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able to make those choices on their own so that they can be engaged and motivated to
read the books they choose.

Krashen writes at length about the necessity of allowing students to choose
light reading such as comic books (Spiderman, Batman, Wonder Woman, and Archie)
and teen romances (Sweet Valley High and Seniors). Krashen found that the average
present-day comic book has about 2,000 words. If a student were to read one comic
book a week for one year, they would have read approximately 112,000 words. This
is over ten percent of the 1,000,000 word-reading goal of the California State Seventh
Grade Reading Standards! Thorndike (1973) studied the readability of comic books.
He found that comic books from 1978 had readability levels between first grade and
sixth grade. Krashen, in his book The Power of Reading: Insights from Research
(1993), found several SSR studies which found no difference between comic book
readers and those reading other texts in reading achievement (Anderson, Wilson, &
Fielding, 1988; Arlin & Roth, 1978; Blakely, 1958; Greaney, 1980; Heisler, 1947,
Sperzl, 1948; Witty, 1941; Swain, 1978, as cited in Krashen, 1993). Krashen also
found that it is documented that reading comic books leads to reading other, more
challenging texts (Dorrel & Carroll, 1981; Haugaard, 1973; Mathabane, 1986; as
cited in Krashen, 1993). The teen romances that were studied had readability levels
between fourth and seventh grade (Krashen, 1993). Parrish and Atwood (1985) found
that of the students who read teen romances, most read other genres as well. In
another study, Parrish (1983) also found that reading teen romances promotes
reading. Although several studies have found that students who read predominately

light reading are not what could be classified as good readers (Rice, 1986; Southgate,
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Arnold, & Johnson, 1981; Thorndike, 1973), light reading can be the start of a
lifetime reading habit. Light reading is high interest and low readability and can
provide motivation for readers to keep reading.

Intrinsic and Extrinsic Motivation

One of the central and important goals of reading education is motivating
students to become life-long readers (Gambrell, Palmer, Codling, & Mazzoni, 1996).
If students are motivated to read, they will read more and become better readers
(Anderson, Wilson, & Fielding, 1988; Morrow, 1992; Taylor, Frye, & Maruyama,
1990). One of the attributes of a life-long reader is an intrinsic motivation to read.

Children's motivations for literacy are multidimensional. Motivation is based

on both internal and external factors. Internal or intrinsic motivation relates to

inherent interest in a task (engaging in an activity due to natural interest in the
activity itself). On the other hand, external or extrinsic motivation relates to
doing something in order to earn a reward or grade. Extrinsically motivated
students are not necessarily interested in the activity for its own sake, (Hert &

Swanson, 1999, p. 210).

Wasserstein (1995) writes about the development of intrinsic motivation and
the importance of empowering students intrinsically. When students are empowered
by their reading, they will be engaged in their reading. Students do not necessarily
need to be instantly successful to be intrinsically motivated; what they need is a
feeling that they are doing important work. Students need to be challenged and
become problem-solvers to gain a sense of power in their reading and their education

(Freire, 1998; Wasserstein, 1995). Students need to learn to read and write
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effectively, but they are not intrinsically motivated if learning to read is the only goal
to be met. Adolescents already know how to read; now they must learn what they
want to read. Wasserstein writes that, "using the three R's as a means to an end seems
natural and appropriate to these middle school students” (1995, §12). Students need
learning experiences that use reading skills as a way to reach their own goals in
learning. Once students realize that reading is one step towards a personal goal, they
will be more motivated to read for an authentic purpose.

Middle school students need to feel autonomous in order to be motivated. This
involves choice in reading material and the opportunity to be active learners. "Passive
learning is not engaging. For students to sense that their work is important, the need
to tinker with real-world problems, and they need opportunities to construct
knowledge" (Wasserstein, 1995, 9 23). In order for students to have intrinsic reading
motivation, they must be engaged in their reading activities. Teachers must act as a
conduit for this engagement, constantly questioning, suggesting, and providing new
avenues for reading. "But we also must keep our sights on the literacy target- not
creating a cakewalk for students in the name of engagement, but offering
instructionally important tasks with no frills, no fat, just high nutrition" (Wasserstein,
1995, 926). A study found that teachers and students described engaging work as
"work that stimulated their curiosity, permitted them to express their creativity, and
fostered positive relationships with others” (Strong, Silver, & Robinson, 1995).

