DOCUMENT RESUME

ED 474 965 CS 511 916

AUTHOR Richardson, Carol

TITLE The Relationship between Self-Esteem and Reading.

PUB DATE 2003-04-00

NOTE 12p.; M.A. Research Project, Kean University.

PUB TYPE DiSsertations/Theses - Masters Theses (042) -- Reports -
Research (143) .

EDRS PRICE EDRS Price MF01/PC03 Plus Postage.

DESCRIPTORS Case Studies; Primary Education; *Program Effectiveness:

*Reading Achievement; *Reading Improvement; *Reading
Programs; *Self Esteem; *Self Evaluation (Individuals)
IDENTIFIERS *Literature Circles '

ABSTRACT

The purpose of the study was to investigate the impact self-
esteem had on reading with children of diverse reading levels using a
modified reading program. Three students were targeted in the study. For the
purpose of identification for this research, targeted students were assigned
pseudonyms. The identities were completely anonymous to everyone else.
Targeted students were part of a class in which reading levels ranged from a
2.0-3.0-grade equivalency. The three students were chosen because of their
regular attendance record and differentiated reading levels. Students read
different self-esteem novels on their actual reading levels in a modified
version of Literature Circles. Two girls and one boy were chosen for study;
Susan identified as superior, Maria identified as the midpoint of the
population, and Juan identified as less able in reading. A profile of the
academic performance of the three students is provided in table 4. In order
to analyze the collected data, research was broken down into three types of
data; interpretation of the results from pre-test and post-test, the
information obtained from the actual samples of work by the students, and the
information obtained from the observations made at the time of the study.
Each targeted student was observed individually to see how the intervention
impacted each one. Improvements, setbacks, and other factors that arose
during the study were observed. Results indicated the modified reading
intervention enhanced self-esteem and reading in the three students of
diverse reading levels. Conclusions were drawn from these evaluations and
results determined. Research lasted approximately six weeks. For continuity
sake, targeted students were discussed one at a time from start to finish.
Contains 92 references and 7 tables of data. Appendixes contain a reading
attitudes survey instrument, a self-esteem evaluation instrument, a form to
record reflections on the Literature Circle experience, release forms,
literature circle monthly meeting calendars, role sheets, and a teacher
observation record sheet. (Author/RS)

Q Reproductions supplied by EDRS are the best that can be made:
ERIC X from the original document. A i

Aruitoxt provided by Eic:




The Relationship Between Self-Esteem and Reading

By

ED 474 965

Carol Richardson

A thesis submitted in partial fulfiliment
of the requirements in the
Master of Arts Degree in Reading Specialization

Kean University

PERMISSION TO REPRODUCE AND , ‘
DISSEMINATE THIS MATERIAL HAS . \
BEEN GRANTED BY Spring Convocation 2003

C Pu'c’mro(}an

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

U.S. DEPARTMENT OF EDUCATION
Office of

EDUCATIONAL RESOURCES INFORMATION
CENTER (ERIC)
O This document has been reproduced as
received from the person or organization
originating it.

O Minor changes have been made to
improve reproduction quality.

® points of view or opinions stated in this
document do not necessarily represent
official OERI position or policy.

BEST COPY AVAILABLE

1916

ERIC 2



ACKKNOWLEDGEMENTS

Many thanks to my mom and dad, who have given me the intestinal fortitude all
throughout life to pursue my drearns

Thanks to my patient boyfriend, Wilham, and loving daughter Amai, who have been
great sources of strenoth all through this work

Thanks also to Dr.Tracey and Dr. Kastner, for letting me proceed my own way until I
needed some mid-course guidance, and for being right there with the thrusters when
asked!

Thanks also to my classmates in CS 5498 and my editor, Fatima, for the friendship the
energy expended in extra-curricular activities, encouragement and comic relief when
things started to get crazy.



TABLE OF CONTENTS

Page
ABSTRACT ................. ..........................................................
ACKNOWLEDGEMENTS ... . e e,
CHAPTER
I.Lite;ature ReVIEW. ... - 1
Components of Self-Esteem.......... PP PP s 5
The Relationship Between Self-Esteem and Reading.............................. 6
The Cocnitive Element and Reading.................. ... .................... 9
| The Affective Element andReading........... ... 15
The Behavioral Element and Reading. .. .......................... SUSTRTURT 16
SUIMIMAIY . .. e e e e e e e e e e 22
2. Methodology ........ SR e e e e e e e e 24-28
| PartiCIPANTS. .. ..o ot e 24
Materials.........coo i e 25-27
ProCeduUre. .. ..o 27 |
Data ANALYSIS. ... Ee 28-29
3. RIS . 30-37
B, DASCUSSION. .. ..\ttt ettt et e e et e et et e e e e e 37
IR 5% V11 4 o) o |- J PSP 38
6. Future IMpCAtionS. .. ........ouiuiii i 38-39
ST REEIENCES. .. . it e e 40-46

B, APPENAIXES. ...ttt e e




Abstract

The purpose of the study was to investigate the impact self-esteem had on reading with
children of diverse reading levels using a modified reading program.

