they assisted their students with homework. Their findings revealed that children’s unique
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qualities affected the amount and type of homework involvement parents accepted. In
addition, parents held expectations for independent work but felt they held a role in providing
structure for homework and being actively involved in monitoring, motivating, and direct
teaching. At the same time, within the interviews parents often displayed personal reflections
on themselves and their children, including frustrations with the involvement.
With an understanding of how parents become involved in homework, then, Balli,
Demo, and Wedman (1998) demonstrated that presenting opportunities for parents to become
involved in homework through prompts from both the child and the school has particular
effectiveness for increasing involvement. In their study of family involvement in homework,
the authors examined the effectiveness of involving parents in homework with no prompt, a
prompt from the student, and a prompt from both the student and the school using three
separate sixth grade math sections at the same school. Their findings demonstrated a higher
likelihood of involvement if prompted, with the highest amount of involvement resulting
from a student prompt. Not only did the study demonstrate that the prompts for involvement
were both effective and necessary, but Balli, Demo, and Wedman (1998) also found that the
resulting parents who became involved reported becoming more aware of their child’s
learning and involving multiple family members in the process.
Similar results with interactive homework were later found by Epstein and Van
Voorhis (2001), who utilized the Teachers Involve Parents in Schoolwork (TIPS) method
with sixth grade language arts students. Elements of the TIPS method include orienting
parents and students to the interactive homework prior to assigning it, utilizing the
assignment method on a regular basis, providing a brief assignment with simple directions
and ordinary materials, and allowing for parent and student feedback. Their study found that
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80% of students using the method felt that it gave them a way to show parents what they had
learned, and nearly 100% of families felt the interactive homework gave them information
about what their children were learning. The study also revealed that the interactive TIPS
method positively influenced student report cards.
Thus, research has indicated the effectiveness of family involvement and ways in
which families currently choose to become involved. Both parents and schools, however, call
for more involvement. In particular, there seems to be a mismatch in the ways that parents
are involved with early adolescence. According to Eccles and Harold (1993), teachers are
less likely to include parents’ help with specific skills like reading and math facts as children
get older. This may be caused by perceptions of both teachers and parents that students
should have mastered these skills, and that parents are less likely to be able to help. These
perceptions, however, are false. Eccles and Harold (1993) claim that early adolescence may
be our last chance to utilize parent-school collaboration to promote healthy development.
Studies of effective methods for encouraging family involvement reveal suggestions
for increasing involvement with parents of early adolescents as well as elementary students.
In regards to developing higher levels of parent efficacy for higher levels of family
involvement, Hoover-Dempsey, Bassler, and Bissie (1992) suggest teachers develop
involvement opportunities that focus on increasing a sense of positive influence in school
success. Sending home regular suggestions for specific strategies to help with specific
assignments may help with this type of efficacy. Similarly, the frustrations of homework
involvement revealed by parents in Hoover-Dempsey, Bassler, and Burrow’s (1995) study
indicate that these explicit suggestions as well as information about the benefits of family
involvement may be helpful. Margolis (2005) echoes these sentiments with suggestions for
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specific support activities for parental involvement. These activities, such as defining and
illustrating words, listening to a child read, and visiting the library, are intended to provide
practice and enrichment without making parents play the role of “referee” in regards to
homework. The effectiveness of these suggestions was validated in Hoover-Dempsey’s et al
(2005) review of literature regarding family involvement, where findings revealed that
specific invitations from teachers for involvement are most effective because they meet
parents’ expressed wishes to know how to help their children’s learning.
In addition to efforts to increase parents’ efficacy for involvement, current research
provides suggestions for opportunities to involve families. Eccles and Harold (1993) call for
strategies and opportunities for involvement for parents to “support the educational process at
school and in the home in ways that work and are helpful for the developmental stage of their
early adolescent children” (p. 578). They suggest that teachers can help by developing
assignments that provide a meaningful role for parents to play. For example, assignments
might involve investigations into cultural heritage, parents’ experiences with growing up,
community history, or learning from life-mistakes. These investigations could be carried out
by interviewing parents and relatives or attending community events together. In more recent
research, Epstein and Van Voorhis (2001) support this belief, calling for teachers to develop
interactive homework that encourages students to share interesting things they are learning in
class. Further, a review of the literature regarding parental involvement in homework by
Hoover-Dempsey, et al (2001) revealed a need for continuous efforts to develop and test
well-designed approaches to improving not only teachers’ invitations but also schools’
invitations for family involvement. These invitations must have appropriate variations
developmentally and include involvement across all years of schooling. In addition, the
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authors suggest that schools may focus on one specific outcome of involvement, such as
attitudes toward homework (Hoover-Dempsey, et al, 2001).
In addition to implications for teachers and schools, past research demonstrates a
need for future research topics. In their review of research regarding parental involvement,
Hoover-Dempsey et al (2005) found a need to examine perceptions of family involvement by
inviting parental feedback. In addition, they call for an examination of specific student
outcomes associated with parental involvement and a look at specifically what goes on
between the parent and child during involvement.
Family Involvement Regarding Reading
Aspects of family involvement in children’s education that contribute specifically to a
students’ reading development are considered to be part of family literacy. Family literacy
involves simple behaviors such as reading aloud with children, monitoring television usage,
or taking a child to the library (Christian, Morrison, & Bryant, 1998). In addition, family
literacy may include homework management, parents’ book reading, and students’ book
reading (Petrill, Deater-Deckard, Schatschneider, & Davis, 2005).
Research indicates that parents and the home environment do have a noted effect on
students’ reading habits. Contributing factors to amount and breadth of students’ reading are
finding time to read each day, keeping a private place for personal books, and knowledge of
library access (Guthrie et al., 1996). These are all factors associated with the home. The
importance of these factors is suggested by a study of the reading habits of 245 students in
grades six through eight in which 40% of respondents revealed that they engage in leisure
reading in their homes in the evenings (Hughes-Hassell & Lutz, 2006). In the same study,
80% of all respondents stated that their parents encourage them to read. Similar results were
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found in a survey of students age ten to twelve by Millard (1997). This study found that
families were most influential in helping students to read, with students reporting that their
mothers were most likely to share books or recommend new books to them. In addition,
further research has indicated that being liked by peers is not associated with academic
motivation (Wentzel & Asher, 1995). Thus, parents may have a greater influence on
students’ motivation than their peers.
Not only do parents and the home environment play a role in students’ reading habits,
they may also be one of the most influential factors for reading success. Positive reading
outcomes have been associated with aspects of parental involvement in regards to younger
students. When compared to mother’s education and childcare amount, research indicates
that family literacy had a main effect on academic outcome. In a study of kindergarten
students by Christian, Morrison, and Bryant (1998), children from lower family literacy
environments were found to be at the greatest risk of poor academic skills, even when the
mother of the child had a high level of education but a low level of family literacy
environment was present. In addition, the effects of family literacy environments have been
shown to be lasting. In their longitudinal study, Sénéchal and LeFevre (2002) found that
early storybook reading predicted receptive language skills not only concurrently but also
longitudinally. Exposure to storybook reading not only had an effect on grade one acquisition
of reading, but also explained a significant variance in reading skills in third grade. Further,
early storybook reading also influenced later child book exposure. Conversely, in regards to
lack of reading achievement, one may adopt a framework that considers the child, family and
school as interrelated factors in the underachievement. In their study of gifted children
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identified as underachieving, Baker, Bridger, and Evans (1998) found that differences in
parenting showed a significance in contributing to underachievement.
These positive effects of the home environment may even play a role in families
without shared genetics. Results from research involving adoptive parents and children
demonstrate that the home environment is associated with differences in reading outcomes
(Petrill et al, 2005). Aspects of the home environment may include mothers’ educational
attitudes, mothers’ book reading, parental involvement, number of hours child is expected to
do homework, and child book reading. When considering these influences, research indicates
that their effects remain stable or become more important as children age.
Summary of Research
Motivation research indicates that there is a complex interaction between sources of
intrinsic and extrinsic motivation, with intrinsic motivation being the strongest type (Deci,
Koestner, & Ryan, 2001). Wigfield and Guthrie (1997) claim this complex interaction in
regards to reading is affected by a variety of reading constructs, including reading efficacy,
challenge, curiosity, involvement, grades, importance, recognition, compliance, competition,
social, and work. In addition, motivation for reading can be affected by interest and choice as
well as the types of available reading material (Love & Hamston, 2003; Reynolds & Symons,
2001; Schiefele, 1999).
When readers are motivated, they reap the benefits of positive outcomes. High levels
of reading motivation are associated with higher levels of reading amount which in turn
serves as a predictor of reading success (Guthrie, Wigfiled, Metsala, & Cox, 1999; Wigfield
& Guthrie, 1997). Additionally, higher levels of motivation were found to be associated with
increased amounts of text learning (Schiefele, 1999). Because of these known benefits,
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classroom educators have made successful attempts to create reading motivation through
interest, challenge, and choice (Guthrie & Cox, 2001; Guthrie et al., 2006).
Factors that affect student outcomes, however, include influences both inside and
outside of the classroom. Research models, such as those proposed by Hoover-Dempsey and
Sandler (1995) and Walker et al (2005), demonstrate that family involvement in a student’s
education can result in higher levels of skill and knowledge attainment and measures of selfefficacy. Specifically, family involvement in homework has been shown to be associated
with higher levels of achievement (Epstein & Van Voorhis, 2001). When family involvement
includes aspects of literacy, lasting positive effects on academic achievement have been
found (Christian, Morrison, & Bryant, 1998; Sénéchal & LeFevre, 2002).
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CHAPTER III. METHODS
The purpose of this study is to determine the relationship between 6th grade students’
reading motivation and family reading involvement homework. The objectives of this study
are to:
1. determine the motivation of students toward reading before and after family
involvement homework.
2. compare the type of involvement families have with students’ reading before and
after family involvement homework.
3. determine the effect of family involvement on students’ motivation toward reading.
4. report family and student reactions to family involvement homework.
This chapter begins with a discussion of the subjects in the study, followed by an
explanation of the research design and procedures. Instrument development as well as
methods for determining reliability and validity are then discussed. The chapter concludes
with the procedures used to collect and analyze the data.
Subjects
The study’s focus is on sixth grade students’ reading motivation and family
involvement homework within the Prairie Elementary School in 2007-2008. According to
2007-2008 demographics, Prairie Elementary School consists of 175 sixth grade students. Of
those students, 5 (3%) are English Language Learners. Twenty-six students (15%) receive
special education services. In 2007-2008, 58 students (33%) qualified for the free and
reduced lunch program.
Standardized test scores in reading from the 2007-2008 school year reveal the
proficiency levels of the students at Prairie Elementary School. Of 175 students taking the
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Iowa Test of Basic Skills (ITBS), 56.6% of students scored at a proficient level and 12.0%
scored at the advanced level. Scoring less than proficient during that academic school year
were 31.4% of the students. Disaggregated ITBS data revealed that 74% of females and
63.8% of males scored at a level proficient or higher. Further disaggregated data indicated
that 47.3% of low socioeconomic status (SES) students scored proficiency or higher; this is
compared to data regarding students identified as higher-SES that indicated 78.3% of higherSES students scored proficiency or higher. Additionally, 16 % of those students with an IEP
achieved at proficiency or higher, compared to 77.3% of the students without an IEP who
scored at the same levels.
Sixth graders at this school are organized by administration into a quad and a triad
teaching team, with approximately 100 students in the quad team and 75 students in the triad
team. The average class size in 2007-2008 was 25 students per class. For the purpose of this
study, only the students in the quad team were included. Within the quad’s design, the 100
students are organized by administration into four classroom sections of approximately 25
students each. Core subjects of reading, math, science, and social studies are
departmentalized within the arrangement; thus, all four quad sections are taught reading by
the same teacher. At the time of the study, the researcher served as the reading teacher for all
quad reading classrooms.
Prior to the commencement of the study, human subjects permission for this research
study was obtained from Iowa State University on September 5, 2007. All 100 quad students
and their families were invited to participate in the research study. Of the four classrooms in
the quad, two were randomly assigned by the researcher to the experimental group by having
a co-worker draw two sticks from a pool of four sticks labeled with the homeroom numbers.
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The remaining two classes were assigned to the control group. This yielded approximately 50
potential subjects in each group.
Families were informed of the study through a letter sent in the district’s weekly
communication folder on September 7, 2007. Letters varied depending on the family’s
assignment to the control group (see Appendix A) or the experimental group (see Appendix
B). The letter described the nature of the study as well as confidentiality measures to be
taken. Included in the letter was the consent form for parents and students. Families were
instructed to return the form with their indicated choice to participate by the following week.
Those not returning a form were sent an additional form the following week; those who still
did not return a form after the second invitation were excluded from the study. Of the
potential subjects, 71 agreed to participate.
In the classes assigned to the control group, 37 students consented to be a part of the
study; two students were siblings, giving the control group 36 participating families.
Comprising the participating control group students were 18 girls and 19 boys. Six of the
student participants were identified as talented and gifted (TAG). Additionally, two students
participating in this group had IEP’s and received resource services from the special
education teacher. Because SES data and free and reduced lunch status is confidential, the
number of low SES students in this particular group was unknown by the researcher.
The experimental group initially received consent for 34 students and families to
participate. In this group, 19 girls and 15 boys and their families consented to be a part of the
study. Three participating students were members of the school’s TAG program. No students
in the student experimental group were served through IEP’s at the time of the study. Like
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the control group, the number of low SES students in this particular group was unknown by
the researcher due to confidentiality measures.
Research Design and Procedure
A pretest-posttest control group experimental design was utilized for the collection
and analysis of data for the study. In this particular research design, the independent variable
is manipulated or introduced by the researcher while the dependent variable is measured
before and after the independent variable is introduced (Adler & Clark, 2003). According to
Adler and Clark (2003), the pretest-posttest control group design is “useful for explanatory
research testing causal hypotheses” (p. 228). This design was selected because the study’s
objectives sought to determine the effects of specific family involvement homework.
The research study utilized both an experimental and control group throughout the
study. Subjects were randomly assigned by homeroom class to an experimental and control
group, as described above. Each group of participating parents completed a pretest survey
(see Appendix C) at home, sent through the weekly communication folder on September 14,
2007, to be returned the following week. Each group of participating students also completed
a pretest survey (see Appendix D) within the reading classroom during the week of
September 17-21, 2007. Following the study, a posttest parent survey for the control group
(see Appendix E) and the experimental group (see Appendix F) was sent home on April 16,
2008, to be completed and returned in the same manner as the pretest. Participating students
completed a posttest for the control group (see Appendix G) or the experimental group (see
Appendix H) within the reading classroom on the days of April 16-18, 2008.
Differences in homework assignments served as the independent variable for the
study. Homework involving leisure reading has been a regular part of the current sixth grade
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curriculum since the researcher assumed the teaching position in 2005-2006. This homework
typically involves assignments that include fluency reading and comprehension practice,
book reports and projects, and the Accelerated Reader program. Leisure reading assignments
are graded, with the total points in the leisure reading category accounting for 20 % of each
student’s final reading grade. In this study, all students, regardless of group placement or
participation in the study, received homework assignments throughout the school year. These
assignments were based on the district’s cognitive reading strategies curriculum. This
curriculum, implemented district wide in 2006-2007, includes the reading strategies of
visualization, making connections, monitoring and adjusting, questioning, predicting, and
making inferences. The curriculum introduces students to one new strategy each month. The
purpose of the leisure reading homework assignments is to aid students in transferring
strategy skills used in the classroom to their independent reading.
The control group’s leisure reading homework was expected to be completed
independently as it had been in the past and just as all other routine homework in the
classroom. This group received 15 bi-weekly leisure reading homework assignments (see
Appendix I) designed by the researcher to apply the strategies described above. These
assignments were given to students every other Friday beginning September 21, 2007, and
ending April 11, 2008 (see Appendix J). Assignments centered on a specific activity or
interest with related readings & websites included. Students were expected to complete the
activity, select and read one of the readings, and complete the strategy-check section
independently before returning the assignment to school by the following Tuesday. As in the
past, all homework tasks were evaluated for quality of completion by the researcher using the
evaluation rubric (see Appendix K). Students in the control group classrooms not