Alfie Kohn (1993) writes about the failure of extrinsic rewards in producing
any deep or long-lasting commitment to learning in his book about his research in

motivation. He also asserts that intrinsic motivation is more durable and self-
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enhancing (Kohn, 1993). Gambrell's study (1998) on reading motivation produced
similar findings, except for extrinsic motivators that supported reading directly. Her
researchers provided rewards such as bookmarks, books, and teacher praise. They
found that students whose backgrounds were not literacy-rich benefited intrinsically
from extrinsic motivators, or rewards (Gambrell, 1998).
Thoughts and Next Steps

Although many of my students are unmotivated to read, through the
opportunity to have choice, voice, and purpose, they will become better readers and
have a positive change in their motivation to read. By examining the literature on
choice in independent reading and learning, it is accurate to hypothesize that it will
provide students an avenue to motivation, but this does not necessarily mean that they
will be engaged and motivated. You cannot force a student to be motivated, but by
encouraging my students to be autonomous learners, they will have a greater
opportunity to become intrinsically motivated. When students have a purpose to their
reading, they have a better chance at becoming engaged and develop an
epistemological curiosity (Freire, 1998). By becoming authentically curious, they
will hopefully become better readers and better and more willing learners. Freire
(1998) writes in detail about the importance of letting students make their learning
authentic and purposeful. The Voices and Choices Project will allow students to
choose what they are reading and to choose how they will provide evidence as to how
engaged they are in their reading.

According to a variety of studies, there are definite positive effects of choice

in independent reading on students' motivation and engagement during silent
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sustained reading. Since many of the silent sustained reading studies were
inconclusive with regard to reading achievement, it is not only necessary to examine
the effects of choice, voice, and purpose on motivation, but also to make it clear that
students will grow academically if they are encouraged to become autonomous
readers. Although motivation is important, it is not a determinant of academic

achievement because of many other social and environmental factors.
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3 Methodology

This case study holistically examines how choice in independent reading
material, reflection opportunities, and literacy activities affects the study’s
participants’ motivation and willingness to read. Eight students were chosen for the
case study and a qualitative research design was utilized that included questionnaires,
anecdotal notes, at task observational analysis, and exit interviews.

Setting

The study took place at a middle school in a rural central California
kindergarten to twelfth grade unified school district. The middle school consists of
students in grades six to eight and it has a population of four hundred fifty-four
students. One hundred eighty-two students ride the bus and two hundred seventy-two
students walk to school. There are two hundred eighty-eight students on free or
reduced lunch.

There is essentially a dichotomy of cultures at this school. Seventy-four
percent of the students are Hispanic and twenty-one percent are Caucasian. According
to the school secretary, most of the Hispanic students live in the small town where the
school is situated. According to the school site plan, the town is a small agricultural
community of approximately 5,000 residents who are primarily Hispanic immigrant
families working in the agricultural field. Most Caucasians are bused in from a rural
community of farmers and ranchers and a suburban housing development with

residents in managerial and executive positions. There has been some racial tension

between the two groups.
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The middle school offers an voluntary after school program for students who
are have gotten “Basic” or “Below Basic” scores on the California Standards Test in
reading or mathematics. Students receive remediation in reading and mathematics.
The program has highest attendance in the eighth grade where students can be
retained and not go on to the high school. The sixth and seventh grade students’
attendance is very low due to lack of student interest.

There is also a federally funded Migrant Program that serves one hundred and
fifty-seven students who have had their schooling interrupted within the last three
years because of family members who are following farm work. The coordinator of
the program is assigned to this school twice a week and she communicates with
parents regarding academic and behavioral issues of the migrant students. Also, when
students go to Mexico for a week or longer during the school year, she makes sure
that the migrant students complete their independent study contracts and receive
credit for their work. The coordinator also acts as Spanish/English translator and
schedules meetings with parents and teachers.

This middle school also has a targeted Title One Program that serves students
who meet at least three of the following criterion: have lower than a 2.0 grade point
average, score below basic in English or mathematics on the California Standards
Test, do not make progress on the California English Language Development Test, or
those who do not pass the district writing proficiency test. The Title One Program
provides professional development and classroom support for teachers, encourages
and facilitates parent involvement, and oversees the Accelerated Reader (AR)

program.
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Subjects

The study consisted of eight seventh-grade students who are in the second
period Life Skills class over the course of five weeks. Life Skills, a class of thirty-two
students, is a mandatory class for seventh graders that covers drug awareness, conflict
resolution, test-taking skills, and silent sustained reading. Of the twenty students who
obtained parental consent and assented themselves, eight were chosen for the
purposes of this study. The goal of the selection criteria was to establish a
heterogeneous group of eight students in reading level, motivation level, English
language acquisition, gender and ethnicity.