Three students were targeted in the study. For the purpose of identification for this
research, targeted students were assigned pseudonyms that signified to research only, who they
were. The identities were completely anonymous to everyone else. Targeted students were part of
a class in which reading levels ranged from a 2.0-3.0-grade equivalency. The three students were
chosen because of theitr regular attendance recolrd and differentiated reading levels. Students réad
different self-esteenﬁ novels on their actual reading levels in a modified version of Literature
_ Circles. Two girls and one boy were chosen for stu.dy; Susan identified as superior, Maria
identified as the midpoint of the population, and Juan identified as less able in reading. A profile of
the academic performance of the three students is provided in table 4.

Iﬁ order to analyze the Coll_ected data, research was broken down into three types of data;
interpretation of the results from pre-test and post-tést, the information obtained from the actual
samples of work by the students, and the information obtained from the observations made at the
time of the study. Each targeted studeﬁt. was observed individually to see how the intervention
impacted each one. Improvements, setbacks, and other factors that arose during the study were
observed. Conclusions were drawn from these evaluations and results determined. Research lasted
approximately six weeks. For continuity sake, targeted students were discussed one at a time from

start to finish.
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Literature Review

Self-Esteem and Reading

Before exploring the link between self-esteem and reading, it seems worthwhile to clarify
the term self-esteem. In reviewing the literature, it t;ecomes clear that definitive research
on self-esteem has been difficult due to the variety of definitions. Self-esteem is a widely
used concept within popular language and in psychology. Blascovich and Tmﬁaqua
(1991) found self-esteem referred to an individual’s sense of his or her value or worth, or
the extent to which a person valued, approved or appreciated prizes, or liked him or
herself The most broad and frequently cited definition of self-esteem within psychology
was Rosenberg’s (1965), who described it as “a favorable or unfavorable attitude toward
the self” (p. 15).

| Bednar, Wells, and Peterson (1989) defined self-esteem “as a subjective and
realistic self~approval™ (p.4). They point out “self-esteem reflects how the most
fundamental levels of psychological experiencing” (p. 4) and that different aspects of the
self created a “profile of emotions associated with the various roles in which the person
operéted. _.and [that self-esteem] was an enduring and gffective series of personal values
based on accurate self-perceptions” (p. 4). Brandon (1997) defined self—eéteem as “the
diséosition to experience oneself as being competent to cope with the basic challenges of
life and of being worthy of happiness” (p. 2).

beﬁnitions of self-esteem varied considerably in both their breadth and

psy0h§]ogical sophistication. High self-esteem meant we appreciated oﬁr inherent worth
and ourselves. More speciﬁcally, it meant we had a positive attitude, We evaluated

ourselves highly, we were convinced of our own abilities, and we saw ourselves as
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competent and powerful—we were in control of our own lives and able to do what we
wanted. In addition, we compare ourselves favorably with others. We also know what it
means to experience diminished self-esteem, self-depreciation, helplessness,
powerlessness, and depression (Mecca, Smelter & Vasconcellos, 1989).

Purkey (1988) believed it would help us to better understand self-esteem by
differentiating self-concept from self-esteem. He found self-concept was the totality of a
complex, organized and dynamic system of learned beliefs, attitudes and opinions that
each person held to be true about his or her personal existence. Crocker and Major
(1989) stated sociologists emphasized the importance of reflected appraisals in the
development of the self-concept for niany years. Sociologists believed the “awareness of
how others evaluate the self and the adaptation of those others views combined to form
the concept of the self” (p. 610). Rosenberg (1979) believed self-concept Was slow
forming, with many changes taking place in middle childhood and adolescence, and that
the self—conc;ept is never static but continues to change throughout one’s life. Stanwyck
(1983) clarified éelf-concept by saying that although self-concept may be viewed as how .
one sees him or herself, self-esteem is “how I feel about how I see myself” (p. 11).

" Mack (1983) found “The preschool child’s hierarchy of valuable parts of the self
is based on his or her mode of self-conceptualization, competencies, identifications with
parental qualities, roles, and values, and the developing superego and €go ideal” (p. 133).
Mack also described self:esteem as a conscious process, which is thought about and
described. It was also an unconscious process, reflecting an individual’s inner psychic

structure. Individuals with positive self-esteem tended to feel proud, worthy,
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enthusiastic, and effective, while those with negative self-esteem tended to feel shameful,
unworthy, and helpless. |

Positive self-esteem was so basic a task of development that qhildfen often saw it
as necessary for survival. The development .and profectioﬁ of self-esteem was one of the
central developmental tasks throughout life (Mack, 1983). According fo Méck, “the
capacity to attract the parent, to use relational skills to bring about the fulfillment of
needs and wants, is the earliest test of childhood competehce and self-worth” (p. 25).
Self-esteem is influenced by relationships within the family, those between children and
parents, as well as those between siblings. Birth order affected an individual’s personality
development; parents treated older children differently than younger children. Older
siblings exhibited personality traits that differed from their younger siblings.
Specifically, firstborn children tended to have higher self-esteem fhan later born children.