35
participating in the study were assigned the same leisure reading homework in accordance
with the district’s independent reading curriculum.
The experimental group’s leisure reading homework exactly paralleled the control
group homework only with the addition of the element of family involvement that requested
a family member to actively complete the homework with the child. This group also received
the 15 bi-weekly leisure-reading homework assignments (see Appendix L) on the same
calendar, every other Friday, beginning September 21, 2007 and ending April 11, 2008.
Students were expected to complete the activity, select and read one of the readings, and
complete the strategy-check section with a family member, indicating who that member was.
For the purpose of this study, families may include caregivers, siblings, and extended family.
Assignments were expected to be signed by family members and students upon completion.
These signatures served as verification of involvement. The homework tasks were evaluated
in the same manner as described above. Those students in the experimental group classrooms
not participating in the study were given the control group’s leisure reading homework
without family involvement in accordance with the district’s independent reading curriculum.
Family involvement elements were included in the experimental group’s assignments
by using elements of the Teachers Involve Parents in Schoolwork (TIPS) method (Epstein &
Van Voorhis, 2001). According to Epstein and Van Voorhis (2001), TIPS assignments
include orienting parents and students to the interactive homework prior to assigning it,
utilizing the assignment method on a regular basis, and providing a brief assignment with
simple directions and ordinary materials. The elements of brief, simple, routine assignments
were utilized in this study in accordance with Epstein and Van Voorhis’s (2001) method.
Further, the family involvement assignments for this study were explained to families and
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students in the experimental group introductory letter at the commencement of the study (see
Appendix B).
Homework assignments for both groups were given and explained by the teacher inclass with three days to complete. Due dates were posted in the classroom in accordance with
the classroom’s homework routine. Assignments were expected to be returned to the
homework box in the classroom following the routine homework procedures. Points were
given for homework completion and quality of work in the independent reading grading
category using a rubric (see Appendix K). No points were subtracted for lack of family
involvement from the experimental group; however, this was noted by the researcher in a
spreadsheet of participants for data analysis purposes (see Appendix M). This spreadsheet,
originally completed with student names, was matched to the numbers assigned to student
surveys by the researcher’s teaching associate to ensure confidentiality prior to data analysis.
Experimental group participants who completed less than 8 of the 15 homework assignments
with a family member were then excluded from the study analysis as their inconsistent use of
the independent homework variable may have skewed the experimental group data.
Instrumentation
A search of related literature revealed that Wigfield and Guthrie (1997) were among
the first to develop a survey instrument to measure motivation constructs related to reading.
The authors proposed that motivation for reading involved a set of 11 constructs. Wigfield
and Guthrie’s (1997) resulting survey, the Motivation for Reading Questionnaire (MRQ),
was originally designed to measure these 11 possible aspects related to motivation theory.
Two aspects, reading efficacy and reading challenge, were included for research in selfefficacy. The aspects of reading curiosity, reading involvement, importance of reading, and
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reading work avoidance were included for measures of intrinsic motivation, subjective
values, and achievement goals. Additionally, the MRQ included questions pertaining to
extrinsic motivation aspects of competition in reading, recognition for reading, reading for
grades, social reasons for reading, and compliance. Within the study, Wigfield and Guthrie’s
(1997) MRQ motivation construct scales held a reliability (alpha) ranging from .43 to .81.
A simplified version of the MRQ was later utilized by Wang and Guthrie (2004) to
measure both intrinsic and extrinsic motivation in regards to their Motivational Structural
Model of Text Comprehension (p. 167). In this particular version of the questionnaire, the
motivation aspects of reading efficacy, importance, and work avoidance were dropped from
the survey because of irrelevance to the study. The revised survey included items regarding
curiosity, involvement, and preference for challenge in order to measure intrinsic motivation.
Items measuring recognition, grades, social, competition, and compliance were included
regarding extrinsic motivation. Wang and Guthrie’s (2004) revised MRQ included two
additional questions. A question utilized in one of the researchers’ prior studies with a high
correlation to a curiosity factor was added; another question previously used by the
researchers with a high correlation to the involvement factor was also added to the revised
MRQ. Wang and Guthrie (2004) found the motivation construct scales used in their study
held a reliability (alpha) ranging from .41 to .87.
In regard to assessing students’ reading habits and preferences, the literature review
for this study found the Reading Activity Inventory (RAI) developed by Guthrie, McGough,
and Wigfield (1994). Created in contrast to measures of print exposure, the RAI was created
with the purpose of measuring how much and what kind of reading students do. The RAI in
its original form is intended to cover the areas of social activities, school reading, and
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personal reading. Designed for upper elementary and middle school students, the RAI’s
results were suggested for use in curriculum planning and developing home connections.
Although there is no traditional reliability for the RAI, when the personal reading section of
the RAI was used by Guthrie, Wigfield, Metsala, and Cox (1999) to measure reading amount,
the RAI held a composite measure of reading amount with an alpha reliability of .75.
Both Wang and Guthrie’s (2004) revised MRQ and Guthrie, McGough, and
Wigfield’s (1994) RAI were utilized in developing the survey questionnaires for this study.
Additionally, portions of the questionnaires were created by the researcher to address specific
aspects of the family involvement homework. Table 1 shows the sections of the researchercreated questionnaires used for this study and the origins of the questions in each.
Table 1
Researcher-Created Questionnaire Origins
Questionnaire section
Reading motivation

Questionnaire

Item origin

Student pretest & posttest Revised MRQ, Wang & Guthrie
(2004)

Family reading habits

Student & family pretest

Researcher created.

& posttest
Family reading

Student & family pretest

Personal reading section of RAI,

preferences

& posttest

Guthrie, McGough, & Wigfield
(1994). Modified by the researcher.

Reading homework

Student & family posttest

Researcher created.
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Each questionnaire was divided into sections addressing the various parts of the
study (see Table 1). The student pretest questionnaire developed for this study consisted of
three sections: Reading Motivation, Family Reading Habits, and Family Reading
Preferences. The family pretest questionnaire contained just two sections, Family Reading
Habits and Family Reading Preferences. The posttest questionnaire for each group contained
the above sections with the addition of the sections Independent Reading Homework and
Family Reading Homework on the control group and experimental group surveys
respectively. The following paragraphs describe the questionnaire sections and provide a
rationale for their inclusion.
The first section of the student questionnaire, Reading Motivation, was adopted from
the intrinsic motivation portion of the revised version of the MRQ (Wang and Guthrie, 2004).
This section was included with the purpose of measuring students’ constructs of intrinsic
motivation at the beginning and end of the study. The section consists of 19 statements
intended to assess the students’ intrinsic motivations for reading under the constructs of
curiosity, involvement, and preference from challenge. These statements were taken directly
from Wang and Guthrie’s (2004) MRQ. The sections on Wang and Guthrie’s (2004) MRQ
intended to measure extrinsic motivation were not included in this questionnaire because
Wang and Guthrie’s study revealed that indicators of intrinsic motivation were most closely
related to high levels of leisure reading. The response format used in this section was a Likert
scale identical to that of Wang and Guthrie’s MRQ with 4 = “a lot like me”, 3 = “a little like
me”, 2 = “a little different from me”, and 1 = “ “ very different from me””.
In order to measure the unifying constructs that characterized the responses of the 19
motivation items, a rotated varimax factor analysis was conducted using the student
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participants pretest responses. Rather than the three factors of motivation from Wang and
Guthrie’s (2004) MRQ, a single factor of motivation emerged in this study. Table 2 presents
a list of the survey items and their Eigenvalues for the factor of motivation.
Table 2
Eigenvalues for the Factor of Motivation
Survey item
I like to read because I always feel happy when I read things that are of interest to me.
If I am reading about an interesting topic, I “sometimes” lose track of time.
I like to read hard, challenging books.
If the teacher discusses something interesting, I might read more about it.
I read stories about fantasy and make believe.
If something is interesting, I can read difficult material.
I have favorite subjects that I like to read about.
I like mysteries.
I like it when the questions in books make me think.
I read to learn new information about topics that interest me.
I make pictures in my mind while I read.
I usually learn difficult things by reading.
I read about my hobbies to learn more about them.
I feel like I made friends with people in good books.
If a book is interesting, I don’t care how hard it is to read.
I like to read about new things.
I like to read adventure stories.
I enjoy reading books about people in different countries.
I enjoy a long, involved story or fiction book.

Eigenvalue
.644
.633
.597
.629
.409
.635
.607
.594
.834
.621
.577
.640
.364
.645
.777
.681
.776
.635
.665
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In order to assess the internal consistency and reliability of the factor of motivation
used in this section of the questionnaire, a Cronbach alpha reliability coefficient was
obtained. The reliability coefficient for the factor of motivation was .92.
The second section of the student questionnaire, Family Reading Habits, was created
by the researcher for its specific use with the family involvement homework. This section
was included to measure the types of involvement families have in leisure reading that are
specifically related to the strategies on the homework. Fourteen items assess family reading
habits from the students’ perspective. The response scale for this section is a Likert scale
with 4 = “every time”, 3 = “most times”, 2 = “sometimes”, and 1 = Never.
The third portion of the student questionnaire, Family Reading Preferences, was
adapted from the personal reading section of the RAI (Guthrie, McGough, & Wigfield,
1994). The rationale for including this section was to measure the types of leisure reading
families engage in and the frequency of each type before and after the study. While the
original RAI was intended to determine personal reading, this section was altered to include
family reading habits. For the purpose of this study, the personal reading questions of the
RAI were adapted to include “you and your family” in place of “you” in order to measure
family reading. In addition, only the personal reading questions regarding amount of each
type of reading were utilized on the questionnaire for this study. One question, “How often
do you read romance books?” was omitted from this study. The question of “How often do
you read comic books or magazines?” was divided into the two questions, “How often do
you read comic books?” and “How often do you read magazines?” Additionally, the
questions of “How often do you and your family read information on the Internet together?”
and “How often do you and your family read newspapers together?” were added for this
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study because of their relevance to the family involvement homework. Finally, the first
question, “How often do you and your family read together?” was created by the researcher
for this study to initiate the section. In this section, eleven statements assess families’ reading
material preferences from the students’ perspective. The response format used in this section
is a Likert scale, where 4 = “every week”, 3 = “most weeks”, 2 = “not often”, and 1 = Never.
Both the pretest and posttest versions of the experimental and control group
questionnaires include the three sections discussed above. The posttest version of the
questionnaire differs slightly from the pretest with the addition of a fourth section regarding
the homework assignments. This is included in order to collect information about the
reactions of students to the homework assignments. The control group’s section is titled
Independent Reading Homework. It consists of nine statements created by the researcher
regarding the students’ evaluation of the homework assignments. The experimental group’s
section is titled Family Homework and includes the nine statements from the control group
questionnaire with the addition of a tenth question, “The family homework started discussion
with family members.” Both the control and experimental questionnaires utilize a Likert
scale in this section, where 4 = Agree, 3 = Somewhat agree, 2 = Somewhat disagree, 1 =
Disagree.
Additionally, the posttest includes an extra question regarding the amount of time
spent with family working on homework assignments. This was included in order to measure
the amount of time families in both groups spent doing family homework. On the control
group survey, this question was added to the third section, Family Reading Preferences. The
question, “How often did a family member help you with homework for this class?” utilizes
the section’s Likert scale. The parallel question on the experimental group’s posttest was
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added to the fourth section, Family Homework, because of its relevance to the independent
variable. The statement, “Of the 15 family involvement assignments, my family and I worked
together to complete:” was added with a scale of All 15, Most of them (11-14), Some of them
(8-10), and Less than 8.
In order to further measure the reaction of students to the family involvement
homework, the posttest version of the experimental student questionnaire contains additional
questions in sections two and three. In section two regarding Family Reading Habits, the
stem “How important was the family homework in helping you and your family:” was added
to each of the existing statements in family reading habits. This added seven additional
statements to the section. The stem, “How important was it to have family homework that
included:” was added to the statements in the Family Reading Preferences section, creating
10 additional statements. For these statements in both section two and section three, a Likert
scale response format was utilized, where 4 = Very important, 3 = Important, 2 = Not very
important, 1 = Unimportant.
The family questionnaires for both pretest and posttest parallel the student
questionnaire with the omission of the motivation section. Twenty-five questions on the
pretest match those on the student questionnaire with editing for wording. For example, the
student questionnaire states, My family and I read fiction books together, while the family
questionnaire states, My child and I read fiction books together. The response format exactly
follows that given on the student questionnaire. The posttest questionnaires also match the
student posttests, with alterations made for experimental and control groups. The exception is
the omission of the fourth section regarding homework on the parent control version of the
posttest, as these parents may not be able to evaluate the independent reading homework of
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their child. The rationale for the family questionnaire was to assess families’ reading material
preference and during-reading habits from the families’ perspective.
Table 3
Questionnaire Descriptions
Questionnaire
Student pretest

Sections included
Reading motivation, Family reading habits,

Intended groups
All students

& Family reading preferences
Family pretest

Family reading habits & Family reading

All families

preferences
Control group

Reading motivation, Family reading habits,

Control group

student posttest

Family reading preferences, & Independent

students

reading homework
Experimental group

Reading motivation, Family reading habits,

Experimental group

student posttest

Family reading preferences, & Family

students

reading homework
Control group family Family reading habits & Family reading

Control group

posttest

preferences

families

Experimental group

Reading motivation, Family reading habits,

Experimental group

family posttest

Family reading preferences, & Family

families

reading homework
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Because of the nature of this research study, the questionnaires for experimental and
control group parallel one another with slight exceptions on the posttest (see Table 3). This
study utilized the same pretest for both experimental and control group students; additionally,
the parent version of the pretest was the same for both groups of parents. The student and
parent posttest version of the survey included the same questions as the pretest
for both experimental and control groups. The control group student posttest also included a
section related to the leisure reading homework. The experimental group posttest survey for
both parents and students included additional questions based on the family involvement
homework.
In developing the questionnaires, Adler and Clark’s (2003) suggestions for
constructing survey questions were utilized to avoid instrumentation error. All questions
were developed following a literature review that gave guidance to adaptation of previous
instruments. Only close-ended questions were utilized on the questionnaires to provide
participants with a clear context for answering. Additionally, the scales were developed with
the intention of being exhaustive and mutually exclusive. Finally, attention was given to
question order and context with the intention of keeping the questionnaire brief.
Data Collection
Upon responding with consent to participate, pretest surveys were number-coded to
help ensure honest reporting and were sent to each family that agreed to participate. A list of
codes created by the researcher’s teaching associate to ensure privacy were kept for final data
analysis of pretest-posttest purposes. The survey and corresponding cover letter (see
Appendix N) for control group and experimental group were sent through the district’s
weekly communication folder on September 14, 2007 with directions to return the survey by
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September 21, 2007. An envelope was included for returning the survey to a box in the
school building office for measures of confidentiality. Eight control group families and 11
experimental group families did not return the initial survey. After sending a second copy on
September 21, 2007, five families in the control group and four families in the experimental
group still did not return a pretest.
Students with parental consent to participate were asked to sign an assent form for the
control group (see Appendix O) or experimental group (see Appendix P) in the reading
classroom the week of September 10, 2007. Then, those with parental consent were
administered the pretest survey by the researcher in the reading classroom later in the week
of September 17-21, 2007. Non-participating students within the classroom were given an
alternate pencil and paper task to complete at this time. Surveys were numbered for
confidentiality and to help ensure honest reporting. A list of student numbers created by the
researcher’s teaching associate were kept for matching purposes of pretest-posttest during
data analysis. Three control group students and one experimental group student did not
complete a pretest.
Following the family involvement homework assignments, the posttest family survey
was also sent home in weekly communication folders on April 16, 2008, with a
corresponding cover letter for the control group (see Appendix Q) or the experimental group
(see Appendix R). These surveys were again numbered for confidentiality with a list of
coding kept for data analysis. Surveys were to be returned by April 21, 2008 with the
student’s survey in the designated attached envelope and placed in a box in the school
building office for confidentiality. Of these surveys, one control group family survey was not
returned. An additional copy was also not returned. Student posttest surveys were
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administered in the same manner as the pretest survey in the reading classroom the week of
April 14-18, 2008.
Data Analysis
Three research questions framed the study. Data from each section of the
questionnaire were used to answer each research question. A t-test analysis approach using
SPSS was primarily utilized to explore if groups were statistically different from one another.
The alpha level for all t-test analysis was set at .05.
Table 4
Motivation Data Analysis
Motivation comparison
Control group pretest & Experimental group

Purpose of comparison
Evaluation of random sample

pretest
Control group pretest & Control group posttest

Evaluation of normal change

Experimental group pretest & Experimental

Evaluation of change related to

group posttest

independent variable

Control group posttest & Experimental group

Evaluation of independent variable.

posttest

Research question number one concerned the reading motivation held by both the
control and experimental groups of students before and after the family involvement
homework. Survey items from section one, reading motivation, of the student questionnaire
were evaluated by running a factor analysis for items in the three motivation constructs of
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curiosity, involvement, and preference for challenge. One factor, motivation, emerged. Both
the factor of motivation and individual questions were then assessed for differences in the
mean using a t-test (see Table 4). Dependent t-test analysis for differences in the mean
response scores between the pretest of the control and experimental groups was utilized.
After the administration of the posttest, comparisons were made between the control group
pretest and posttest data to analyze normal change in the untreated group. The same
comparison was made with the pretest and posttest data of the experimental group to analyze
change related to the independent variable. An independent t-test analysis of the posttest of
the control and experimental groups was conducted as an additional check for the effect of
the independent variable.
Research question number two addressed how families in both control and
experimental groups are involved with reading before and after the family involvement
homework. This question was addressed through a series of t-test analyses of the mean for
each survey item in the family reading habits and family reading preferences sections (see
Table 5). Pretest data for the students in the control group were compared to the pretest data
for the students in the experimental group using an independent t-test to determine
randomness of the sample. The same pretest data were compared using an independent t-test
for the control and experimental group of families.
Following the administering of the posttest, additional t-test analyses of the mean
response scores for the items of the family reading habits and family reading preferences
sections were used to determine the effect of the independent variable on family involvement
(see Table 5). The pretest of the control group was compared to the posttest of the control
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Table 5
Family Reading Habits Data Analysis
Family reading habits &

Groups included

Purpose of comparison

preferences comparison
Control group pretest &

Students & families

Experimental group pretest
Control group pretest & Control

sample
Students & families

group posttest
Experimental group pretest &

Evaluation of random

Evaluation of normal
change

Students & families

Experimental group posttest

Evaluation of change
related to independent
variable

Control group posttest &

Students & families

Experimental group posttest

Evaluation of independent
variable.