First, data from the CAT 6, the California Standards Test, and the STAR test
was used to determine at what level each of the twenty students reads. The CAT 6 test
is a California standardized assessment of reading and language arts which includes
reading comprehension, vocabulary, spelling, grammar, and conventions. Its results
are stated in a percentile ranking of these students compared to a national comparison
group of seventh graders. The California Standards Test is a state test that assesses to
what level a student has mastered the California grade-level curriculum standards.
Students are either categorized as advanced, proficient, basic, below basic, or far
below basic. The Star test is a computerized assessment, which establishes the
approximate grade level of a student in reading and vocabulary acquisition by asking
cloze procedure multiple-choice questions.

Second, a questionnaire of reading interest and motivation was given to the
twenty students (see Appendix A). Students chose their own pseudonyms and it was
written on the top of the questionnaire. The questionnaire asked the students

questions about their reading activity during their time outside of school, the choices
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they make with regard to reading material, and their experiences in the past with
independent reading. The responses of three of those questions were used to explore
the students’ individual motivation level. These questions are as follows: 1) How
often do you read at home? What do your read at home? 2) Why do you read? 3) How
does reading make you feel?

All twenty students were observed using an At Task Analysis for two periods
of Silent Sustained Reading (SSR) and one period of Independent Literacy
Exploration (ILE). An At Task Analysis is an observational tool that allows the
observer to record how often the students being observed are on task or off task.
During ILE, choices in literacy activities were also recorded. This week of
observation was used in order to select a heterogeneous group of students.

Of the eight students selected, three were English-only speakers and five were
English language learners who speak Spanish as their native language. There were
four females and four males chosen as participants. Three of these students are in the
Migrant Program and two students attend the After School Program (see Table 3.1).
From this point forward, students will be referred to by the pseudonym that they

chose on their reading habits questionnaire in order to protect their privacy.
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Name Sex | Age | Reading | Ethnicity | Language | Migrant | After
Level School
Shell M 12 7.7 Hispanic ELL yes no
Tumble M 12 6.1 Hispanic ELL yes yes
Twilight M 12 9.2 Caucasian EO no no
Katherine F 12 4.7 Caucasian EO no no
Angel M 13 4.2 Hispanic ELL no no
Miriam F 13 5.4 Hispanic ELL no no
Pinky F 12 4.4 Hispanic ELL yes yes
Yo’ Mama F 12 13+ Caucasian EO no no
& Filipino

Note. M = Male, F = Female, ELL = English Language Learner, EO = English-Only

As explained in the previous paragraphs, the reading levels are according to

the results of the STAR Test that was taken on the computer. Reading levels are

according to the approximate grade level at which a student reads. Students self-

identified their ethnicities and “After School” refers to the remedial after school

program that is offered twice per week for work in English and mathematics.

Data Collection

After The Voices and Choices Project began, the eight participants were

observed for five weeks using an observational technique developed by Frank

McGraw in the 1960’s to observe on-task behavior. He used a series of photographs

to record behaviors, but a less expensive and invasive paper and pencil technique was

developed to provide the same data. The intent of this classroom observational tool is

to provide information as to whether a student is engaged in a classroom task or not.

Two At Task Observational Forms that resemble seating charts were created for this

study to observe the eight student-participants. One form was used during SSR and
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the other was used during the ILE period. Students participated in SSR two periods
per week and they participated in ILE one period per week.
The following procedure was used to collect this data:

1. The observer sat down in a place in the classroom that allowed her to see all
eight participants.

2. The appropriate At Task Form was used depending on what task was
expected.

3. The observer used a list of observable actions that could represent behavior
that was on or off task. A letter was assigned for each action in the
predetermined list.

4. Systematically, every four to six minutes for the duration of the period, the
observer recorded each student’s actions using the list as a key.

5. The times are recorded every time the first student is observed again. Each
student’s actions were recorded approximately eight times during one period.

6. What the students were reading was also recorded on the At Task Form.
Anecdotal notes were also taken during ILE for two periods in order to

examine more thoroughly what choices the students were making with regard to their
literacy activities. Detailed notes were recorded for each student for a total of twenty
minutes during two periods. Activities, behaviors, and any discussion were recorded.
Another data collection tool used was the exit interview (see Appendix B).
The questions for the exit interview were developed before the study took place.
During the fifth week of observations, students came in to the classroom individually

during their physical education or lunch period. In order to protect the privacy and
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identity of the participants, there were no other students present in the classroom
during the exit interviews. The questions were designed to examine how the students
felt about having choice in their independent reading material and literacy
experiences. In addition, they were designed to examine how the choice affected the
students’ motivation and willingness to read independently. Other questions included
in the interview asked for the students’ suggestions about independent reading in the
classroom and their personal reading habits. All responses were recorded in writing as
the interview progressed.