Fable (1 991-) foupd similarities in his research. Birth category affected a person’s
level of self-esteem. Falbo conducted a study to examine the relationship between birth
order and certain personality charactenistics. Fable had 841 male and 944 female
undergraduate students complete several personality instruments and a background
questionnaire, including a 16-item device used to measure self-esteem. Falbo discovered
self-esteem was higher among firstborn children than later born children. In addition, he
learned firstborn children ténded to be more competitive than their younger siblings.

An individual’s relation to his siblings affected his self-image and self-esteem.
Gates, Line Bergler, Crockett, and Hubbard’s (1988) findings agreed with the findings of
Mack (1983) and Falbo (1981). They conducted a study about birth order and how it

related to depression, anxiety, and self-concept. Gates et al. used three different scales,
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including one designed to measure the level of self-concept. The children questioned
ranged in ages from 7 to 12 and were selected from public and private schools. All items
were read to the children to account for possible differences in reading levels. Gatés et al.
found the self-concept scores were higher for firstborn children than second-born and -
youngest-born children. A high self-concept score indicated a high level of sélf-esteem.

Researchers found self-esteem affects achievement. Covington (1989) reported as
the level of self-eéteem increased, so did achievement scores; as self-esteem decreased,
achievement scores declined. Furthermore, he concluded self-esteem was modified -
through direct instruction and that such instruction ied to achievement gains.

Holly (1987) also found achievement was affected by self-esteem. Studénts’
perceived efficacy to achieve, combined with personal_goal setting, .was found to have a
major impact on academic achievement. Holly (1987) compiled a summafy of some 50
studies and indicated most researchers supported the idea that self-esteem was more
likely the résult than the cause of academic achievement. He acknowledged that a certain |
level of self-esteem was required in order for a student to achieve academic success and'
that s~elf-'esteem and achievement go hand in hand. They fed each other.

Self-esteem was reported as an important goal of education. In addition, helping
children to “feel good about them” was frequently listed as an important goal of early
education. For example, the National Association of Elementary School Principals
A(199O) listed the development éf “a positive self-image” first among the characteristics of
a good quality early childhood program. One ‘ne\'Nsletter for teachers stated, ;‘the basis for
everything we do is self-esteem. Therefore, if we can do something to give children a

strong sense of themselves, starting in preschool, they’ll be [a lot wiser] in the choices
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they make” (Mc Daniel, 1986 (p.1). One of the difficulties in trying to reach agreement
on the nature of self-esteem was due to the fact that it had been approached frorﬂ several
different perspectives. Some saw it as a psychodynamic, developmental process; others
have approached it from the perspective of the cdgnitive-behaviorist in terms of various
coping strategies; others have viéwéd it from the position of a social psychologist in |
terms of attitudes, while others have focused on the experimental diﬁlensions of self-
esteem as a humanistic psychologist. Since self-esteem had both psychological and
sociological dimensions, this made it difficult to come up with a comprehensive
definition, and rarely have both dimensions been taken into consideration together in
conducting research studies (Reasoner, 1992). There was, however, general agreement
thatllthe term self-esteem includéd cognitive, affective, and behavioral elements.
Components of Self-Esteem
Several researchers have defined the three components of self esteem.

Cognitive Element

Reasoner (1992) defined the cognitive element of self-esteem as someone who
thinks about oneself as one considers the discrepancy between one’s ideal self; the person
one wishes to be and the perceived self or the realistic appraisal of how one sees oneself.

Affective Element

Gordon, Sheridan & Paul, (1996); Irvin, (1998); Mizokawa & Hansen-Krening,
(2000) discovered the affective element of self-esteem refers to the feelings of emotions, -
motivations, attitude, perception, interest and associations related to bast learning
experiences, and feelings generated by words and events in the learning situation.

Behavioral Element

10
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Reasoner (1992) believed the behévioral element teaches children to adopt
specific behaviors to be able to express themselves confidently so others will relate to
them in a positive manner. Activities focus on posture, voice, and the maﬁner in which
they deal with others. Through this element many individuals who see themselves as
victims take a more assertive approach and are no longer treated as victims.

The Relationship Between Self-Esteem and Reading

White (no date) found a strong link between a child’s self-esteem and his or hef
academic success. Children who feel good about them selves learned more easily and
retained information longer. In fact, they did better in every way. If they had a sense of
well being they were much more likely to be able to handle the ups and downs of daily
life, including prejudice, abuse, addiction, delinquency and violence.