group using a dependent t-test to determine normal change. The pretest of the experimental
group was also compared to the posttest of the experimental group with a dependent t-test as
an analysis of change related to the family involvement homework. Additionally, the posttest
of the control group was compared to the posttest of the experimental group using an
independent t-test for analysis of the independent variable.
The third research question concerned the reactions of students and families to family
involvement homework tasks. These reactions were reported utilizing the posttest portions of
the family reading habits and family reading preferences sections that ask respondents how
important the family reading homework was to each task. A mean and standard deviation
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was reported for these survey items for both the student experimental group and the parent
experimental group. Reactions were further analyzed for both families and students in the
form of mean and standard deviation from the items in the family reading homework section.
Experimental group student reactions in the family reading homework section were
considered in comparison to the control group student reactions to the items in the
independent reading homework section using the reported descriptive statistics.
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CHAPTER IV. FINDINGS
This chapter presents data from the pretest and posttest surveys of the control and
experimental group students and family participants. Survey responses were utilized to
determine if significant differences exist between pretest and posttest of each group.
Additionally the responses were used to determine significant differences between the
posttests of control and experimental groups for both students and families. Data analysis
information about the participating subjects is given first. The data summarized are presented
by the findings that address each research question given in Chapter One.
Subjects
At the commencement of the study, 71 students agreed to participate. The control
group consisted of 37 students and 36 families, and the experimental group was made up of
34 students and families.
For accuracy purposes, the number of participants was altered at the time of data
analysis. Throughout the course of the study, one student in the control group and two
students in the experimental group moved out of the school district. Additionally, five
families in the control group and four families in the experimental group did not return a
pretest. One additional control group family did not return a posttest. Three control group
students and one experimental group student did not complete a pretest. Only those students
and families returning both a pretest and a posttest were included in the data analysis.
In addition to removing those participants who did not return a pretest and posttest
from the data analysis, the experimental group data analysis was altered to reflect homework
participation. Because the experimental group of students and families initially agreed to
participate in 15 family homework tasks, those who did not work together to complete at
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least 8 of the tasks were removed from the study’s data analysis. The researcher’s list of
returned homework assignments (see Appendix M) was compared to the experimental group
participants’ response to the posttest survey item, Of the 15 family involvement assignments,
our family worked together to complete: All 15, Most (11-14), Some (8-10), Less than 8.
Participants who responded with “less than eight” or participants who were noted by the
researcher to return less than eight assignments signed by a family member were excluded
from the data analysis. One additional family and five additional students not excluded for
previously stated reasons were excluded from experimental group data analysis due to
homework participation.
Throughout the data analysis process, the control group consisted of 33 students and
29 families. The experimental group was made up of 26 students and 26 families.
Student Reported Reading Motivation
The first research question, What motivation do 6th grade students in both control and
experimental groups hold toward reading before and after family involvement homework?
was examined through data reported for the 19 items on the student survey in the reading
motivation section. Pretest and posttest data for both the control and experimental groups
were analyzed for the single factor of motivation. In addition, data reported for individual
survey items were further examined for comparison purposes (see Appendices S-U).
Student Control Group
The student control group reported on reading motivation by responding to the 19
survey items on both the pretest and posttest corresponding to the single factor of motivation.
For each statement, the response scale used was a Likert scale with 4 = A lot like me, 3 = A
little like me, 2 = A little different from me, and 1 = Very different from me.
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Pretest Data
A pretest mean response score for motivation of 3.05 (close to “a little like me”) was
reported by the student control group. A range of pretest mean response scores of 2.44
(between “a little different from me” and “a little like me”) to 3.59 (between “a little like me”
and “a lot like me”) was reported for each of the 19 individual items in this survey section
(see Table 6 in Appendix S). A majority of the students (at least 17 of 33, 51.5%) reported “a
lot like me” for seven of the 19 items. The highest reported mean response score by the
student control group (3.59, between “a little like me” and “a lot like me”) was given for the
item, I have favorite subjects that I like to read about. This particular item had the largest
majority of student control group respondents (24 of 32, 75%) report “a lot like me”.
Posttest Data
The control group mean response score of 2.93 (close to “a little like me”) was
realized for motivation by the posttest. This was slightly lower than the pretest mean
response score of 3.05 (close to “a little like me”) given for motivation by the same group.
The control group’s posttest mean response scores and standard deviation for the individual
posttest survey items with a range of 2.12 (close to “a little different from me”) to 3.66
(between “a little like me” and “a lot like me”) can also be found in Appendix S. This
posttest range of mean response scores (2.12 to 3.66) was slightly broader than that reported
on the pretest by the control group (2.44, between “a little different from me” and “a little
like me”, to 3.59, between “a little like me” and “a lot like me”). “A lot like me” was
returned with the highest frequency for nine of the 19 total items on the posttest. On the
posttest, the item reporting the highest mean response score (3.66, between “a little like me”
and “a lot like me”) was still close to the reported mean response score on the pretest (3.59), I
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have favorite subjects I like to read about. Much like on the pretest, the majority of control
group students, (25 of 33, 75.8%) reported “a lot like me” for this item on the posttest.
Pretest and Posttest Data Comparison
The student control group reported a slight overall decrease in motivation from a
mean response score of 3.05 (close to “a little like me”) on the pretest to a posttest mean
response score of 2.93 (just below “a little like me”). Of the 19 survey items pertaining to
motivation, the student control group reported a decrease in mean response scores for 14 of
the items.
A dependent t-test was utilized to determine if there was a significant difference in
motivation between the pretest and posttest of the student control group. No statistical
significant difference in motivation was determined by the analysis. A dependent t-test of the
19 individual survey items regarding motivation did find a significant difference in student
control group response from pretest to posttest for the item, I enjoy reading books about
people in different countries (see Table 7).
Table 7
T-test of student control group pretest and posttest mean responses for I enjoy reading books
about people in different countries.
Survey

df

Mean

SD

t

P

pretest
posttest

32
32

2.48
2.12

.795
.927

2.248

.032*

* = p<.05
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Student Experimental Group
Pretest Data
The student experimental group pretest survey for the motivation section returned a
mean response score of 2.82 (close to “a little like me”) for motivation. This was lower than
the control group pretest mean response score of 3.05 (close to “a little like me”). They
reported a range of pretest mean response scores (see Table 8 in Appendix T) from 1.88
(close to “a little different from me”) to 3.25 (between “a little like me” and “a lot like me”).
This range of mean response scores was lower than that of the student control group (2.44 to
3.59) for the same pretest items. At least half of the student experimental group participants
(13 of 26, 50%) responded to “a lot like me” on just two of the 19 pretest items. The item
returning the highest mean response score (3.25, between “a little like me” and “a lot like
me”) by the student experimental group was, I make pictures in my mind when I read.
Posttest Data
A posttest mean response score for motivation of 2.65 (between “a little different
from me” and “a little like me”) was reported by the student control group. Like the student
control group’s change in pretest (3.05, close to “a little like me”) to posttest (2.93, close to
“a little like me”) mean response scores, the student experimental group’s posttest mean
response score for motivation (2.65, between “a little different from me” and “a little like
me”) decreased from a pretest mean response score of 2.82 (close to “a little like me”). On 19
individual survey items of the posttest, the student experimental group reported a range of
mean response scores from 1.83 (close to “a little different from me”) to 3.46 (between “a
little like me” and “a lot like me”.) Respondents in the student experimental group reported
the highest posttest mean response score (3.46, between “a little like me” and “a lot like me”)
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for the same survey item as the student control group posttest, I have favorite subjects that I
like to read about. This was the only posttest survey item in this section with a majority of
student experimental group respondents (16 of 24, 66.7%) reporting “a lot like me”.
Table 9
T-test of student experimental group pretest and posttest mean responses for I enjoy reading
books about people in different countries.
Survey

df

Mean

SD

t

P

pretest
posttest

22
22

3.00
2.42

1.063
1.100

2.208

.038*

* = p<.05
Table 10
T-test of student experimental group pretest and posttest mean responses for I like hard,
challenging books.
Survey

df

Mean

SD

t

P

Pretest
Posttest

22
22

2.74
2.17

1.137
.937

2.614

.016*

* = p<.05
Table 11
T-test of student experimental group pretest and posttest mean responses for I enjoy a long,
involved story or fiction book.
Survey

df

Mean

SD

t

P

Pretest
Posttest

22
22

2.48
2.00

.947
1.000

2.598

.016*

* = p<.05
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Pretest and Posttest Data Comparison
The student experimental group also realized a decrease in the mean response scores
for motivation from pretest (2.82, close to “a little like me”) to posttest (2.65, between “a
little different from me” and “a little like me”). In regard to the 19 individual survey items
measuring motivation, a decrease in the mean response score from pretest to posttest was
reported for 14 of the items, with 2 items reporting no change. This is in comparison to the
student control group, who also reported a decrease in mean response score from pretest to
posttest for 14 items regarding motivation.
The significance of the change in motivation between the student experimental
group’s pretest to posttest was determined with a dependent t-test. The t-test did not
determine a significant difference in the motivation factor from pretest to posttest for the
student experimental group. A significant difference between the pretest and posttest means
was found in three of the 19 individual motivation items. The t-test determined a significant
difference between the student experimental group pretest and posttest mean response scores
for the item (see Table 9), I enjoy reading books about people in different countries. This
corresponds to the item for which the student control group also reported a significant
difference in means from pretest to posttest. Additionally, the student experimental group
reported a significant difference in mean responses for the items, I like hard, challenging
books (see Table 10), and I enjoy a long, involved story or fiction book (see Table 11).
Student Control and Experimental Groups
Comparison of the student control and student experimental groups as shown in Table
12 (see Appendix U) illustrates a higher mean response score for the motivation factor on
both the pretest and the posttest reported by the student control group. On the pretest, the
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student control group reported a mean response score for motivation of 3.05 (close to “a little
like me”). The student experimental group pretest mean response score for motivation was
2.82 (close to “a little like me”). The student control group again reported a higher mean
response score for motivation on the posttest (2.93, close to “a little like me”) than the
posttest mean response score reported by the student experimental group (2.65, between “a
little different from me” and “a little like me”).
The student control group also reported a higher range of mean response scores on
both the pretest and posttest for the 19 individual motivation items than the student
experimental group. The pretest mean response score range for the items reported by the
student control group was 2.44 (between “a little different from me” and “a little like me”) to
3.59 (between “a little like me” and “a lot like me”). This is in contrast with the student
experimental group’s lower pretest mean response score range of 1.88 (close to “a little
different from me”) to 3.25 (close to “a little like me”). The same was true on the posttest,
where the student control group mean response score range was reported as 2.12 (close to “a
little different from me”) to 3.66 (between “a little like me” and “a lot like me”) in contrast to
the student experimental group’s reported mean response score range of 1.83 (close to “a
little different from me”) to 3.46 (between “a little like me” and “a lot like me”). Both groups
reported a decrease in mean response scores from pretest to posttest on 14 of the 19
individual motivation items.
An independent t-test was utilized to determine if there were any significant
differences between motivation reported on the posttests of the student control and student
experimental groups. No statistical significant differences in motivation were concluded by
the t-test. An independent t-test did determine a significant difference in the posttest mean
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response scores given by the student control and student experimental groups for four items
pertaining to feeling happy when reading (see Table 13), losing track of time when reading
(see Table 14), learning difficult things by reading (see Table 15), and enjoying a long story
or fiction book (see Table 16).
Table 13
T-test of student control group and student experimental group posttest mean responses for I
like to read because I always feel happy when I read things that are of interest to me.
Group

df

Mean

SD

t

P

control group
experimental group

55
55

3.15
2.58

.939
1.139

2.061

.044*

* = p<.05
Table 14
T-test of student control group and student experimental group posttest mean responses for If
I am reading about an interesting topic, I “sometimes” lose track of time.
Group

df

Mean

SD

t

P

control group
experimental group

55
55

3.24
2.67

.792
1.090

2.312

.025*

* = p<.05
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Table 15
T-test of student control group and student experimental group posttest mean responses for I
usually learn difficult things by reading.
Group
Control group
experimental group

df

Mean

SD

t

P

49.036
49.036

3.06
2.50

.998
1.022

2.065

.044*

* = p<.05
Table 16
T-test of student control group and student experimental group posttest mean responses for I
enjoy a long, involved story or fiction book.
Group
control group
experimental group

df

Mean

SD

t

P

50.515
50.515

3.03
2.42

1.132
1.100

2.054

.045*

* = p<.05
Student Reported Family Reading Habits and Preferences
To examine the research question, How are families in both control and experimental
groups involved with 6th grade students’ reading before and after family involvement
homework?, student survey data for family reading habits and family reading preferences
were examined. Descriptive data for both the control and experimental groups of students are
reported here, as well as comparison data for the two groups (see Appendices V-X).
Student Control Group
Pretest Data
Frequencies of responses and descriptive statistics were first analyzed for the pretest
data of the student control group for the family reading habits section. This section asked the
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33 control group students to respond to 14 items pertaining to habits and attitudes regarding
reading together with a family member. The response scale for the family reading habits
section was a Likert scale with 4 = Every time, 3 = Most times, 2 = Sometimes, and 1 =
Never.
In the family reading habits section of the pretest survey, student control group
participants responded with a range of mean response scores from 1.76 (slightly below
“sometimes”) to 2.97 (close to “most times”), as indicated in Table 17 found in Appendix V.
The majority of the students (more than 50%) responded with “sometimes” or “never” for 11
of the 14 items on this section of the pretest. The highest pretest mean response score (2.97,
close to “most times”) was reported for the statement, I like talking about what I am reading
with my family. On this particular item, 20 of 31 students responding to the item (64.5%)
reported that they agreed with the statement “most times” or “every time”.
The family reading preferences section of the pretest survey utilized a response scale
similar to that of the habits section to measure how often families read 10 specific materials
together. An additional question asks respondents how often they read together in general.
The Likert scale for this section is given as follows, where 4 = Every week, 3 = Most weeks, 2
= Not often, and 1 = Never.
Frequencies for the family reading preferences section show that more than half
(54.5%) of student control group respondents reported that they never read together with a
family member. As Table 17 in Appendix V illustrates, the range of pretest mean response
scores for this section of questions was 1.61 (between “never” and “not often”) to 2.41
(between “not often” and “most weeks”). The highest pretest mean response score for the
control group’s reported family reading materials (2.41, between “not often” and “most
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weeks”) was given for reading information together on the Internet. This was the only
reading material item that at least half of the student control group respondents (16 of 32)
reported reading together “most weeks” or “every week”.
Posttest Data
The family reading habits section for posttest data for the student control group (see
Appendix V) reported a range of means that was lower than that on the pretest (1.76, close to
“sometimes”, to 2.97, close to “most times”), this time from 1.52 (between never and
“sometimes”) to 2.74 (between “sometimes” and “most times”). The highest posttest mean
response score on this section, though lower than that on the pretest, was again given for the
item I like talking about what I am reading with my family. This was the only item of 14
where more than half of student control group respondents (51.5%) reported “most times” or
“every time”. On all other items in the family reading habits section, 19 or more of the 33
participants responded with “sometimes” or “never”.
A lower range of mean response scores from 1.39 (between “never” and “not often”)
to 2.25 (slightly higher than “not often”) was also reported by the student control group for
the family reading preferences section. These posttest mean response scores were also lower
than those on the pretest (1.61 to 2.41). Of the student control group participants, 72.7%
reported on the posttest that they “never” read in general with their family, increasing from
54.5% reporting this on the pretest. On all items, at least 17 of 33 students (51.5% or more)
reported “never” or “not often”. The lowest mean response score was given for the same item
from pretest (1.61, between “never” and “not often”) to posttest (1.39, close to “never”) for
the question, How often do you and your family together read biography books?, with 75.8%
of participants responding with “never”.
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Pretest and Posttest Comparison Data
Close comparison of the pretest and posttest data for the student control group (see
Appendix V) revealed an overall decrease in means from pretest to posttest in regard to both
family reading habits and family reading preferences. On 25 total survey items, a decrease in
means was reported for 21 items, and no increase or decrease was reported on one item. The
three survey items that reported an increase from pretest to posttest means were all within the
family reading preferences section. A slight increase in posttest mean response scores was
realized in items pertaining to together reading sports materials (pretest mean 1.91, posttest
mean 2.13), reading nature materials (pretest mean 1.70, posttest mean 1.94), and reading
written directions (pretest mean 2.09, posttest mean 2.25).
Table 18
T-test of student control group pretest and posttest mean responses for When we read
together, someone in my family asks me if they can read with me.
Survey

df

Mean

SD

t

P

Pretest
Posttest

32
32

1.79
1.52

.893
.906

2.179

.037*

* = p<.05
Table 19
T-test of student control group pretest and posttest mean responses for How often do you and
your family read together?
Survey

df

Mean

SD

t

P

Pretest
Posttest

32
32

1.73
1.42

.944
.792

2.973

.006*

* = p<.05
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A dependent t-test analysis between the pretest and posttest means for the student
control group was utilized to determine if any significant differences were present. The
analysis revealed a significant difference between pretest and posttest mean response scores
for two questions. The family reading habits statement, When we read together, someone in
my family asks me if they can read with me, reported a significant difference between means
from pretest to posttest (see Table 18). In addition, the pretest to posttest mean response
scores showed a significant difference in mean response scores (see Table 19) was also given
for the question from the family reading preferences section, How often do you and your
family read together?
Student Experimental Group
Student experimental group data from the student survey were similarly analyzed for
the same family reading sections as those analyzed for the control group. The experimental
group also responded to 14 family reading habits items and 11 items pertaining to family
reading preferences. The same Likert scales were used for measurement. Descriptive
statistics and frequencies are reported here.
Pretest Data
Table 20 (see Appendix W) displays the mean and standard deviation reported for
each family reading question on the student experimental group’s pretest survey. A range of
1.67 (between “never” and “sometimes”) to 2.67 (between “sometimes” and “most times”)
was calculated for the student experimental group mean response scores reported for the
pretest family reading habits section. Like the control group, the highest pretest mean
response score (2.67, between “sometimes” and “most times”) reported by the student
experimental group was given for the statement, I like talking about what I am reading with
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my family. This was the only pretest survey item in this section where the majority of
experimental group students did not respond with “never” or “sometimes”. On this item, 50%
of participants responded with “most times” or “every time”; the highest frequency for the
item, 10 of 26 respondents (38.5%) was given for “every time”.
In regard to the family reading preferences section, 13 of 26 students (50%)
responded that they “never” read with their family. On all items, a majority of students
(65.4% or higher) reported reading the materials with their family “never” or “not often”.
The pretest survey results revealed a range of mean response scores from 1.17 (close to
“never”) to 2.17 (close to “not often”). It was noted that the lowest mean pretest mean
response score for this section (1.17, close to “never”) was reported for the item, How often
do you and your family together read biography books? This also matched the item receiving
the lowest pretest mean response score for the student control group (1.61, between “never”
and “not often”). On this item, all 26 students responded that they read the item “never” or
“not often”. The student experimental group, like the student control group, also reported the
highest pretest mean response score (2.17, close to “not often”) for reading information on
the Internet. Although more than half of the participants, 14 students, responded with “never”
for this item (53.8%), the second highest frequency was reported for “every week” (8 of 26,
30.8%).
Posttest Data
Posttest data for the family reading habits section for the student experimental group
reported a slightly lower range of mean response scores from 1.58 (between “never” and
“sometimes”) to 2.42 (between “sometimes” and “most times”) than those on the pretest
(1.67 to 2.67). In this particular group, the highest posttest mean response score on this
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section was no longer given for the item, I like talking about what I am reading with my
family. While the pretest reported 10 of 26 participants (38.5%) responded to this item with
“every time”, the posttest data revealed just 5 of 24 participants (20.8%) reported “every
time”. Rather, the highest mean response score on the posttest (2.42, between “sometimes”
and “most times”) was given for both the statement, I like it when someone in my family
helps me find information in books or on the Internet, and the statement, When we read
together, my family and I discuss the meanings of interesting or unknown words. Student
experimental group posttest frequencies show that these two items were the only posttest
items from this survey section where more than half (13 of 24, 54.2%) of students responded
with “most times” or “every time”.
On the family reading preferences section, the student experimental group reported a
slight increase in means from pretest (1.65, between “never” and “not often”) to posttest
(1.70) for the item regarding how often students read with family in general. Although a
higher percentage of students responding reported “never” reading together on the posttest
(52.2%) than on the pretest (50%), the percentage of participants responding with “most
weeks” or “every week” increased from 19.2% on the pretest to 21.7% on the posttest. A
higher range of mean response scores for the entire section from pretest (1.17, close to
“never”, to 2.17, close to “not often”) to posttest (1.17, close to “never”, to 2.50, between
“not often” and “most weeks”) surveys was reported for the section by the student
experimental group. Like the student control group, the lowest posttest mean response score
(1.17, close to “never”) was again reported for the biography book question as indicated on
the pretest survey. The same item returned the highest posttest mean response score for the
student experimental group, as well. How often do you and your family together read
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information on the Internet? reported the highest mean response score (2.50, between “not
often” and “sometimes”) for the student experimental group posttest. This item returned a
higher frequency of responses for “most weeks” and “every week” (13 of 24, 64.2%) than
“never” or “not often”. It was the only item in this posttest section to return a frequency
where a majority of respondents did not report “never” or “not often”.
Table 21
T-test of student experimental group pretest and posttest mean responses for When we read
together, my family and I talk about our predictions.
Survey

df

Mean

SD

t

P

Pretest
Posttest

23
23

1.83
2.33

1.007
.868

2.769

.011*

* = p<.05
Pretest vs. Posttest Data
Table 20 found in Appendix W also shows the student experimental group
comparison between the pretest and posttest descriptive data. Although the range of mean
response scores was slightly lower on the reading habits section, this group reported an
overall increase in means from pretest to posttest; this is in contrast to the control group’s
overall decrease. On 25 total questions, an increase in means was reported for 14 questions;
no change in means was reported on two questions. Seven of 14 family reading habits items
reported an increase in means, and an increase was also given for seven of the 11 family
preferences items.
A dependent t-test was used to determine if there were any significant differences
between pre- and posttest means for the student experimental group. The test revealed a
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statistical significant difference between pretest and posttest mean response scores for one
question. The family reading habits statement, When we read together, my family and I talk
about our predictions, reported a significant increase between means from pretest to posttest,
as shown in Table 21. In addition, t-tests indicated approaching significance in regard to in
pretest and posttest mean response scores reported in asking questions (p = .056), reading
nature materials (p = .056), and making inferences (p = .069).
Student Control and Experimental Groups
The pretest and posttest data were compared between student control and
experimental groups. Pretest data for both groups indicated that the control group initially
reported higher pretest mean response scores for all but two of the 25 total family reading
items. Both items where the experimental student group reported a higher pretest mean
response score than the control group were within the family reading habits section in regard
to discussing unknown words and the student asking a family member to read together.
However, comparison data demonstrated a change in report in the posttest. The mean
and standard deviation for each groups’ posttest items are shown in Table 22 in Appendix X.
Within the family reading habits section of the posttest, the experimental group reported a
higher mean response score than the control group for 10 of the 14 questions. The two items
in this section for which the experimental group gave a higher mean pretest score again
reported a higher posttest mean response score than the control group. Among the four items
where the student control group realized a higher mean response score than the student
experimental group was the statement, I like talking about reading with my family. On this
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Figure 5
Student control group posttest response for How often do you and your family read together?