During the course of the study, the policies and procedures of the California
State University Monterey Bay Institutional Review Board were strictly followed. All
parental consent and student assent forms were signed before the study took place.
The risk was that nonparticipating students may have found out about participation
and engage in negative behaviors against the participants. In order to address that
risk, complete confidentiality was designed in each step of the study. The use of
pseudonyms and not singling out participating students during the class period helped
minimize this risk. All data collected was used exclusively for this project and kept
safely in a locked cabinet when not being analyzed used.
Data Analysis

After collecting the data, answers from the Reading Habits Questionnaire and
the exit interview were reviewed and coded. Notes were taken on the data and direct
quotes were recorded. The At Task Form was used to tally the activities and at-task
behaviors of the participants. The responses to the questionnaire and the exit

interviews and At Task information were then analyzed to in attempt to generate
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themes in how choice in independent reading and literacy activities affected the

participants willingness and motivation to read.
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4 Data Analysis and Results

The results of the study are organized by the tools that were used to collect
data. First of all, students were given a Reading Habits Questionnaire which explored
the students’ motivation to read and their reading habits in and out of school (see
Appendix A). This questionnaire was given before the changes in the classroom took
place. Secondly, students were observed using the At Task Analysis Form during
Silent Sustained Reading (SSR) and during Independent Literacy Exploration (ILE)
which allowed the researcher to analyze and present data about behaviors that were
considered to be on task. Lastly, participants had an exit interview which further
explored motivation to read, the effect of choice on a student’s willingness to read,
and suggestions about how SSR and ILE could be improved in the classroom (see
Appendix B).

Reading Habits Questionnaire

The questionnaire consisted of fourteen questions, but only the responses to
seven of the questions were applicable to the study. The following data is a summary
of the answers that were given on the questionnaire.

A few of the students did not understand the first question which was “What
words pop into your mind when you think of reading a book?”” Some of the words
that the students used in their responses were exciting, imagination, action, sadness,
plain boring, sometimes fun, amazing, boring, “ew,” and cool. For the most part,
students had positive words, but two of the eight students called reading “boring.”

Another question asked was “How often do you read at home?” Most of the

students reported reading every day or evening, but when the researcher informally
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and orally asked why they read every night, all of the students said that they read
because it is an assignment for their literature class. Otherwise, most of them said that
they would not read at home.

Students were then asked why they read. Some responses were: to learn new
words, because I can, for school, when I’'m told, to learn more things, it’s fun and
educational, it helps you, and because it gives me something to do when I have
nothing else. So, for the most part, students read to learn or because they were
required to read. Only one student, Miriam, mentioned that reading is enjoyable.

When asked what benefits come from reading, students saw learning new
things and reading faster as benefits to reading. Two students, Twilight and Angel,
did not think there were any benefits at all. None of the students reported
entertainment or enjoyment as a benefit of reading.

Students also reported how they feel when reading. Angel stated that it makes
him feel exhausted with a headache. Miriam wrote that it made her feel better when
she is sad. The other participants wrote about how they feel like they are actually “in
the book.” Twilight reported feeling nothing more than if it were real. So mostly,
students feel positive about reading.

The last two questions asked had to do with strategies students use to
understand text and favorite ways to respond to text. Some strategies listed were
rereading, visualizing, looking word up in the dictionary, prediction, context clues,
discussion, and questioning. Three of the students mentioned visualization. Since
there was a list of strategies posted in the classroom, students may have used the list

in writing a response. Some of the students’ favorite ways to respond to what they
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read are: summarizing, reading logs, answer “in my mind,” movies, diorama, and ask
questions. Twilight wrote that he had no favorite way to respond. It was surprising
that no student mentioned discussion with others as a response to reading. Students
were required to ask deeper-level questions about what they read and answer them in
their reading logs so that is probably where they came up with questioning as a
response to reading.

After analyzing the responses to the “Reading Habits Questionnaire,” it is
clear that students see reading as a way to learn new things and also as a way to
become better readers. It seems to be a priority for them, but unfortunately, few
participants seemed intrinsically motivated to read. They read mostly because it a
required activity for school. Their responses about what they do to reflect were
mostly what they have had to do in classes presently and in the past. This is a
predictor of the lack of response and reflection that occurred during the study.

At Task Analyses

The At Task Analysis Form was used to observe the students during SSR and
ILE.

Silent sustained reading.

Students participated in SSR two periods per week for six weeks and letter
codes representing on or off task behavior were assigned eight times per student

during one period. See the Table 4.1 for an explanation of what the letter codes mean.
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Table 4.1. Letter Codes for SSR

Letter At Task Level Descriptors of Behavior

A High At task; eyes following text; attending to text

B Medium High Eyes on book; eyes not following text, but staring at
one page

C Medium Flipping through a text; glancing at text and/or
pictures

D Low Not at task; talking, writing, playing, digging in
backpack, etc.

E Not Present Out of seat or room

F Not Present Absent

Table 4.2 is a compilation of the data for each participant in the study
allowing for students who were absent or out of the room. Percentages were
computed by dividing the total number of instances that letters were assigned for the
six-week period by the number of times each letter was assigned and rounding to the
nearest tenth of a percent.

Table 4.2. At Task Analysis Data

Student A B C D

Shell 87.5% 03.4% 05.7% 03.4%
Tumble 70.1% 06.9% 18.4% 04.6%
Twilight 76.6% 01.6% 12.5% 09.3%
Katherine 83.7% 00.0% 12.8% 03.5%
Angel 59.2% 27.3% 08.6% 04.9%
Miriam 73.6% 09.2% 12.6% 04.6%
Pinky 60.3% 12.8% 10.2% 16.7%
Yo’ Mama 52.6% 08.8% 30.0% 08.6%
Average 70.5% 08.6% 13.9% 07.8%

Note. Percentage represents instances of time at task.

Shell and Katherine spent the most time actually engaged in the text, whereas
Angel and Yo’ Mama spent the least time actually reading their texts. Pinky spent the
most time off task. For the most part, the students’ level of reading engagement was

dependent upon what they were reading (novels, newspapers, magazines, etc.). The
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Table 4.3 shows what the students were reading during SSR. Sometimes students
switched reading material midway through the reading period so that switch was
annotated on the At Task Analysis Form. The reading material was divided into four
categories for the purposes of the study: novels, newspapers, comics, and “other”
which included magazines and catalogs.

Table 4.3. SSR Reading Material

Student Novels Newspapers Comics Other
Shell 9 3 3 0
Tumble 3 10 5 1
Twilight 0 8 3 1
Katherine 4 3 2 5
Angel 1 10 1 0
Miriam 4 3 1 5
Pinky 5 2 1 3
Yo’ Mama 1 5 1 4

Shell read his novels nine times during the study and that correlated with the
amount of engaged reading time (letter code A on Table 4.2). The students who read
the most magazines (“Other” on the above chart), spent the most time just flipping
through their texts instead of being engaged in reading an article. Newspapers were
by far the most popular choice of reading material for all the students and for Tumble
and Angel more time was spent than the rest of the students flipping through the text
(C on Table 4.2) or staring at one page (B on Table 4.2). Figure 4.1 shows the

percentages of the types of reading material for all eight students.
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Figure 4.1. Materials Read by Participants for SSR
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Newspapers and novels seemed to produce the most at-task behaviors for
SSR. Although B’s and C’s were still considered on task, the amount of time that
students were following text with their eyes would be a better determinant of on-task
behavior so a comparison of the type of text compared with the number of “A”
behavior observed is a necessary data set for the purposes of this study (see Figure

4.2).
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Figure 4.2. Percentage of At Task Instances When Reading Novels
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Twilight is absent from the Figure 4.2 because he did not read any novels
during SSR time. Both Yo’ Mama and Angel show one hundred percent in part
because they each only read their novels one time for half of a period (approximately

twenty minutes).

Figure 4.3. Percentage of At Task Instances When Reading Newspapers
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When comparing the instances engaged in reading novels versus the instances
spent attentively reading newspapers most students attended to the text more often
when they were reading novels. Novels seemed to allow students to read in a more
fluent manner most likely because they were more involved in the text. Students
seemed to have a hard time just reading through a single article. Much of the time
they were searching for an interesting article in the newspaper. The results were more
dramatic for the “Other” category of reading materials which included magazines and

catalogs (see Figure 4.4).