Figure 6
Student experimental group posttest response for How often do you and your family read
together?
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item, a majority (51.5%) of the student control group responded with “most times” or “every
time”, while just 37.5% of the student experimental group responded the same.
In regard to the family reading preferences section, the experimental group reported
higher mean response scores than the control group on three of the 11 posttest items
pertaining to how often families read together in general, read information on the Internet,
and read instructions for how to do something. 24 of 33 respondents (72.7%) in the student
control group reported on the posttest that they never read in general with family (see Figure
5). In contrast, just 12 of 23 (52.2%) students in the experimental group reported that they
never read with family (see Figure 6). On all items, at least 17 of 33 control group students
(51.5% or more) reported never or “not often”. In the student experimental group, a majority
of students (54.2%) did report “most weeks” or “every week” for the item pertaining to
reading information on the Internet.
An independent t-test was used to determine if there were any statistical significant
differences between the posttest data of the student control and the student experimental
groups. The t-test analysis demonstrated there were no significant differences between the
student groups. However, the difference in means approached significance in regard to the
family reading habits of making predictions (p = .067). The item approaching significance
was an item with the experimental group reporting a higher posttest mean response score
than the control group.
Family Reported Family Reading Habits and Preferences
Family survey data for family reading habits and family reading preferences were
then examined to further explore the research question, How are families in both control and
experimental groups involved with 6th grade students’ reading before and after family
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involvement homework? Given here are descriptive data for both the control and
experimental groups of families, as well as the two groups’ comparison data (see Appendices
Y-AA).
Family Control Group
Families in the control group reported their family reading habits and preferences
utilizing items and answer scales that corresponded to those of the students’ surveys. 14
items in the family reading habits section utilized a Likert scale with 4 = Every time, 3 =
Most times, 2 = Sometimes, and 1 = Never. The family reading habits section was again
composed of 11 items with a response scale of 4 = Every week, 3 = Most weeks, 2 = Not
often, and 1 = Never.
Pretest Data
Table 23 in Appendix Y shows the mean and standard deviation reported by the
family control group for each question pertaining to family reading habits and preferences on
the survey.
In the first section, family reading habits, a range of 1.89 (close to “sometimes”) to
3.72 (close to “every time”) was given for the pretest mean response scores. The majority of
the family control group participants, at least 17 of 29 (58.6%) responded with “most times”
or “every time” for six of the fourteen items. The family control group’s lowest pretest mean
response score was reported for the item, When we read together, my child and I talk about
the pictures in our minds. Although the reported pretest mean response score was higher in
the family control group (3.72, close to “every time”) than the student control group’s pretest
mean response score (2.97, close to “most times”), the same statement, I like it when my child
talks to me about things that he or she is reading, reported the highest pretest mean response
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score for both control groups. In the family control group, 22 of 29 (75.9%) respondents
reported “every time” for this statement.
In the pretest family reading preference section, just 5 of 28 control group families
(17.9%) reported that they “never” read together, in contrast to the 54.5% of the student
control group who reported the same. The highest frequency given for reading together by
the family control group was reported for “not often” by 13 of 28 families (46.4%). The
family reading preferences section pretest reported a range of mean response scores of 1.21
(close to “never”) to 2.63 (between “not often” and “most weeks”). The lowest pretest mean
response score (1.21) was reported for the question, How often do you and your child
together read comic books?, rather than biography books as the student control group
reported. Of the family control group participants, 23 of 28 (82.1%) reported “never”
reading comic books. In contrast, the highest pretest mean response score given for this
group (2.63, between “not often” and “most weeks”) was realized for the item, How often do
you and your child together read information on the Internet? This was the only statement on
this pretest section where respondents in the family control group reported the highest
frequency (13 of 27, 48.1%) for “most weeks”, with a majority of participants (59.2%)
reporting “most weeks” or “every week” for the item. This response did correspond to that of
the student control group’s highest pretest mean response score (2.41) for reading
information on the Internet.
Posttest Data
The family reading habits section of the family control group posttest survey (see
Appendix Y) reported a range of means from 2.04 (close to “sometimes”) to 3.66 (between
“sometimes” and “every time”), giving a smaller range than the pretest (1.89 to 3.72). While
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on the pretest a majority of family control group respondents reported “most times” or “every
time” for six statements, a majority of the same group (at least 15 of 28, 53.6%) reported
“most times” or “every time” for seven of the 14 items. The statements on this section of the
posttest survey corresponding to the lowest posttest mean response score (2.04, close to
“sometimes”) and the highest posttest mean response score (3.66, between “sometimes” and
“every time”) remained the same as those on the pretest, pertaining to talking about the
pictures in our minds and talking about what my child is reading, respectively. There was a
slight decrease in the frequency of control group families reporting “every time” for enjoying
talking about what my child is reading from 22 of 29 (75.9%) on the pretest to 20 of 29
(69%) on the posttest.
A slight decrease on the family reading preferences section was reported by the
family control group for how often families read together. While 5 of 28 respondents (17.9%)
reported “never” reading together on the pretest, the posttest survey reported that 8 of 29
(27.6%) of participants “never” read together. This also contrasted with the student control
group posttest, where frequencies revealed that 72.2% of the group reported “never” reading
together. Another smaller range of posttest mean response scores, from 1.36 (close to
“never”) to 2.74 (closer to “most weeks”), was reported for the family reading preferences
section. The family control group’s lowest posttest mean response score (1.36, close to
“never”) was this time reported for the same item as that given by the student control group
lowest posttest mean response score (1.39) for the item, How often do you and your child
together read biography books? The item, How often do you and your child together read
information on the Internet? again reported the highest posttest mean response score (2.74,
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close to “most weeks”) by the family control group, with a majority of participants (16 of 29,
55.2%) reporting “most weeks” or “every week” for the item.
Pretest and Posttest Comparison Data
Although the student control group reported a decrease in mean response scores on 21
of 25 items, comparison between the pretest and posttest descriptive data for the family
control group (see Appendix Y) revealed more increases in mean response scores from
pretest to posttest in regard to family reading. On 25 total items, an increase in mean
response scores from pretest to posttest was reported for 14 questions. The family control
group data demonstrated an increase in posttest mean response scores on seven of the 14
family habits items and seven of the 11 family preferences items.
To determine if there were any significant differences between the pretest and posttest
means of the family control group, a dependent t-test was used. The t-test analysis
determined no statistical significance between mean response scores for any of the items.
Family Experimental Group
Pretest Data
The mean and standard deviation reported by the experimental family group for each
question on the pretest are shown in Table 24 (see Appendix Z). In the family reading habits
section, a range of 1.68 (between “never” and “sometimes”) to 3.36 (between “most times”
and “every time”) was given for the family experimental pretest mean response scores; this
was very similar to the pretest mean response score range of the family control group (1.89,
close to “sometimes”, to 3.72, close to “every time”). A majority of family experimental
group participants (at least 15 of 25, or 60%) responded with “most times” or “every time”
for just four of the 14 items in this section, in contrast to the six items with family control
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group respondents reporting the same. The pretest survey items corresponding to the lowest
(1.68, between “never” and “sometimes”) and highest (3.36, between “most times” and
“every time”) pretest mean response scores, talking about pictures in our minds and talking
about what my child is reading, respectively, matched those of the family control group
pretest. The experimental family group’s item pertaining to talking about what my child is
reading with the highest pretest mean response score (3.36, between “most times” and “every
time”) also corresponded to the same item’s highest pretest mean response score (2.67,
between “sometimes” and “most times”) given by the student experimental group. For this
item, 60% of respondents (15 of 25) in the family experimental group reported “every time”,
in comparison to 10 of 26 respondents (38.5%) in the student experimental group reporting
the same.
When reporting on how often families read together in the family reading preferences
section, the experimental family group reported a pretest mean response score of 2.04 (close
to “not often”). 9 of 25 participants in the group (36%) reported that they “never” read
together. This is in comparison to 17.9% of the family control group and 50% of the student
experimental group who also reported “never” reading together.
The experimental family group pretest survey for the family reading preferences
section reported a range of mean response scores of 1.28 (close to “never”) to 2.40 (between
“not often” and “most weeks”), smaller than that of the family control group (1.21 to 2.79).
The lowest pretest mean response score (1.28, close to “never”), though, was reported for the
same comic book item as that of the family control group lowest pretest mean response score
(1.21). On this item 80% of the family control group (20 of 25) reported “never” reading
comic books together. The highest pretest mean response score (2.40, between “not often”
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and “most weeks”) given for the family experimental group was reported for How often do
you and your family together read information on the Internet?; 16 of 25 respondents (64%)
reported “not often” or “most weeks” for this item. This corresponded to the highest pretest
mean response score in this survey section reported by the student experimental group pretest
(2.17, close to “not often”) and the family control group pretest mean response score (2.63,
between “not often” and “most weeks”).
Posttest Data
Illustrated in Appendix Z, family experimental group data for the family reading
habits section this time reported a range of posttest mean response scores of 1.84 (close to
“sometimes”) to 3.32 (between “most times” and “every time”); this is very similar to that of
the pretest data (1.68 to 3.36). At least half of family control group respondents (13 of 26,
50%) reported “most times” or “every time” for five of the 14 posttest section items, in
contrast to a majority reporting the same on just four pretest items. Like the family control
group, family experimental group items corresponding to the lowest (1.84, close to
“sometimes”) and highest (3.32, between “most times” and “every time”) posttest mean
response scores remained the same as those on the pretest, respectively talking about the
pictures in our minds and talking about what my child is reading.
The family experimental group reported an increase in mean response score from
pretest (2.04, close to “not often”) to posttest (2.44, between “not often” and “most weeks”)
on how often they read together in general in the family reading preferences survey section.
While 9 of 25 (36%) reported “never” reading together on the pretest, just 4 of 25 family
experimental group members (16%) reported “never” for the same item on the posttest. The
highest frequencies for this item, both 9 of 25 respondents (36%), were reported for “not
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often” or “most weeks”. The same posttest survey item returned contrasting results in the
family control group, where 8 of 29 respondents (27.6%) reported “never” for the item.
A slightly larger range of posttest mean response scores from 1.28 (close to “never”)
to 2.64 (between “not often” and “most weeks”) was reported by the experimental family
group for the family reading preferences section than the range of mean response scores
given on the pretest (1.28 to 2.40). The group’s lowest (1.28, close to “never”) and highest
(2.64, between “not often” and “most weeks”) posttest mean response scores corresponded to
the same questions as the pretest for this section as well, likewise reading comic books and
reading information on the Internet. Items matching the lowest (1.28, close to “never”) and
highest (2.64, between “not often” and “most weeks”) posttest mean response scores given
by the family experimental group on this section also corresponded with those items
reporting the lowest (1.50, between “never” and “not often”) and highest (2.74, closer to
“most weeks”) mean response scores on the posttest by the family control group. The highest
posttest mean response score (2.64, between “not often” and “most weeks”) given by the
family experimental group also corresponds to the item given the highest posttest mean
response score (2.50) by the student experimental group for reading together information on
the Internet. A majority of families in the family experimental group (16 of 26, 63.5%)
reported reading together on the Internet “most weeks” or “every week” on the posttest
survey, in contrast to the 11 of 25 members of this group (44%) who reported this on the
pretest.
Pretest and Posttest Comparison Data
When comparing pretest and posttest data for the family experimental group (see
Appendix Z) more closely, an overall increase is found in mean response scores. The family
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experimental data reported increases in mean response scores from pretest to posttest on 16
of 25 questions, with two questions showing no change in mean response score. Seven of the
14 items in the family reading habits section reported an increase in mean response scores,
while nine of 11 items increased in mean response score from pretest to posttest in regard to
family reading preferences with one item returning no change. The only item reporting a
decrease in mean response scores in the family reading preferences section was the item
pertaining to reading other, not specified items.
The change from pretest to posttest was examined more closely by a dependent t-test
to determine if there were any statistical significant differences between the pretest and
posttest of the family experimental group. A significant difference in mean response scores
for three of the family reading questions was indicated by the t-test. The change in mean
response scores from the pretest to the posttest for the statement, When we read together, my
child and I talk about connections that we can make to the text, was indicated as significant
(see Table 25). Additionally, the item, How often do you and your child read sports
materials? changed significantly in mean response scores from pretest to posttest (see Table
26). How often do you and your child read nature materials? also reported a significant
difference in mean response scores between the pretest and the posttest (see Table 27). The ttest revealed an approaching significance found in the change in mean from pretest to
posttest for the question, How often do you and your child read together? (p = .067).
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Table 25
T-test of family experimental group pretest and posttest mean responses for When we read
together, my child and I talk about connections that we can make to the text.
Survey

df

Mean

SD

t

P

Pretest
Posttest

24
24

1.84
2.16

.688
.554

2.317

.029*

* = p<.05

Table 26
T-test of family experimental group pretest and posttest mean responses for How often do
you and your child read sports materials?
Survey

df

Mean

SD

t

P

Pretest
Posttest

24
24

1.44
1.92

.821
.997

2.295

.031*

* = p<.05
Table 27
T-test of family experimental group pretest and posttest mean responses for How often do
you and your child read nature materials?
Survey

df

Mean

SD

t

P

Pretest
Posttest

23
23

1.50
1.92

.659
.881

2.460

.022*

* = p<.05
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Figure 7
Family control group posttest response for How often do you and your child read together?

Figure 8
Family experimental group posttest response for How often do you and your child read
together?
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Family Control and Experimental Groups
Descriptive data were compared for the posttests of the family control group and the
family experimental group (see Table 28 in Appendix AA). Similar to the student group
comparison where the control group reported higher pretest mean response scores for 23 of
25 items, pretest data for the family groups showed that the control group initially reported
higher mean response scores for 21 of the 25 total family reading items. Comparison data
showed a small change in report of family group mean response scores in the posttest,
although not as large as the differences reported in student posttests. Family data illustrated
the control group reporting a higher mean on only 17 of the 25 items on the posttest.
Of the eight posttest items where the family experimental group reported a higher
mean response score than the family control group, it was noted that the experimental group
showed a higher mean than the control group on the posttest for the question, How often do
you and your child read together? On this particular posttest item, 8 of 29 participants
(27.6%) in the family control group reported that they “never” read together (see Figure 7).
This contrasts with the family experimental group data (see Figure 8), where the “never”
response was given by 4 of 25 participants (16%).
An independent t-test analysis between the family control group and the family
experimental group, however, demonstrated that there were no statistical significant
differences between the mean response scores of the family control and family experimental
group posttest results.
Reactions to Family Involvement Homework
The final research question, How do families react to family involvement homework
tasks? was examined by exploring the results of survey questions about the homework on the
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posttest. Frequencies and descriptive data from both the students and families of the
experimental groups are presented here. The student data are contrasted with data reported by
the control group of students in regard to the parallel independent reading homework (see
Appendix BB and CC).
Student Reactions to Family Involvement Homework
Students in the experimental group reported overall feedback on the family
involvement homework through a series of survey items. Ten survey statements asked
students for their overall feedback of the family homework, reporting with a Likert scale with
4 = Agree, 3 = Somewhat agree, 2 = Somewhat disagree, and 1 = Disagree. Descriptive
analysis reported a range of mean response scores for these statements from 2.08 (close to
“somewhat disagree”) to 3.29 (close to “somewhat agree”). A majority of experimental
group students (at least 13 of 24, 54.2%) reported “somewhat agree” or “agree” for items
pertaining to homework interest, homework variety of tasks, homework level, homework
directions, homework variety of interests, and homework length. The item, The family
homework was enjoyed by our family, reported the lowest mean response score (2.08, close
to “somewhat disagree”). 10 of 24 students in the student experimental group (41.7%)
responded to the statement with “disagree”.
The student feedback for the experimental group homework tasks reported by the
experimental group in the overall feedback posttest survey section contrasted with the
feedback reported by the control group to the parallel independent homework (see Table 29
in Appendix BB). Given nine of the same items for feedback (The item, The family
homework started discussion with family members, was omitted from the student control
group posttest survey), the student control group reported a higher range of posttest mean
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response scores from 2.70 (between “somewhat disagree” and “somewhat agree”) to 3.39
(between “somewhat agree” and “agree”) than the student experimental group posttest range
of 2.08 (close to “somewhat disagree”) to 3.29 (close to “somewhat agree”). The control
group’s items matching the lowest and highest mean response scores differed from those
items matching the lowest and highest mean response scores given by the student
experimental group. However, the control group reported a higher posttest mean response
score on all but one of the feedback statements. On all 9 items in this section, a majority of
control group students (at least 19 of 33, or 57.5%) responded with “somewhat agree” or
“agree”.
In addition to their overall feedback for the family homework, experimental group
students reported on the overall importance of various aspects of the assignments. On the
posttest, seven items addressed the importance of cognitive reading strategies assessed in the
family reading habits survey section. Experimental group students responded using a Likert
scale, with 4 = Very Important, 3 = Important, 2 = Not very important, and 1 = Unimportant.
Descriptive data for this feedback section indicated a range of mean response scores from
2.13 (close to “not very important”) to 2.75 (close to “important”), with the highest mean
response score (2.75, “close to important”) reported for talking about interesting or unknown
words. A majority of students (at least 13 of 24, 54.2%) responded that it was “important” or
“very important” that the homework include talking about interesting or unknown words and
asking each other questions.
The same Likert scale was utilized for 10 feedback items about the types of reading
materials provided on the homework. Survey data for the student experimental group posttest
indicated a range of mean response scores on this section from 2.00 (“not very important”) to
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2.71 (close to “important”). The lowest mean response score (2.00, “not very important”)
was reported for the importance of including comic books, with the highest mean response
score (2.71, close to “important”) given for the importance of including sports materials.
With frequencies of at least 13 of 24 students (54.1%), a majority of students reported that it
was “important” or “very important” to include sports materials, magazines, and information
on the Internet.
Family Reactions to Family Involvement Homework
In survey items that matched those of the experimental group students, families in the
experimental group reported reactions to family homework. These reactions are reported in
contrast to the student reactions in Table 30 (see Appendix CC).
In response to the overall feedback of the homework, the family experimental group
reported a range of mean response scores from 2.48 (between “somewhat disagree” and
“somewhat agree”) to 3.52 (between “somewhat agree” and “agree”). These mean response
scores were higher than those given by the experimental group students who reported a range
of mean response scores from 2.08 (close to “somewhat disagree”) to 3.29 (close to
“somewhat agree”). A majority of experimental group families (at least 13 of 25, 52%)
responded with “somewhat agree” or “agree” for nine of the ten feedback items. The family
involvement homework was enjoyed by our family, was the only item that a majority of the
family experimental group (13 of 25, 52%) reported “somewhat disagree” or “disagree”. This
item returned the lowest mean response score (2.48, between “somewhat disagree” and
“somewhat agree”) in this section of the family experimental posttest survey. This
corresponds with the item reporting the lowest posttest mean response score (2.08, close to
“somewhat disagree”) in the feedback section of the student experimental group as well.
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The importance of inclusion of various strategies and materials was also reported on
the posttest by experimental group families. With a range of mean response scores from 2.65
(between “not very important” and “important”) to 3.12 (close to “important”) reported for
the importance of the inclusion of cognitive strategies, the experimental group families
reported higher mean response scores on this section than the student experimental group
(2.13, close to “not very important”, to 2.75, close to “important”). A majority of families (at
least 16 of 26, 61.6%) reported that it was “important” or “very important” that the
homework include each item. Twenty-one of 26 (80.8 %) of family experimental group
members indicated the importance of the homework in helping families look for more
information together was “important” or “very important”. This was the item with the highest
mean response score (3.12, close to “important”) given on this section of the posttest survey
by the family experimental group.
A range of mean response scores, from 1.69 (between “unimportant” and “not very
important”) to 2.81 (close to “important”) was indicated by families for the importance of
particular reading materials. This range was broader than the range of mean response scores
of 2.00 (“not very important”) to 2.71 (close to “important”) reported on this section by the
student experimental group. Only sports materials, comic books, and magazines were
reported by a majority of family experimental group respondents (at least 14 of 26, 53.8%) to
be “unimportant” or “not very important”. Like the students, the importance of including
comic books reported the lowest mean response score in the family experimental group
(1.69, between “unimportant” and “not very important”). Experimental group families
indicated the importance of including written instructions for how to do something as the
item with the highest mean response score (2.81, close to “important”).
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Summary
Although no significant difference in motivation was determined from pretest to
posttest for either group, a decrease in mean response scores for the motivation factor was
realized from pretest to posttest for both the student control group (3.05 to 2.93) and the
student experimental group (2.82 to 2.65). On the 19 individual items measuring motivation,
both the student control and student experimental groups reported a decrease in mean
response scores from pretest to posttest for 14 of the items. No significant difference in
motivation was realized between the posttests of the student control group and the student
experimental group.
The student control group realized a decrease in mean response scores from pretest to
posttest on 21 of 25 survey items measuring family reading habits and preferences. A
majority of student control respondents (72.7%) reported on the posttest that they “never”
read with family. On the posttest family reading habits and preferences survey items, the
student experimental group reported an increase in mean response scores on 14 of 25 items.
When asked how often they read with family, a slight increase in the frequency of
participants responding with “most weeks” was reported by student experimental group
participants from pretest (19.2%) to posttest (21.7%). It was determined that there were no
statistical significant differences between the family reading posttests of the student control
group and student experimental group.
The family control group reported an increase in mean response scores from pretest to
posttest for 14 of 25 family reading items, although an increase from pretest (17.9%) to
posttest (27.6%) was reported in the percentage of respondents who stated they “never” read
together. The family experimental group also reported an increase in mean response scores
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from pretest to posttest on 16 of 25 family reading survey items. The number of family
experimental group participants reporting that they “never” read together decreased from
pretest (36%) to posttest (16%).
When providing feedback for the homework tasks, the student control group reported
a higher mean response score on all posttest feedback items than the student experimental
group. Families and students in the experimental groups reported differences in the
importance of including reading habits and materials on the family homework tasks. A
majority of the student (66.7%) and the family (52%) experimental groups reported that they
“disagreed” or “somewhat disagreed” with enjoying the family homework tasks.
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CHAPTER V. SUMMARY, DISCUSSION, AND RECOMMENDATIONS
This chapter discusses the results of the study. The first part of the chapter
summarizes the study and findings in regards to the three research questions. Following the
summary, a discussion of the results is presented. At the conclusion of the chapter,
recommendations for further research regarding motivation and family involvement in
reading are offered.
Summary
Motivated readers obtain higher levels of achievement in text learning, reading
amount, and reading comprehension (Cunningham & Stanovich, 1997; Schiefele, 1999;
Wang & Guthrie, 2004). While reading motivation is multi-faceted, research by Deci,
Koestner, and Ryan (2001) indicates that intrinsic motivation is the strongest. Wigfield and
Guthrie (1997) claim that intrinsic motivation includes the constructs of curiosity,
involvement, and preference for challenge that may lead to higher levels of reading
motivation, while additional research indicates that interest, choice, and types of available
reading material may do the same (Love & Hamston, 2003; Reynolds & Symons, 2001;
Schiefele, 1999).
Student habits, though, are influenced by a variety of environmental factors, with
family and teachers at the closest level of interaction (Bronfenbrenner, 1979). Families
influence the lives of students at the home level. Additionally, research demonstrates that
families are able to influence positive student outcomes in attitude and learning when
teachers include them in home-school connections (Balli, Demo, & Wedman, 1998; Epstein
& Van Voorhis, 2001).
In the fall of 2007, 71 sixth grade students and families at Prairie Elementary School
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agreed to participate in a study of reading motivation and family reading. All students were
members of the researcher’s sixth grade reading classes. Thirty-seven students and families
assigned to the control group and 34 students and families assigned to the experimental group
completed a pretest regarding individual students’ motivation and family reading habits and
preferences. All pretests included a family reading habits section designed to measure the use
of cognitive reading strategies and attitudes when reading together as a family. A family
reading preferences section was also included on all pretests to address the variety of
materials read together by participants. In addition, the student pretests incorporated a section
that addressed reading motivation.
Pretest data indicated that students in the control and experimental groups held
similar levels of motivation at the commencement of the study, with motivation mean
response scores of 3.05 (close to “a little like me”) and 2.82 (just below “a little like me”),
respectively. Student pretests from both groups revealed that at least half of students (50% or
more) never read with family. The student control group and the student experimental group
both responded with the highest mean response scores approaching “most times” in family
habits for the statement, I like talking about what I am reading with my family. Both groups
of students also responded with a highest mean response score between “not often” and
“most weeks” for how often they read information on the Internet together in the materials
preference section.
Family pretest data revealed further similarities between the control and experimental
groups. Within the control group families, 17.9% reported that they “never” read together;
36% of experimental group families reported the same. Pretest data from both groups
indicated the highest mean response score (between “most times” and “every time”) for the
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parallel item, I like it when my child talks to me about things he or she is reading. Like the
student groups, the family groups both also reported the highest mean response score
(between “not often” and “most weeks”) in the preferences section for reading on the
Internet.
Between the months of September and April, participants in the study completed
homework tasks related to Prairie Elementary School’s district reading curriculum. Students
in the control group completed 15 independent reading homework tasks utilizing cognitive
strategies previously taught in class. The experimental group of students completed 15
parallel homework tasks with a family member. At the conclusion of the study, all students
and families completed a posttest version of the same motivation and family reading habits
survey that also included a section regarding feedback of the study.
The first research question considered the reading motivation of students who utilized
family homework. Posttest data for the student groups indicated a decline in motivation for
both the control group (3.05 to 2.93, close to “a little like me”) and the experimental group
(2.82 to 2.65, between “a little like me” and “a little different from me”). A decrease in the
mean response scores from pretest to posttest on the 19 individual motivation items was
realized for 14 items in both the control group and experimental group data. No significant
statistical difference in motivation was found between the control group and the experimental
group in the posttest data.
The second research question addressed the family reading habits of students and
families who took part in family involvement homework tasks. Posttest data regarding family
reading did show differences between the student control group and the student experimental
group. Although no significant differences were found between the groups, differences in
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mean response scores from pretest to posttest were reported for both groups. Items matching
the highest and lowest mean response score for each section remained similar. However, the
student control group demonstrated a decline in mean response scores from pretest to posttest
for 21 of the 25 family reading survey items. In contrast, the student experimental group
reported an increase in mean response scores from pretest to posttest for 14 of the same 25
items. A contrasting item of particular interest was the item regarding how often students
read with family. The student control group reported an increase in the number of students
reporting never, from 54.5% on the pretest to 72.7% on the posttest. The experimental group
of students reported only a slight increase in the percentage of students reporting they never
read with family, from 50% on the pretest to 52.2% on the posttest. Additionally, the number
of students in the experimental group reporting that they read together “most weeks” or
“every week” increased from pretest (19.2%) to posttest (21.7%).
Like the posttest data for the student groups, family posttest data again revealed no
significant differences between the two family groups and survey items matching the highest
and lowest mean response scores remained the same. Both family groups reported an
increase in mean response scores on a majority of the family reading items; the family
control group reported an increase in mean response scores for 14 of 25 items and the family
experimental group reported an increase in mean response scores for 16 of the 25 posttest
survey items. Like the student control group, the family control group reported an increase in
the number of families reporting that they never read together from 17.9% on the pretest to
27.6% on the posttest. In contrast, the family experimental group responded with a decrease
in responses for the same item, from 36% on the pretest to 16% on the posttest. This is
consistent with the student experimental group posttest findings for this item.
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Finally, the third research question focused on family and student reactions to the
family involvement tasks. Reactions to the family homework were also reported on the
posttests of the experimental group families and students. When asked if they enjoyed the
family homework tasks, a majority of the student (66.7%) and the family (52%) experimental
group respondents reported that they disagreed or somewhat disagreed. Student control group
participants, in contrast, reported more favorable feedback to the same questions in regard to
their parallel independent homework. Of the control group participants, 69.7% responded to
enjoying the homework tasks with somewhat agree or agree.
Discussion of the Results
Research has indicated a decline in the amount of leisure reading done by U.S.
adolescents. Roberts and Wilson (2006) report that young adults have declined from being
the most likely to read literature to the least likely in the past 20 years. The amount of leisure
reading done by students can be affected by the reading motivation held by a student
(Guthrie, Wigfiled, Metsala, & Cox, 1999; Guthrie, et. al, 1996; Wigfield & Guthrie, 1997).
However, Sperling and Head (2002) and Sainsbury and Schagen (2004) report that reading
attitudes decline as students become older.
Sixth grade students reported a slight decrease in mean response scores for motivation
from pretest to posttest in both the student control group (3.05, close to “a little like me”, to
2.93, just below “a little like me”) and the student experimental group (2.82, below “a little
like me”, to 2.65, between “a little like me” and “a little different from me”). This is in
accordance with the findings of Sainsbury and Schagen (2004) and Sperling and Head
(2002). Further, respondents in both groups reported a decrease in mean response scores
from pretest to posttest on 14 of the 19 individual items pertaining to motivation.
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Despite the difference in homework tasks completed throughout the school year by
the student groups, no significant differences were found in the posttest mean response scores
for motivation of the control and experimental group students. This may reflect the
interaction of the multiple factors of motivation proposed by Wang and Guthrie (2004) in
their two-factor motivational measurement model. According to the model, eight factors of
motivation contribute to a student’s overall motivation; each factor has the opportunity to
equally contribute to reading motivation. While the family homework tasks had the
opportunity to affect motivation, perhaps other factors held constant between the control and
experimental groups may have had a greater contribution to overall motivation. For example,
the timing of the posttest survey, given at the end of a school year, may have been a
contributing factor to all students’ decline in motivation.
Although the study did not find a difference in motivation related to family
involvement, the overall findings do support the roles that family members can naturally play
in the lives of young readers. Hughes-Hassell and Lutz (2006) found that 80% of students in
grades six to eight responded that they were encouraged to read by parents. Additionally,
families were reported by Millard (1997) as most influential in helping students to read.
These positive sentiments toward families in reading were echoed by this study. The pretest
scores of all data groups indicated that the highest mean response score in the family reading
habits section was given for the item, I like talking about what I am reading with my family.
or the corresponding item, I like it when my child talks to me about things he or she is
reading. All but the student experimental group reported the highest mean response score for
this statement again on the posttest. Thus, although the general feedback given for the family
homework did not indicate that the homework was enjoyed by the experimental groups, it
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does appear that both students and families do hold positive attitudes toward reading and
family in general.
The influence of family members is consistent with the found influence of homeschool connections with actual family involvement. Previous research had found that specific
requests for family involvement with older students could be met with success. Balli, Demo,
and Wedman (1998) demonstrated an increase in family involvement and the effectiveness of
utilizing prompts from the school for families to become involved in homework. This study
also indicated that the family homework had an impact on family involvement, particularly in
regard to how often families and students read together throughout the school year. From
pretest to posttest, a slight increase in mean response scores was reported for how often they
read together by both the student (from 1.65, between never and “not often”, to 1.70) and
family (from 2.04, close to “not often”, to 2.44, between “not often” and “most weeks”)
experimental groups who had received the family homework tasks. Although neither increase
was found to be significant, the family experimental group’s reported change in mean
response scores (from 2.04 to 2.44) for reading together did approach significance (p = .067).
The experimental groups’ data for how often families read together is in contrast to
that of the control group. Both the student and family control groups reported a decline from
pretest to posttest in the amount of time they spent reading together. The student control
group reported a pretest mean response score of 1.73 (between never and “not often”) and a
posttest mean response score of 1.42 (closer to never); The family control group reported a
slight decrease in reported mean response scores for the item from pretest (2.21, between
“not often” and “most weeks”) to posttest (2.14, closer to “not often”). While this decline
was slight in the family control group, it was significant in the dependent t-test comparison of
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the student control group’s pretest and posttest mean response scores. Because the control
group did not receive any family homework to encourage this behavior, it seems that this
decline in family reading may occur naturally at this age level. This finding supports research
in family perceptions by Eccles and Harold (1993) that families of older children believe that
students should have mastered skills in reading already and that parents are less likely to
help.
The changes in family reading reported by both the control and experimental groups
are in accordance with Hoover-Dempsey and Sandler’s (1995) Causal and Specific Model of
Parental Involvement. The model indicates that parents’ choice of involvement forms may be
influenced in part by specific invitations and demands for involvement by the teacher or
school. In this study, by specifically asking families and students in the experimental group
to become involved in family reading, a change was seen in that particular area of
involvement. It should be noted that the control group’s posttest data also follows the
Hoover-Dempsey and Sandler (1995) model. The overall decline in family reading may
reflect the lack of invitation from the school for this particular form of involvement.
Individual family posttest data, though, does show that some families in the control group did
increase their family reading throughout the study. This supports the model’s indication that
parents’ choice of involvement, while influenced in part by the school and teacher, is also
multi-faceted.
The effect of the family homework also appears supported in this study through the
family reading habits reported by both the control and the experimental groups of students.
Walker et al (2005) had previously found that perceptions of specific invitations for
involvement were the strongest predictors of home-based family involvement. The focus of
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the family homework was specific, utilizing the cognitive reading strategies that students
practiced throughout the year. When reporting on how often students used those strategies
when reading with their families, the control group of students indicated a decline in the use
of the strategies from pretest to posttest. The experimental group who regularly used these
strategies with family on the homework tasks, however, reported an increase in the use of all
of the strategies from pretest to posttest, with significant or approaching significant increases
in mean response scores reported for three strategies. Although the control group initially
indicated more usage of the strategies than the experimental group at the beginning of the
year, the experimental group reported using all of the strategies more often than the control
group by the study’s end.
Even though this effect of the family homework is not supported by the family data,
where both control and experimental groups reported an increase in the use of the strategies,
the difference in student reporting does appear to indicate a role played by the homework.
While it is possible that the student groups did not understand the use of the cognitive
strategies at the onset of the study, it is expected that the change in reporting from pretest to
posttest would have been consistent across control and experimental groups after instruction
if this were true. Because all students received the in-class instruction in using the strategies,
the shift made by only the experimental group of students is interesting to note.
In addition to the comparisons of family reading between the experimental and
control groups, the study also revealed interesting findings in terms of family reading across
all groups. Both the control and experimental family groups increased in the reported mean
response scores from pretest to posttest for making connections while reading together. The
change from pretest to posttest was found to be significant in the family experimental group
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and approached significance with the family control group. Although only the family
experimental group received homework tasks that specifically asked for this type of
interaction, all of the students received classroom instruction focusing on the cognitive
strategies. Of the strategies, making connections to a text is one that was utilized in the
classroom most readily by students for discussion purposes. It is possible that this classroom
effort to use the strategy was transferred to family reading by students even without the use
of family homework tasks. This would support research by Walker et al (2005) that
invitations for family involvement were strongest predictors of home-based family
involvement when the invitation was made by the child.
Another interesting finding noted across groups was the frequency of reading together
information on the Internet. Of all the reading materials listed in the family reading
preferences section of the survey, information on the Internet reported the highest mean
response score for all groups on the pretest. Additionally, the item again returned the highest
mean response score on the posttest by all but the student control group. This finding may
support research by Kirschenbaum (2006) and Love and Hamston (2003). Kirschenbaum
(2006) reports that students have indicated a preference for colored reading materials by a
margin of five to one; Love and Hamston (2003) found that students who participate in a low
amount of traditional “leisure reading” often do take part in enjoyment reading through the
Internet. The previous research support for students’ preferences for the Internet may carry
over to family reading as well. As students move from the early elementary years to preadolescence, it appears that the perceptions of “family reading time” may shift from sharing
books together to more varied types of reading materials.
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The positive change in reading habits indicated by the study, though, do contrast with
the affective results given by the experimental group students and families. Both students and
families reported their lowest mean response scores in overall evaluation of the homework
for enjoyment of the family tasks. This contrasts with research by Epstein and Van Voorhis
(2001), who utilized similar homework tasks using their TIPS method and received more
positive feedback. It appears that in the affective realm of this particular study, the
appropriateness of the involvement for the child and family may have intervened with other
possible influences, as described by Hoover-Dempsey and Sandler (1995). This finding
supports the call made by Hoover-Dempsey, et al (2001) to make continuous efforts to
develop and test approaches to improving invitations for family involvement.
In addition, when reporting on the importance of including materials or strategies on
the homework, both experimental groups gave feedback that seemed to conflict with their
reported actions. These results may indicate differences in perceptions of both the students
and families for the types of involvement most necessary or valued. Because research by
Carlisle, Stanley, and Kemple (2005) indicates a number of parent and student factors
influencing involvement, such as differences in culture, parents’ educational experience,
family structures, work schedules, and social networks, it may be that some of these
factors have influenced the differences in needs and actual involvement reported in this
study.
Recommendations
The study’s purpose was to address sixth grade students’ reading motivation before
and after family homework tasks. Additionally, the study investigated the family reading
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habits and preferences of participants. The study’s results offer several recommendations for
further study of pre-adolescent students’ motivation and family reading practices.
The study did not find significant differences in reading motivation between the
students who utilized family homework tasks and those who did not. It is recommended that
further research be conducted regarding family involvement and reading motivation. In this
particular study, the family involvement homework focused on using cognitive strategies
together. However, while using these strategies may aid in reading comprehension, their use
may not be related to reading motivation. The study suggests that future research regarding
family involvement and reading motivation utilize family involvement tasks specifically
associated with reading motivation while considering the inclusion of new literacies like
graphic novels and the Internet.
Further, the study results recommend additional research in the use of family
homework tasks. The findings of the study support the positive effects of specific family
involvement opportunities. Although the family homework tasks utilized in this study were
not found to result in significant differences in student reading motivation between the
control and experimental groups of students, the reported differences in family reading
indicate an opportunity for further research involving family tasks. Particularly, it is
recommended that future research involving family reading utilize an expanded
understanding of family reading that encourages not only homework and reading together,
but also reading simultaneously, visiting the library, and other family reading habits. Because
students and families utilizing the family homework did report an increase in family reading,
a need for research pertaining to other affects of this homework is indicated as well. There
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continues to be a particular need to investigate the academic affects of increased family
reading with students at an upper elementary and middle school level.
In regard to the continued use of the family homework tasks at Prairie Elementary
School, the study results recommend continuing the use of similar homework tasks in order
to involve older students’ families. Families who utilized the homework tasks did respond
with an increase in family reading, reacting to the school’s invitation to partake in family
reading. Because families of older students may not recognize a need to read together, the
invitation from the school and teacher may be necessary to encourage this behavior.
However, the feedback given for the family homework tasks indicates a need to adapt
the homework to better-fit Prairie Elementary School families’ interests and needs. Despite
the increase in family reading reported by the experimental groups, both groups reported that
they did not enjoy the tasks. This may indicate a discrepancy between the study’s homework
tasks and what families of older students naturally do when reading together. Focus groups
that provide more information about the family reading process may help in development of
future homework tasks that better fit into natural family reading and an expanded concept of
activities that constitute family reading.
It is recommended that future family homework tasks also are responsive to family
reported reading needs. Because the implementation of cognitive reading strategies districtwide was relatively new to Prairie Elementary School at the time of this study, the family
homework tasks focused on these strategies. However, as cognitive strategies become more
widely used in the district, the need for their inclusion on family homework tasks may no
longer be necessary. In order to respond to family needs, information regarding family
reading should be collected from families at the school year’s commencement during open
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house and parent conferences. Particularly, information regarding family schedules, access
to reading materials in the household, and understandings of the concept of family reading
should be gathered. This could aid Prairie Elementary school staff in not only developing
classroom activities for family involvement, but also in creating school-wide family reading
involvement opportunities as well.
Finally, it is recommended that the use of the Internet and other non-traditional forms
of reading for family reading involvement be further explored. Because all participants in the
study indicated a preference for reading information together on the Internet, the Internet
may be a reading source that would more readily fit today’s family needs. Although families
of older students may not find it necessary to read traditional print items together, educators
should be responsive to the need families do indicate to more carefully supervise Internet
reading. As teachers consider ways to help students learn to evaluate information from the
Internet, it is recommended that they consider opportunities for family reading involvement
regarding the same.
Conclusion
The study revealed that family homework tasks can affectively involve family
members in reading with older elementary students. Although the study did not find a
significant change in the student experimental group’s reading motivation from pretest to
posttest, a significant change was made in how often students in this group read with family.
The findings suggest a need to continue to include the families of older students in reading
tasks while continually evaluating the nature of the involvements to best-fit family needs.
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APPENDIX A. CONTROL GROUP LETTER OF INVITATION