Figure 4.4. Percentage of At Task Instances When Reading Other Materials
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Out of the four students that read other materials during SSR, most of them
were reading attentively less than fifty percent of the time. Katherine was actually
reading READ Magazine which is mostly made up of short stories, so that may be

why her percentage is so much higher than the rest.
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Another aspect of choice in the study was the option to read any novel the
participants wanted. Their SSR experience in the past was that they were required to
read Accelerated Reader (AR) books that were at their personal reading level. Many
students complained that the books that they wanted to read were not AR books.
Often, it was the higher level readers who made this observation. There seem to be
plenty of the lower level books in the library, but the higher-level books (eighth grade
and above) had only one shelf that is about two feet long. With that in mind, data was
collected as to which books the students chose for SSR were read in the classroom.
Table 4.4 compares the students’ current reading level with the reading level of the
books that they read in SSR. The levels of the books are determined by Renaissance
Learning, the AR company.

Table 4.4. Comparison of Student Reading Level with Reading Levels of Novels

Read During SSR
Student Average
Name Reading Reading
Level Level of
Novels
Shell 7.7 3.3
Tumble 6.1 3.4
Twilight 9.2 None
Katherine 4.7 54
Angel 4.2 4.4
Miriam 5.4 34
Pinky 4.4 5.2
Yo’ Mama 13+ 6.2

Unfortunately, more than half of the students chose books that were below
their personal reading level, but if you look at the amount of instances that they were

reading attentively, they were obviously interested in the novels. So, since the idea of
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SSR is to practice reading, even the students who did not read at their personal
reading level were benefiting by building fluency practice.

Independent literacy exploration.

ILE took place once per week for one period. The idea was to have students
reflect on what they read during SSR during this time. Since it was the students’
choice about what to do as long as it had to do with reading or writing, it ended up
being a period where students chose activities that were separate from what was read
during SSR. Table 4.5 represents the percentage of time that the students did certain
activities.

Table 4.5. ILE Materials

Name SSR Reader’s Library AR Test Other
Theater
Shell 57.1 28.6 0 14.3 0
Tumble 42.8 28.6 0 0 28.6
Twilight 16.7 66.7 0 0 16.6
Katherine 50.0 10.0 20.0 20.0 0
Angel 16.7 33.3 0 0 50
Miriam 85.7 14.3 0 0 0
Pinky 42.9 42.9 0 0 14.2
Yo’ Mama 28.6 71.4 0 0 0

Note. The “Other” category consisted of miscellaneous activities such as writing a

story, spelling work, crosswords, and word searches.

Surprisingly, the top two activities for ILE were SSR and Reader’s Theater
(see Table 4.5). Students for the most part preferred reading more to reflecting on
what they already read. This is not necessarily a negative aspect of ILE because the
students were building fluency. When students participated in Reader’s Theater, they
were reading along with the script and seemed engaged in the activity, again building

fluency. When Twilight and Yo’ Mama were asked why they participated in Reader’s
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Theater so much, both reported it as more fun because it was more of a social and oral

activity.

Instances of on-task behavior for ILE were also gathered. Since it was not

meant to be an activity that required intense engagement with the text, for this data set

students were considered highly at task even if their eyes were not attending to text at

all times. At task on the ILE At Task Analysis data collection tool was coded as “A.”

See Table 4.6 for an explanation of what the letter codes mean.

Table 4.6. Letter Codes for ILE

Letter At Task Level Descriptors of Behavior

A High At task; working on literacy project or activities

B Medium High Looking at activities list; deciding what to do;
looking through reader’s theater scripts

C Medium Flipping through a text; glancing at text and/or
pictures

D Low Not at task; social talking, playing, digging in
backpack, etc.

E Not Present Out of seat or room

F Not Present Absent

Allowing for absences and time spent out of the room, Figure 4.5 represents

the percentage of instances the students were observed doing high at task behaviors

for ILE (coded as A on Table 4.6).
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Figure 4.5. Percentage of At Task Instances During ILE
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Most students were displaying at-task behaviors over 80% of the time (see
Figure 4.5). Students clearly enjoyed the openness of the activity and were engaged
with some kind of literacy activity almost all of the time. Students enjoyed this
activity period so much that they have asked to have ILE more often.

In general, the choices available to students in both SSR and ILE had a
positive effect on at-task behaviors. In the past, students have expressed their
boredom with SSR and as discussed in the exit interviews, having the choice of texts
has made it a more pleasurable activity for both the students and the teacher.

Exit Interviews

After the last At Task Analysis, students were interviewed to explore their
feelings about how choice affected their experiences with SSR and ILE. The
interviews took place during their physical education class, the researcher’s

preparatory period. The interviews took approximately twenty minutes each and