September, 2007
Dear Parents,
As you already know from previous communication, routine homework assignments in
leisure reading are a part of our classroom. All homework assignments include participation
points given for the assignments based on quality of work. Throughout this school year, your
child will receive 15 leisure reading assignments that will include brief, 15-20 minute
activities to be completed independently.
As a Boone/United Sixers sixth grade reading teacher and graduate student at Iowa State
University, I am conducting a research study focusing on students’ reading motivation. I am
asking for your permission for you and your child to participate in my research study during
the 2007-2008 school year.
Should you agree to participate in the study, you and your child will each be asked to
complete a brief survey late-August and mid-April focusing on reading motivation and your
family reading habits. Family surveys will be identified with a number-code to ensure
confidentiality, and I will not utilize the number coding system until the conclusion of the
study at the school year’s end. This is to assure that your survey responses will not affect
your child’s academic year in my classroom. Additionally, a student survey, which will be
administered in a group setting within your child’s reading classroom, will also be numbercoded to ensure that your child’s identity will remain confidential until the number code is
used at the school year’s end. Your child will be asked to sign his or her assent for the survey
prior to completing it. In mid-April, the study’s ending survey will be administered to both
families and students in the same manner. Each survey will take approximately 20 minutes to
complete, and you may skip any questions you do not feel comfortable answering. You and
your child’s participation in the study is strictly voluntary. Further, you and your child may
withdraw at any time without penalty.
Because the questions asked are not threatening, there are no foreseeable risks from
participating in the study at this time. Throughout the study, all data collected will be stored
on locked computers or in locked filing cabinets to ensure confidentiality. At the conclusion
of the study, all records will be destroyed. I hope to apply my findings to my classroom and
those of my sixth grade teaching teammates as we plan meaningful experiences for our
students and consider ways to improve students’ reading motivation.
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I encourage you to ask any questions that you may have. For more information about the
study, you may contact me at 515-432-5319 or my major professor, Donna Merkley, at 515294-0661. If you have any questions about the rights of research subjects or research-related
injury, please contact the IRB Administrator, (515) 294-4566 IRB@iastate.edu, or Director,
(515) 294-3115, Office of Research Assurances, Iowa State University, Ames, Iowa 50011.
I appreciate your support in my research and teaching.
Sincerely,

Jill Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction

Robert Thompson
United Community Principal

***************************************************************************
***
Parent/Guardian Consent Signature
Please mark the appropriate response on the following lines, print your child’s name and
sign. Your signature indicates that the study has been explained to you, that you have been
given the time to read the document, and that your questions have been satisfactorily
answered. Return the signed copy of this letter to the school with your child and retain the
additional copy as your record of informed consent.
_____ Yes, I agree to participate in the study.
_____ No, I choose not to participate in the study.

_____ Yes, my child may participate in the study.
_____ No, my child may not participate in the study.

(Child’s name)

(Signature of Parent/Guardian)

(Date)
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APPENDIX B. EXPERIMENTAL GROUP LETTER OF INVITATION

September, 2007
Dear Parents,
As you already know from previous communication, routine homework assignments in
leisure reading are a part of our classroom. All homework assignments include participation
points given for the assignments based on quality of work. Throughout this school year, your
child will receive 15 leisure reading assignments that will include brief, 15-20 minute
activities.
As a Boone/United Sixers sixth grade reading teacher and graduate student at Iowa State
University, I am conducting a research study focusing on students’ reading motivation. I am
asking for your permission for you and your child to participate in my research study during
the 2007-2008 school year.
Should you agree to participate in the study, your child will be asked complete the homework
assignments with an older family member. Family members may include parents, siblings,
extended family, or babysitters and caregivers, however, it is expected that someone in the
family will participate in the homework with your child upon agreement to participate in the
study. You will also be asked to complete a brief survey late-August and mid-April focusing
on reading motivation and your family reading habits. Family surveys will be identified with
a number-code to ensure confidentiality, and I will not utilize the number coding system until
the conclusion of the study at the school year’s end. This is to assure that your survey
responses will not affect your child’s academic year in my classroom. Additionally, a student
survey, which will be administered in a group setting within your child’s reading classroom,
will also be number-coded to ensure that your child’s identity will remain confidential until
the number code is used at the school year’s end. Your child will be asked to sign his or her
assent for the survey prior to completing it. In mid-April, the study’s ending survey will be
administered to both families and students in the same manner. Each survey will take
approximately 20 minutes to complete, and you may skip any questions you do not feel
comfortable answering. You and your child’s participation in the study is strictly voluntary.
Further, you and your child may withdraw at any time without penalty.
Because the questions asked are not threatening, there are no foreseeable risks from
participating in the study at this time. Throughout the study, all data collected will be stored
on locked computers or in locked filing cabinets to ensure confidentiality. At the conclusion
of the study, all records will be destroyed. I hope to apply my findings to my classroom and
those of my sixth grade teaching teammates as we plan meaningful experiences for our
students and consider ways to improve students’ reading motivation.

105
I encourage you to ask any questions that you may have. For more information about the
study, you may contact me at 515-432-5319 or my major professor, Donna Merkley, at 515294-0661. If you have any questions about the rights of research subjects or research-related
injury, please contact the IRB Administrator, (515) 294-4566 IRB@iastate.edu, or Director,
(515) 294-3115, Office of Research Assurances, Iowa State University, Ames, Iowa 50011.
I appreciate your support in my research and teaching.
Sincerely,

Jill Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction

Robert Thompson
United Community Principal

***************************************************************************
***
Parent/Guardian Consent Signature
Please mark the appropriate response on the following lines, print your child’s name and
sign. Your signature indicates that the study has been explained to you, that you have been
given the time to read the document, and that your questions have been satisfactorily
answered. Return the signed copy of this letter to the school with your child and retain the
additional copy as your record of informed consent.
_____ Yes, I agree to participate in the study.
_____ No, I choose not to participate in the study.

_____ Yes, my child may participate in the study.
_____ No, my child may not participate in the study.

(Child’s name)

(Signature of Parent/Guardian)

(Date)
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APPENDIX C. FAMILY PRETEST

Fall Family Survey: Families, Motivation, and Reading
Part 1: Family Reading Habits
For each of the following statements, please circle the number that best describes you.

Every
time

Most “sometimes” Never
times

1. When we read together, my child and I
a.

discuss the meanings of interesting or unknown
words.
b. talk about the pictures we see in our minds.

4

3

2

1

4

3

2

1

c. talk about connections that we can make to the text.

4

3

2

1

d.

4

3

2

1

e. ask each other questions about what we are reading.

4

3

2

1

f.

look for more information together if he or she is
interested in learning more about something.
g. make inferences or judgments about the characters’
thoughts and feelings.
2. My child and I talk about things we have read on our own.

4

3

2

1

4

3

2

1

4

3

2

1

3. I enjoy spending time reading for fun with my child.

4

3

2

1

4. I like helping my child find information in books or on the
Internet.
5. I like talking about what I am reading with my child.

4

3

2

1

4

3

2

1

6. I like it when my child talks to me about things that he or
she is reading.
7. When we read together, I ask my child to read with me.

4

3

2

1

4

3

2

1

8. When we read together, my child asks me if I can read with
him or her.

4

3

2

1

talk about our predictions.
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Part 2: Family Reading Preferences
For each of the following questions, please circle the number that best describes you.

9.

Almost
every
day

About
once a
week

About
once a
month

Almost
never

4

3

2

1

a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

information on the Internet?

4

3

2

1

i.

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane
together, or baking a cake?
other types of materials, like ____________________?
(Please specify)

4

3

2

1

4

3

2

1

How often do you and your child read together?

10. How often do you and your child together read

j.
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APPENDIX D. STUDENT PRETEST

Fall Student Survey: Families, Motivation, and Reading
This is a survey about reading. Please read each question carefully and select the answer that best fits you.
There are no right or wrong answers. If you find a word you don’t know or have any questions while you
are taking the survey, please raise your hand so the teacher can help you.
Part 1: Reading Motivation
For each of the following statements about reading, please circle the number that best describes you.

A lot
like me

1.

A little
like me

A little
Very
different different
from me from me

I like to read because I always feel happy when I read things that are
of interest to me.
If I am reading about an interesting topic, I “sometimes” lose track of
time.
I like hard, challenging books.

4

3

2

1

4

3

2

1

4

3

2

1

4

3

2

1

5.

If the teacher discusses something interesting, I might read more
about it.
I read stories about fantasy and make believe.

4

3

2

1

6.

If something is interesting, I can read difficult material.

4

3

2

1

7.

I have favorite subjects that I like to read about.

4

3

2

1

8.

I like mysteries.

4

3

2

1

9.

I like it when the questions in books make me think.

4

3

2

1

10. I read to learn new information about topics that interest me.

4

3

2

1

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

4

3

2

1

12. I usually learn difficult things by reading.

4

3

2

1

13. I read about my hobbies to learn more about them.

4

3

2

1

14. I feel like I made friends with people in good books.

4

3

2

1

15. If a book is interesting, I don’t care how hard it is to read.

4

3

2

1

16. I like to read about new things.

4

3

2

1

17. I like to read adventure stories.

4

3

2

1

18. I enjoy reading books about people in different countries.

4

3

2

1

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

4

3

2

1

2.
3.
4.
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Part 2: Family Reading Habits
For each of the following statements, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.

Every
time

Most “sometimes” Never
times

20. When we read together, my family and I
a. discuss the meanings of interesting or unknown words.

4

3

2

1

b. talk about the pictures we see in our minds.

4

3

2

1

c. talk about connections that we can make to the text.

4

3

2

1

d. talk about our predictions.

4

3

2

1

e. ask each other questions about what we are reading.

4

3

2

1

f. look for more information together if I am interested in
learning more about something.
g. make inferences or judgments about the characters’
thoughts and feelings.
21. My family and I talk about things we have read on our own.

4

3

2

1

4

3

2

1

4

3

2

1

22. I enjoy spending time reading for fun with my family.

4

3

2

1

23. I like it when someone in my family helps me find information in
books or on the Internet.
24. I like talking about what I am reading with my family.

4

3

2

1

4

3

2

1

25. I like it when my family members talk to me about things that
they are reading.
26. When we read together, I ask someone in my family to read with
me.
27. When we read together, someone in my family asks me if they
can read with me.

4

3

2

1

4

3

2

1

4

3

2

1
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Part 3: Family Reading Preferences
For each of the following questions, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.

Almost
every
day

About
once a
week

About
once a
month

Almost
never

4

3

2

1

a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

4

3

2

1

4

3

2

1

4

3

2

1

28. How often do you and your family read together?
29. How often do you and your family together read

information on the Internet?

i. written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
j. other types of materials, like ______________________?
(Please specify)
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APPENDIX E. CONTROL GROUP FAMILY POSTTEST

Spring Family Survey: Families, Motivation, and Reading
Part 1: Family Reading Habits
For each of the following statements, please circle the number that best describes you.

Every
time

Most
times

“sometimes” Never

1. When we read together, my child and I
a. discuss the meanings of interesting or unknown words.

4

3

2

1

b. talk about the pictures we see in our minds.

4

3

2

1

c. talk about connections that we can make to the text.

4

3

2

1

d. talk about our predictions.

4

3

2

1

e. ask each other questions about what we are reading.

4

3

2

1

f.

look for more information together if he or she is interested in
learning more about something.
g. make inferences or judgments about the characters’
thoughts and feelings.
2. My child and I talk about things we have read on our own.

4

3

2

1

4

3

2

1

4

3

2

1

3. I enjoy spending time reading for fun with my child.

4

3

2

1

4. I like helping my child find information in books or on the
Internet.
5. I like talking about what I am reading with my child.

4

3

2

1

4

3

2

1

6. I like it when my child talks to me about things that he or she is
reading.
7. When we read together, I ask my child to read with me.

4

3

2

1

4

3

2

1

8. When we read together, my child asks me if I can read with him or
her.

4

3

2

1
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Part 2: Family Reading Preferences
For each of the following questions, please circle the number that best describes you.

9.

Almost
every
day

About
once a
week

About
once a
month

Almost
never

4

3

2

1

a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

4

3

2

1

4

3

2

1

4

3

2

1

4

3

2

1

How often do you and your child read together?

10. How often do you and your child together read

information on the Internet?

i. written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
j. other types of materials, like ______________________?
(Please specify)
11. How often did a family member help your child with homework
for this class?
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APPENDIX F. EXPERIMENTAL GROUP FAMILY POSTTEST

Spring Family Survey: Families, Motivation, and Reading
Part 1: Family Reading Habits
For each of the following statements, please circle the number that best describes you.
Every
time

Most
times

“sometimes” Never

1. When we read together, my child and I
a.

discuss the meanings of interesting or unknown words.

4

3

2

1

b.

talk about the pictures we see in our minds.

4

3

2

1

c.

talk about connections that we can make to the text.

4

3

2

1

d.

talk about our predictions.

4

3

2

1

e.

ask each other questions about what we are reading.

4

3

2

1

f.

look for more information together if he or she is interested in
learning more about something.

4

3

2

1

g.

make inferences or judgments about the characters’ thoughts
and feelings.

4

3

2

1

2. My child and I talk about things we have read on our own.

4

3

2

1

3. I enjoy spending time reading for fun with my child.

4

3

2

1

4. I like helping my child find information in books or on the Internet.

4

3

2

1

5. I like talking about what I am reading with my child.

4

3

2

1

6. I like it when my child talks to me about things that he or she is
reading.

4

3

2

1

7. When we read together, I ask my child to read with me.

4

3

2

1

8. When we read together, my child asks me if I can read with him or
her.

4

3

2

1

Very Important Not very Unimportant
important
important

9. How important was the family homework in helping you and your
child
a. discuss the meanings of interesting or unknown words.

4

3

2

1

b.

4

3

2

1

c. talk about connections that you make to the text.

4

3

2

1

d.

talk about your predictions.

4

3

2

1

e.

ask each other questions about what you were reading.

4

3

2

1

f.

look for more information together if your child was
interested in learning more about something.
make inferences or judgments about the characters’
thoughts and feelings.

4

3

2

1

4

3

2

1

g.

talk about the pictures in your minds.
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Part 2: Family Reading Preferences
For each of the following questions, please circle the number that best describes you.

10.

How often do you and your child read together?

Almost
every
day

About
once a
week

About
once a
month

Almost
never

4

3

2

1

11. How often do you and your child together read
a.

fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d.

biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g.

newspapers?

4

3

2

1

h.

information on the Internet?

4

3

2

1

i.

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
b ki types kof?materials, like ______________________?
other
(Please specify)

4

3

2

1

4

3

2

1

j.

Very Important Not very Unimportant
important
important

12. How important was it to have family homework that included
a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

information on the Internet?

4

3

2

1

i.

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
other types of materials, like ______________________?
(Please specify)

4

3

2

1

4

3

2

1

j.
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Part 3: Family Reading Homework
For each of the following questions, please circle the number that best describes you.
Agree Somewhat Somewhat Disagree
agree
disagree

13. The family involvement homework
a.

held my child’s interest.

4

3

2

1

b.

had a variety of tasks.

4

3

2

1

c.

encouraged a variety of reading material.

4

3

2

1

d. was of a reasonable length.

4

3

2

1

e. was of a reasonable difficulty level.

4

3

2

1

f.

4

3

2

1

g. was relevant to classroom activities.

4

3

2

1

h. generated discussion with family members.

4

3

2

1

i.

4

3

2

1

4

3

2

1

had clear directions.

made my child want to read more things.

j. was enjoyed by our family.

14. Of the 15 family involvement assignments, our family worked
together to complete

All 15

Most
(11-14)

Some Less than 8
(8-10)
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APPENDIX G. CONTROL GROUP STUDENT POSTTEST

Spring Student Survey: Families, Motivation, and Reading
This is a survey about reading. Please read each question carefully and select the answer that best fits you.
There are no right or wrong answers. If you find a word you don’t know or have any questions while you
are taking the survey, please raise your hand so the teacher can help you.
Part 1: Reading Motivation
For each of the following statements about reading, please circle the number that best describes you.

A lot
like me

A little
like me

A little
Very
different different
from me from me

20. I like to read because I always feel happy when I read things that are
of interest to me.
21. If I am reading about an interesting topic, I “sometimes” lose track of
time.
22. I like hard, challenging books.

4

3

2

1

4

3

2

1

4

3

2

1

23. If the teacher discusses something interesting, I might read more
about it.
24. I read stories about fantasy and make believe.

4

3

2

1

4

3

2

1

25. If something is interesting, I can read difficult material.

4

3

2

1

26. I have favorite subjects that I like to read about.

4

3

2

1

27. I like mysteries.

4

3

2

1

28. I like it when the questions in books make me think.

4

3

2

1

29. I read to learn new information about topics that interest me.

4

3

2

1

30. I make pictures in my mind when I read.

4

3

2

1

31. I usually learn difficult things by reading.

4

3

2

1

32. I read about my hobbies to learn more about them.

4

3

2

1

33. I feel like I made friends with people in good books.

4

3

2

1

34. If a book is interesting, I don’t care how hard it is to read.

4

3

2

1

35. I like to read about new things.

4

3

2

1

36. I like to read adventure stories.

4

3

2

1

37. I enjoy reading books about people in different countries.

4

3

2

1

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

4

3

2

1
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Part 2: Family Reading Habits
For each of the following statements, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.

Every
time

Most “sometimes” Never
times

20. When we read together, my family and I
a.

discuss the meanings of interesting or unknown words.

4

3

2

1

b.

talk about the pictures we see in our minds.

4

3

2

1

c.

talk about connections that we can make to the text.

4

3

2

1

d.

talk about our predictions.

4

3

2

1

e.

ask each other questions about what we are reading.

4

3

2

1

look for more information together if I am interested in
learning more about something.
g. make inferences or judgments about the characters’ thoughts
and feelings.
21. My family and I talk about things we have read on our own.

4

3

2

1

4

3

2

1

4

3

2

1

22. I enjoy spending time reading for fun with my family.

4

3

2

1

23. I like it when someone in my family helps me find information in
books or on the Internet.
24. I like talking about what I am reading with my family.

4

3

2

1

4

3

2

1

25. I like it when my family members talk to me about things that they
are reading.
26. When we read together, I ask someone in my family to read with me.

4

3

2

1

4

3

2

1

27. When we read together, someone in my family asks me if they can
read with me.

4

3

2

1

f.
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Part 3: Family Reading Preferences
For each of the following questions, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.
Almost
every
day

About
once a
week

About
once a
month

Almost
never

4

3

2

1

a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

4

3

2

1

4

3

2

1

4

3

2

1

4

3

2

1

28. How often do you and your family read together?
29. How often do you and your family together read

i.

information on the Internet?

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
j. other types of materials, like ______________________?
(Please specify)
30. How often did a family member help you with homework for this class?
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Part 4: Independent Reading Homework
For each of the following questions, please circle the number that best describes you.
Agree Somewhat Somewhat Disagree
agree
disagree

31. The independent reading homework
a. was interesting.

4

3

2

1

b. had a variety of tasks.

4

3

2

1

c. was like our classroom activities.

4

3

2

1

d. was about the right level.

4

3

2

1

e.

4

3

2

1

f. included a variety of reading materials.

4

3

2

1

g. was about the right length.

4

3

2

1

h. made me want to read more things on my own.

4

3

2

1

i. was enjoyable for me.

4

3

2

1

had clear directions.
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APPENDIX H. EXPERIMENTAL GROUP STUDENT POSTTEST

Spring Student Survey: Families, Motivation, and Reading
This is a survey about reading. Please read each question carefully and select the answer that best fits you.
There are no right or wrong answers. If you find a word you don’t know or have any questions while you
are taking the survey, please raise your hand so the teacher can help you.
Part 1: Reading Motivation
For each of the following statements about reading, please circle the number that best describes you.

A lot
like me

A little
like me

A little
Very
different different
from me from me

39. I like to read because I always feel happy when I read things that are
of interest to me.

4

3

2

1

40. If I am reading about an interesting topic, I “sometimes” lose track of
time.

4

3

2

1

41. I like hard, challenging books.

4

3

2

1

42. If the teacher discusses something interesting, I might read more
about it.
43. I read stories about fantasy and make believe.

4

3

2

1

4

3

2

1

44. If something is interesting, I can read difficult material.

4

3

2

1

45. I have favorite subjects that I like to read about.

4

3

2

1

46. I like mysteries.

4

3

2

1

47. I like it when the questions in books make me think.

4

3

2

1

48. I read to learn new information about topics that interest me.

4

3

2

1

49. I make pictures in my mind when I read.

4

3

2

1

50. I usually learn difficult things by reading.

4

3

2

1

51. I read about my hobbies to learn more about them.

4

3

2

1

52. I feel like I made friends with people in good books.

4

3

2

1

53. If a book is interesting, I don’t care how hard it is to read.

4

3

2

1

54. I like to read about new things.

4

3

2

1

55. I like to read adventure stories.

4

3

2

1

56. I enjoy reading books about people in different countries.

4

3

2

1

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

4

3

2

1

121
Part 2: Family Reading Habits
For each of the following statements, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.
Every
time

Most “sometimes” Never
times

20. When we read together, my family and I
a.

discuss the meanings of interesting or unknown words.

4

3

2

1

b.

talk about the pictures we see in our minds.

4

3

2

1

c.

talk about connections that we can make to the text.

4

3

2

1

d.

talk about our predictions.

4

3

2

1

e.

ask each other questions about what we are reading.

4

3

2

1

4

3

2

1

f.

look for more information together if I am interested in
learning more about something.
g. make inferences or judgments about the characters’ thoughts
and feelings.
21. My family and I talk about things we have read on our own.

4

3

2

1

4

3

2

1

22. I enjoy spending time reading for fun with my family.

4

3

2

1

23. I like it when someone in my family helps me find information in
books or on the Internet.
24. I like talking about what I am reading with my family.

4

3

2

1

4

3

2

1

25. I like it when my family members talk to me about things that they
are reading.
26. When we read together, I ask someone in my family to read with me.

4

3

2

1

4

3

2

1

4

3

2

1

27. When we read together, someone in my family asks me if they can
read with me.

Very Important Not very Unimportant
important
important

28. How important was the family homework in helping you and your
family
a. discuss the meanings of interesting or unknown words.

4

3

2

1

4

3

2

1

c. talk about connections that you make to the text.

4

3

2

1

d.

talk about your predictions.

4

3

2

1

e.

ask each other questions about what you were reading.

4

3

2

1

f.

look for more information together if you were interested in
learning more about something.
make inferences or judgments about the characters’ thoughts
and feelings.

4

3

2

1

4

3

2

1

b.

g.

talk about the pictures in your minds.
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Part 3: Family Reading Preferences
For each of the following questions, please circle the number that best describes you. Family may include
parents, siblings, grandparents and extended family, and babysitters and caregivers.
Almost
every

About
once a

About
once a

day

week

month

2

1

a. fiction materials like mystery or adventure?

4

3

2

1

b.

sports materials?

4

3

2

1

c.

nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e.

comic books?

4

3

2

1

f.

magazines?

4

3

2

1

g. newspapers?

4

3

2

1

h.

information on the Internet?

4

3

2

1

i.

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
other types of materials, like ______________________?
(Please specify)

4

3

2

1

4

3

2

1

29. How often do you and your family read together?

4

3

Almost
never

30. How often do you and your family together read

j.

Very Important Not very Unimportant
important
important

31. How important was it to have family homework that included
a. fiction materials like mystery or adventure?

4

3

2

1

b. sports materials?

4

3

2

1

c. nature materials?

4

3

2

1

d. biography books?

4

3

2

1

e. comic books?

4

3

2

1

f.

4

3

2

1

g. newspapers?

4

3

2

1

h.

information on the Internet?

4

3

2

1

i.

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
baking a cake?
other types of materials, like ______________________?
(Please specify)

4

3

2

1

4

3

2

1

j.

magazines?
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Part 4: Independent Reading Homework
For each of the following questions, please circle the number that best describes you.
Agree Somewhat Somewhat Disagree
agree
disagree

32. The family homework
a. was interesting.

4

3

2

1

b.

had a variety of tasks.

4

3

2

1

c.

was like our classroom activities.

4

3

2

1

d. was about the right level.

4

3

2

1

e.

had clear directions.

4

3

2

1

f.

included a variety of reading materials.

4

3

2

1

g. was about the right length.

4

3

2

1

h.

made me want to read more things on my own.

4

3

2

1

i.

was enjoyed by our family.

4

3

2

1

4

3

2

1

All 15

Most
(11-14)

j. started discussion with family members.

33. Of the 15 family involvement assignments, our family worked
together to complete

Some Less than 8
(8-10)

124
APPENDIX I. CONTROL GROUP SAMPLE HOMEWORK
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APPENDIX J. HOMEWORK CALENDAR

127

128

129
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APPENDIX K. HOMEWORK SCORING RUBRIC
Leisure Reading Homework Scoring Rubric
The given rubric will be used to score leisure reading homework assignments in both the
control group and experimental group. A maximum score of 5 points per assignment may be
achieved. A score between those given is possible if a student meets criteria from more than
one column.

5
The homework was
returned on time.
Answers on the strategy
check are given fully
and in complete
sentences. The strategy
check was accurately
applied to a piece of
literature provided.

3
The homework was
returned on time.
Answers are supplied
for the strategy check,
but are brief and not
given in a complete
sentence. The strategy
check was attempted,
but not accurately
applied to a piece of
literature.

0
The homework was not
returned.*

*Late homework may be submitted within 3 days for half credit.
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APPENDIX L. EXPERIMENTAL GROUP SAMPLE HOMEWORK
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APPENDIX M. HOMEWORK RETURN RECORD
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APPENDIX N. FAMILY PRETEST COVER LETTER
September 14, 2007

Dear Parents,
Thank you for agreeing to participate in my research study during the 2007-2008 school year.
As stated in the consent form, the purpose of my research is to gain a better understanding of
reading motivation.
Enclosed you will find a brief survey focusing on your family reading habits. This survey is
similar to the one your child will be completing in class. You will find that the survey is
identified with a number-code to ensure confidentiality. I will not utilize the number-codes
until the conclusion of the study at the school year’s end to assure that your survey response
does not affect your child’s academic year in my classroom.
The survey should take about 20 minutes to complete. I ask that you please complete the
survey and return it to school with your child in the enclosed envelope by Friday, September
21. Envelopes are to be turned into a box in the Sixer office to further ensure confidentiality.
I appreciate your support in my research and teaching.
Sincerely,

Jill Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction
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APPENDIX O. CONTROL GROUP ASSENT FORM
September, 2007
Dear Student,
Homework in reading is a regular part of 6th grade. You will be expected to complete
homework assignments outside of class throughout the school year. All assignments in my
classroom are graded for quality of work completion. This year, you will have 15
assignments in independent reading. At the end of the year, I will be looking at these
assignments as part of my research project.
As a sixth grade reading teacher and student at Iowa State University, I am studying reading
motivation. I am asking for your permission to participate in my study.
If you participate in my study, you will be asked to complete a short survey during class now
and at the end of the year. The survey will ask you about your reading motivation and your
reading habits at home. You will not have to put your name on your survey so that your
answers remain private, and you may skip any questions you do not feel comfortable
answering. Your participation in the study is voluntary and you may decide not to participate
at any time. Your decision to participate will not affect your grade in any way.
I encourage you to ask any questions that you may have.
Sincerely,

Mrs. Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction
***************************************************************************
Student Assent Signature
Please mark your choice on the following lines. Your signature shows that the study has been explained to you,
that you have been given the time to read this letter, and that your questions have been answered.
_____ Yes, I agree to participate in the study.
_____ No, I choose not to participate in the study.

(Signature of Student)

(Date}
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APPENDIX P. EXPERIMENTAL GROUP ASSENT FORM
September, 2007
Dear Student,
Homework in reading is a regular part of 6th grade. You will be expected to complete
homework assignments outside of class throughout the school year. All assignments in our
classroom are graded for quality of work completion. This year, you will have 15
assignments in independent reading that will include short activities to be completed with an
older family member. At the end of the year, I will be looking at these assignments as part of
my research project. As a sixth grade reading teacher and student at Iowa State University, I
am studying reading motivation. I am asking for your permission to participate in my study.
If you participate in my study, you will be asked to complete a short survey during class now
and at the end of the year. The survey will take about 15 minutes and will ask you about your
reading motivation and your reading habits at home. You will not have to put your name on
your survey so that your answers remain private, and you may skip any questions you do not
feel comfortable answering. Your participation in the study is voluntary and you may stop at
any time. Your decision to participate will not affect your grade in any way.
I encourage you to ask any questions that you may have.
Sincerely,

Mrs. Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction
***************************************************************************
Student Assent Signature
Please mark your choice on the following lines. Your signature shows that the study has been explained to you,
that you have been given the time to read this letter, and that your questions have been answered.
_____ Yes, I agree to participate in the study.
_____ No, I choose not to participate in the study.

(Signature of Student)

(Date}
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APPENDIX Q. CONTROL GROUP POSTTEST COVER LETTER
April, 2008

Dear Parents,
Thank you for your participation in my research study during this school year. The purpose
of my research has been to gain a better understanding of reading motivation.
Enclosed you will find a brief survey focusing on your family reading habits. This survey is
similar to the one you completed earlier this fall, and it parallels the one your child will be
completing in class. You will find that the survey is again identified with a number-code to
ensure confidentiality.
The survey should take about 20 minutes to complete. I ask that you please complete the
survey and return it to school with your child in the enclosed envelope by Monday, April 21.
Envelopes are to be turned into a box in the Sixer office to further ensure confidentiality.
I appreciate your support in my research and teaching.
Sincerely,

Jill Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction
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APPENDIX R. EXPERIMENTAL GROUP POSSTEST COVER LETTER
April, 2008

Dear Parents,
Thank you for your participation in my research study during this school year. The purpose
of my research has been to gain a better understanding of reading motivation.
Enclosed you will find a brief survey focusing on your family reading habits. This survey is
similar to the one you completed earlier this fall, and it parallels the one your child will be
completing in class. You will find that the survey is again identified with a number-code to
ensure confidentiality.
Please allow the family member who most often participated in the family homework with
your child to complete the survey. The survey should take about 20 minutes to complete. I
ask that you please complete the survey and return it to school with your child in the
enclosed envelope by Monday, April 21. Envelopes are to be turned into a box in the Sixer
office to further ensure confidentiality.
I appreciate your support in my research and teaching.
Sincerely,

Jill Janes
Boone/United Sixers
ISU Graduate Student
Dept. of Curriculum & Instruction
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APPENDIX S. CONTROL GROUP MOTIVATION DATA
Table 6
Control Group Motivation Data
Survey item

Overall Motivation

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

3.05

.490

2.93

.600

interest to me.

3.12

.893

3.15

.939

If I am reading about an interesting topic, I “sometimes” lose track of time.

3.30

.847

3.24

.792

I like to read hard, challenging books.

2.55

1.003

2.52

1.064

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

2.91

.843

2.76

.969

I read stories about fantasy and make believe.

2.79

1.139

2.82

1.044

If something is interesting, I can read difficult material.

3.34

.827

3.06

.982

I have favorite subjects that I like to read about.

3.59

.798

3.66

.653

I like mysteries.

3.27

.944

3.12

.960

I like it when the questions in books make me think.

2.91

.980

2.79

1.083

I read to learn new information about topics that interest me.

2.79

.960

2.61

.966

I make pictures in my mind while I read.

3.42

.792

3.33

.957

I usually learn difficult things by reading.

3.06

.840

3.09

.995

I read about my hobbies to learn more about them.

2.88

.927

2.82

.983

I feel like I made friends with people in good books.

2.44

1.134

2.19

1.203

If a book is interesting, I don’t care how hard it is to read.

3.34

.827

3.22

.975

I like to read about new things.

3.13

.907

2.97

.967

I like to read adventure stories.

3.52

.566

3.21

.927

I enjoy reading books about people in different countries.

2.48

.795

2.12

.927

I enjoy a long, involved story or fiction book.

3.24

1.001

3.03

1.132

I like to read because I always feel happy when I read things that are of
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APPENDIX T. EXPERIMENTAL GROUP MOTIVATION DATA
Table 8
Experimental Group Motivation Data
Survey item

Overall Motivation

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

2.82

.632

2.65

.626

interest to me.

2.92

.929

2.58

1.139

If I am reading about an interesting topic, I “sometimes” lose track of time.

2.96

.955

2.67

1.090

I like to read hard, challenging books.

2.74

1.137

2.17

.937

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

2.48

.994

2.57

.896

I read stories about fantasy and make believe.

2.50

1.251

2.25

1.073

If something is interesting, I can read difficult material.

3.00

.933

3.04

.999

I have favorite subjects that I like to read about.

3.13

1.191

3.46

.932

I like mysteries.

3.09

.996

3.09

.949

I like it when the questions in books make me think.

2.74

1.137

2.39

1.076

I read to learn new information about topics that interest me.

2.96

.908

2.67

.917

I make pictures in my mind while I read.

3.25

.944

3.17

1.049

I usually learn difficult things by reading.

2.75

.989

2.50

1.022

I read about my hobbies to learn more about them.

2.83

1.007

2.75

1.032

I feel like I made friends with people in good books.

1.88

1.076

1.83

1.007

If a book is interesting, I don’t care how hard it is to read.

3.08

1.018

3.00

.933

I like to read about new things.

3.13

.968

2.78

.951

I like to read adventure stories.

3.13

.947

3.13

.900

I enjoy reading books about people in different countries.

2.48

.947

2.00

1.000

I enjoy a long, involved story or fiction book.

3.00

1.063

2.42

1.100

I like to read because I always feel happy when I read things that are of
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APPENDIX U. ALL STUDENTS’ POSTTEST MOTIVATION DATA
Table 12
All Students’ Posttest Motivation Data
Survey item

Overall Motivation

Control

Control

Exp.

Exp.

mean

SD

mean

SD

2.93

.600

2.65

.626

interest to me.

3.15

.939

2.58

1.139

If I am reading about an interesting topic, I “sometimes” lose track of time.

3.24

.792

2.67

1.090

I like to read hard, challenging books.

2.52

1.064

2.17

.937

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

2.76

.969

2.57

.896

I read stories about fantasy and make believe.

2.82

1.044

2.25

1.073

If something is interesting, I can read difficult material.

3.06

.982

3.04

.999

I have favorite subjects that I like to read about.

3.66

.653

3.46

.932

I like mysteries.

3.12

.960

3.09

.949

I like it when the questions in books make me think.

2.79

1.083

2.39

1.076

I read to learn new information about topics that interest me.

2.61

.966

2.67

.917

I make pictures in my mind while I read.

3.33

.957

3.17

1.049

I usually learn difficult things by reading.

3.09

.995

2.50

1.022

I read about my hobbies to learn more about them.

2.82

.983

2.75

1.032

I feel like I made friends with people in good books.

2.19

1.203

1.83

1.007

If a book is interesting, I don’t care how hard it is to read.

3.22

.975

3.00

.933

I like to read about new things.

2.97

.967

2.78

.951

I like to read adventure stories.

3.21

.927

3.13

.900

I enjoy reading books about people in different countries.

2.12

.927

2.00

1.000

I enjoy a long, involved story or fiction book.

3.03

1.132

2.42

1.100

I like to read because I always feel happy when I read things that are of
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APPENDIX V. STUDENT CONTROL GROUP FAMILY SURVEY DATA
Table 17
Student Control Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.00

.866

2.00

1.061

talk about the pictures we see in our minds.

1.85

1.004

1.61

.864

talk about the connections we make to the text.

1.91

1.058

1.84

.954

talk about our predictions.

2.03

1.132

1.85

1.034

ask each other questions about what we are reading.

2.15

1.149

2.06

1.144

2.03

1.132

1.91

1.011

1.94

1.088

1.73

.911

My family and I talk about things we have read on our own.

2.55

1.201

2.39

1.144

I enjoy spending time reading for fun with my family.

2.59

1.214

1.81

1.061

books or on the Internet.

2.73

1.069

2.42

1.091

I like talking about what I am reading with my family.

2.97

1.110

2.74

1.182

reading.

2.73

1.153

2.36

1.084

When we read together, I ask someone in my family to read with me.

1.76

.902

1.55

.794

1.79

.893

1.52

.906

When we read together, my family and I

look for more information together if I am interested in learning
more about something.
make inferences or judgments about the characters’ thoughts and
feelings.

I like it when someone in my family helps me find information in

I like it when my family members talk to me about things that they are

When we read together, someone in my family asks me if they can read
with me.
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Table 17 (continued)
Student Control Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Preferences Section
How often do you and your family read together?

1.73

.944

1.42

.792

---

---

---

---

fiction materials like mystery or adventure?

2.06

1.144

1.64

1.055

sports materials?

1.91

1.058

2.13

1.314

nature materials?

1.70

.951

1.94

1.248

biography books?

1.61

.864

1.39

.788

comic books?

1.67

.957

1.52

.870

magazines?

2.33

1.109

2.21

1.219

newspapers?

2.12

1.053

1.94

1.144

information on the Internet?

2.41

1.043

2.19

1.148

baking a cake?

2.09

.963

2.25

1.218

other types of materials, like _____________? (Please specify)

2.25

1.209

2.05

1.234

How often do you and your family together read

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
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APPENDIX W. STUDENT EXPERIMENTAL GROUP FAMILY SURVEY DATA
Table 20
Student Experimental Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.29

1.083

2.42

1.100

talk about the pictures we see in our minds.

1.67

1.049

1.79

1.021

talk about the connections we make to the text.

1.75

1.073

2.08

.881

talk about our predictions.

1.83

1.007

2.33

.868

ask each other questions about what we are reading.

2.04

1.042

2.29

1.122

1.92

1.213

2.13

1.116

1.70

1.063

2.17

.937

My family and I talk about things we have read on our own.

2.08

.974

1.96

.908

I enjoy spending time reading for fun with my family.

2.04

1.042

2.04

1.083

books or on the Internet.

2.46

1.215

2.42

1.100

I like talking about what I am reading with my family.

2.67

1.204

2.29

1.122

reading.

2.33

1.167

1.96

.908

When we read together, I ask someone in my family to read with me.

1.79

.932

1.63

.770

1.67

.816

1.58

.717

When we read together, my family and I

look for more information together if I am interested in learning
more about something.
make inferences or judgments about the characters’ thoughts and
feelings.

I like it when someone in my family helps me find information in

I like it when my family members talk to me about things that they are

When we read together, someone in my family asks me if they can read
with me.
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Table 20 (continued)
Student Experimental Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Preferences Section
How often do you and your family read together?

1.65

.775

1.70

.822

---

---

---

---

fiction materials like mystery or adventure?

1.79

.977

1.42

.654

sports materials?

1.63

1.056

2.00

1.180

nature materials?

1.25

.532

1.50

.780

biography books?

1.17

.381

1.17

.482

comic books?

1.21

.509

1.33

.637

magazines?

1.75

.944

1.71

.806

newspapers?

1.50

.978

1.79

.977

information on the Internet?

2.17

1.404

2.50

1.103

baking a cake?

1.83

.984

2.26

.964

other types of materials, like _____________? (Please specify)

1.83

1.193

1.75

1.215

How often do you and your family together read

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
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APPENDIX X. ALL STUDENTS’ POSTTEST FAMILY SURVEY DATA
Table 22
All Students’ Posttest Family Survey Data
Survey item

Control

Control

Exp.

Exp.

mean

SD

mean

SD.

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.00

1.061

2.42

1.100

talk about the pictures we see in our minds.

1.61

.864

1.79

1.021

talk about the connections we make to the text.

1.82

.950

2.08

.881

talk about our predictions.

1.85

1.034

2.33

.868

ask each other questions about what we are reading.

2.06

1.144

2.29

1.122

1.91

1.011

2.13

1.116

1.73

.911

2.17

.937

My family and I talk about things we have read on our own.

2.39

1.144

1.96

.908

I enjoy spending time reading for fun with my family.

1.81

1.061

2.04

1.083

or on the Internet.

2.42

1.091

2.42

1.100

I like talking about what I am reading with my family.

2.67

1.190

2.29

1.122

reading.

2.36

1.084

1.96

.908

When we read together, I ask someone in my family to read with me.

1.55

.794

1.63

.770

1.52

.906

1.58

.717

When we read together, my family and I

look for more information together if I am interested in learning
more about something.
make inferences or judgments about the characters’ thoughts and
feelings.

I like it when someone in my family helps me find information in books

I like it when my family members talk to me about things that they are

When we read together, someone in my family asks me if they can read
with me.
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Table 22 (continued)
All Students’ Posttest Family Survey Data
Survey item

Control

Control

Exp.

Exp.

mean

SD

mean

SD.

Family Reading Preferences Section
How often do you and your family read together?

1.42

.792

1.70

.822

---

---

---

---

fiction materials like mystery or adventure?

1.64

1.055

1.42

.654

sports materials?

2.15

1.302

2.00

1.180

nature materials?

1.94

1.248

1.50

.780

biography books?

1.39

.788

1.17

.482

comic books?

1.52

.870

1.33

.637

magazines?

2.21

1.219

1.71

.806

newspapers?

1.94

1.144

1.79

.977

information on the Internet?

2.21

1.139

2.50

1.103

you enjoy, like putting a model airplane together, or baking a cake?

2.21

1.219

2.25

.944

other types of materials, like _____________? (Please specify)

2.00

1.225

1.92

1.320

How often do you and your family together read

written directions or instructions that tell you how to do something
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APPENDIX Y. FAMILY CONTROL GROUP FAMILY SURVEY DATA
Table 23
Family Control Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.66

.897

2.55

.827

talk about the pictures we see in our minds.

1.89

.751

2.04

.854

talk about the connections we make to the text.

2.04

.706

2.41

.797

talk about our predictions.

2.19

.786

2.44

.892

ask each other questions about what we are reading.

2.30

.775

2.59

.931

2.52

.802

2.59

1.047

2.12

.816

2.35

.892

My child and I talk about things we have read on our own.

2.61

.737

2.82

.863

I enjoy spending time reading for fun with my child.

3.16

.800

3.00

1.000

I like helping my child find information in books or on the Internet.

3.25

.799

2.89

.916

I like talking about what I am reading with my child.

2.75

.799

2.54

.838

reading.

3.72

.528

3.66

.553

When we read together, I ask my child to read with me.

2.36

.870

2.32

.905

When we read together, my child asks me if I can read with him or her.

2.26

.813

2.07

.730

When we read together, my child and I

look for more information together if my child is interested in
learning more about something.
make inferences or judgments about the characters’ thoughts and
feelings.

I like it when my child talks to me about things that he or she is
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Table 23 (continued)
Family Control Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Preferences Section
How often do you and your child read together?

2.21

.787

2.14

.848

---

---

---

---

fiction materials like mystery or adventure?

2.04

.881

2.18

.945

sports materials?

1.81

.962

2.04

1.091

nature materials?

1.63

.792

1.85

.718

biography books?

1.32

.548

1.36

.559

comic books?

1.21

.499

1.50

.793

magazines?

2.25

.799

2.43

.959

newspapers?

2.21

1.031

2.31

1.198

information on the Internet?

2.63

.792

2.74

1.023

baking a cake?

2.36

.678

2.25

.799

other types of materials, like _____________? (Please specify)

2.33

1.211

1.83

.983

How often do you and your child together read

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
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APPENDIX Z. FAMILY EXPERIMENTAL GROUP FAMILY SURVEY DATA
Table 24
Family Experimental Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.40

1.041

2.32

.627

talk about the pictures we see in our minds.

1.68

.748

1.84

.688

talk about the connections we make to the text.

1.84

.688

2.16

.554

talk about our predictions.

1.96

.735

2.20

.764

ask each other questions about what we are reading.

2.32

.988

2.40

.707

2.48

1.005

2.36

.860

2.00

.780

2.04

.690

My child and I talk about things we have read on our own.

2.48

.872

2.40

.816

I enjoy spending time reading for fun with my child.

2.84

1.068

2.72

1.061

I like helping my child find information in books or on the Internet.

3.16

.987

3.04

.978

I like talking about what I am reading with my child.

2.80

.957

2.88

1.013

I like it when my child talks to me about things that he or she is reading.

3.36

.952

3.32

1.030

When we read together, I ask my child to read with me.

2.40

1.041

2.40

1.000

When we read together, my child asks me if I can read with him or her.

1.96

.790

2.04

.790

When we read together, my child and I

look for more information together if my child is interested in
learning more about something.
make inferences or judgments about the characters’ thoughts and
feelings.

151

Table 24 (continued)
Family Experimental Group Family Survey Data
Survey item

Pretest

Pretest

Posttest

Posttest

mean

SD

mean

SD

Family Reading Preferences Section
How often do you and your child read together?

2.04

.935

2.44

.917

---

---

---

---

fiction materials like mystery or adventure?

1.84

.898

2.04

.841

sports materials?

1.44

.821

1.92

.997

nature materials?

1.50

.659

1.92

.881

biography books?

1.36

.569

1.60

.707

comic books?

1.28

.614

1.28

.678

magazines?

1.88

.881

2.12

.971

newspapers?

2.16

1.028

2.24

1.012

information on the Internet?

2.40

1.000

2.64

1.036

cake?

2.24

.879

2.36

.757

other types of materials, like _____________? (Please specify)

1.75

.957

1.50

1.000

How often do you and your child together read

written directions or instructions that tell you how to do something
you enjoy, like putting a model airplane together, or baking a
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APPENDIX AA. ALL FAMILIES’ POSTTEST FAMILY SURVEY DATA
Table 28
All Families’ Posttest Family Survey Data
Survey item

Control

Control

Exp.

Exp.

mean

SD

mean

SD

Family Reading Habits Section
---

---

---

---

discuss the meanings of interesting or unknown words.

2.55

.827

2.31

.618

talk about the pictures we see in our minds.

2.04

.838

1.85

.675

talk about the connections we make to the text.

2.39

.786

2.15

.543

talk about our predictions.

2.46

.881

2.19

.749

ask each other questions about what we are reading.

2.61

.916

2.38

.697

2.57

1.034

2.35

.846

2.36

.870

2.04

.676

My child and I talk about things we have read on our own.

2.79

.861

2.35

.846

I enjoy spending time reading for fun with my child.

2.86

1.044

2.72

1.061

I like helping my child find information in books or on the Internet.

2.83

.966

3.04

.958

I like talking about what I am reading with my child.

2.55

.827

2.88

.993

reading.

3.66

.553

3.31

1.011

When we read together, I ask my child to read with me.

2.32

.905

2.38

.983

2.07

.716

2.00

.800

When we read together, my child and I/my family and I

look for more information together if I am interested in learning
more about something.
make inferences or judgments about the characters’ thoughts
and feelings.

I like it when my child talks to me about things that he or she is

When we read together, my child asks me if I can read with him or
her.
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Table 28 (continued)
All Families’ Posttest Family Survey Data
Survey item

Control

Control

Exp.

Exp.

mean

SD

mean

SD

Family Reading Preferences Section
How often do you and your child read together?

2.10

.860

2.44

.917

---

---

---

---

fiction materials like mystery or adventure?

2.17

.928

2.00

.849

sports materials?

2.04

1.071

1.92

.977

nature materials?

1.86

.705

1.88

.881

biography books?

1.34

.553

1.58

.703

comic books?

1.48

.785

1.27

.667

magazines?

2.41

.946

2.15

.967

newspapers?

2.31

1.198

2.19

1.021

information on the Internet?

2.69

1.039

2.58

1.065

baking a cake?

2.28

.797

2.35

.745

other types of materials, like _____________? (Please specify)

1.64

.809

2.11

1.167

How often do you and your child together read

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
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APPENDIX BB. ALL STUDENTS’ HOMEWORK REACTIONS DATA
Table 29
All Students’ Homework Reactions Data
Survey item

The homework

Control

Control

Exp.

Exp.

mean

SD

mean

SD

---

---

---

---

was interesting.

2.82

.983

2.79

1.062

had a variety of tasks.

3.15

.795

3.04

1.042

was like our classroom activities.

3.00

1.118

2.42

1.100

was about the right level.

3.39

.827

3.00

1.063

had clear directions.

3.18

.917

2.54

1.215

included a variety of reading materials.

3.24

.867

3.29

1.042

was about the right length.

3.09

.963

3.04

1.083

made me want to read more things on my own.

2.70

.984

2.22

1.166

was enjoyed by our family/me.

2.82

.950

2.08

1.139
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APPENDIX CC. FAMILY & STUDENT HOMEWORK REACTIONS DATA
Table 30
Family & Student Homework Reactions Data
Survey item

Student

Student

Family

Family

mean

SD

mean

SD

Family Reading Homework:
---

---

---

---

was interesting.

2.79

1.062

2.48

.823

had a variety of tasks.

3.04

1.042

3.12

.726

was like our classroom activities.

2.42

1.100

3.24

.926

was about the right level.

3.00

1.063

3.52

.714

had clear directions.

2.54

1.215

3.28

.843

included a variety of reading materials.

3.29

1.042

3.16

1.028

was about the right length.

3.04

1.083

3.08

.830

made me want to read more things on my own.

2.22

1.166

3.04

.790

was enjoyed by our family/me.

2.08

1.139

2.48

.872

started discussion with family members.

2.13

1.116

3.08

.997

---

---

---

---

discuss the meanings of interesting or unknown words?

2.75

.897

3.00

.894

talk about the pictures in your minds?

2.38

.824

2.65

.892

talk about the connections you make to the text?

2.29

.955

2.88

.952

talk about your predictions?

2.42

.929

2.92

.977

ask each other questions about what you were reading?

2.50

.933

3.00

.894

look for more information together?

2.29

.999

3.12

.909

2.26

.915

2.81

1.021

The homework

Family Reading Habits:
How important was the family homework in helping you and your family

make inferences or judgments about the characters’ thoughts and
feelings?
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Table 30 (continued)
Family & Student Homework Reactions Data
Survey item

Student

Student

Family

Family

mean

SD

mean

SD

Family Reading Preferences:
How important was it to have family homework that included

---

---

---

---

fiction materials like mystery or adventure?

2.33

.963

2.50

.707

sports materials?

2.71

1.122

2.15

.834

nature materials?

2.13

.900

2.58

.857

biography books?

2.13

.947

2.54

.811

comic books?

2.00

1.000

1.69

.928

magazines?

2.46

1.062

2.31

.736

newspapers?

2.33

1.090

2.62

.898

information on the Internet?

2.67

1.049

2.68

.988

baking a cake?

2.25

1.073

2.81

.895

other types of materials, like _____________? (Please specify)

2.29

1.267

1.89

1.054

written directions or instructions that tell you how to do
something you enjoy, like putting a model airplane together, or
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