Concern about students’ reading abilities was expressed at local, state, and
national levels as well as in the broader political arena. _President Clinton announced in a

State of the Union address in 1996 that it was a national priority that every child read by
the end of third grade. Many states including California, Texas, and Maryland declared
reading initiatives and redesigned curricula and teacher standards (Bryant, D. P. Dickson,
S. Young, C., 2001) Most, if not all, of these efforts .aimed at improving reading have
addressed the reading problems of students in kindergarten through third grade (Snow,
Bumns & Griffin, 1998). Students who struggled with reading in the early grades were
unlikely to improve considerably over time; fewer than one child in eight who was failing
to read by the end of first grade ever caught up to grade level (Juel, 1988; Torgesen &

Burgess, 1998). Middle-school students struggled with reading and learning from text

11
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because of reading disabilities, reading problems, and inadequate instruction (Greene,
1998; Williams, Brown, Silverstein, & de Cari, 1994).

Ten sixth-grade middle school teachers and their 60-targeted students

(14 students with reading disabilities, 17 low-achieving students and 29 average-
achieving students) participated in a four month professional development and

. intervention program to enhance reading outcomes. The multi-component reading
intervention included three reading strategies: word identification, fluency, and content
area comprehension. All three groups proved in accuracy of oral reading and fluency.
Although many students made significant gains in word identification, fluency, and

: c;omprehension, a subgroup of very poor readers made little or no gains.

Bryant, Vaugh-t, Linan-Thompson, Ugel, Hamff and Hougen (2000) found
teachers cited problems with decoding skills, indicating students struggled with multi-
syllabic words at the expense of comprehension. Teachers explained that the students"
limited vocabulary and comprehension strategies presented numerous challenges for
teaching content area subject matter and for using text-based material. Teachers
indicated they thought the struggling students had a poor self-image, low self-esteem, and
low expectations for themselves. One teacher captured the resulting motivational issue, -
which was also mentioned by several other teachers: ‘-‘We’ll-have some students who, 1
guess are so faf behind and.have been down so long they don’t even have the want to

: iﬁlprove” (p. 256). Students who lacked genuine purposes for the reading tended to
dislike read.ing or experienced difficulty-finding reasons to read (Ivey, 1999; Worthy &

Mc Kool, 1996; Worthy, Moorman & Turner, 1999).

12
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In a recent study, Mc Cray, Baughn and Neal (2001), interviewed twenty middle
school students with reading related learning disabilities on two occasions to better
understand their perceptions about a) their reading ability, b) procedurés used to assist
with reading instruction, and c) reading instruction that might improve their reading
ability. Asking a series of questions followed up Students’ responses: a) “Who is a good
reader?” and b) “Who 1s a poor reader that you know? What makes him or her a poor
reader?” Examples of their comments indicated that many of them made distinctions
bet_ween‘good and poor readers by relating to how well these individuals demonstrated
skill in word recognition, decoding, reading fluency, and reading comprehension. For
instance a seventh-grade student stated:

My classmate is a good reader [because] he reads fast and people

understand. He reads slow enough that we can hear him and understand |

what he is saying. If he doesn’t know how to pronounce a word he sounds

it out. (p.21)
Another student identified a poor reader in her classroom: “Sometimes Mark gets things
all wrong, and the teachér needs to help; him” (p. 21). The particibants described poor
readers as those unable to read material quickly with few uncorrected errors and to recall
and compreﬁend what they read. Moreover, students believed that in addition to deficits
in basic reading skills, reaciing difficulties were also attributed to poor motivation, lack of
confidence and self-esteem, and fear of embarrassment in front of peers. One student
said:

Every time the teacher tells him to read, he says “No, no, no!” He Just

shrugs his shoulders and walks out of the classroom. He can’t get the

o , 13
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words right. He is supposed to be in special education all of the time. The

teacher tries to help him out. She helps him read. If he can’t sound out a

word, she gives the wo_rd' to him. (p.22)
The participants were aware of their reading disabiljty and the reading problems and"
abilities of peer mates (Mc Cray, Vaughn & Neal, 2001). | Whether the goal was
educating mentally healthy and functional students or students who performed well
academically, teacﬁers must make self-esteem development a primary focus. Talented -
people will not always succeed in life, but people with genuinely high self-esteems will
find ways to (Shindler, no date).

The.Cognitive Element and Reading
The cognitive element focuses on changing the manner in which individuals

viewed their experience, to help tﬁem view things positively rather than negative aspects
of their situation. They are taught that they have a choice in how they wish to perceive
an eQent or experience, and that can be either positive or negative (Retrieve, no date).
According to Hummel (1998), many preschool and primary programs were modeled on
Piaget’s theory, whiéh provided parts of the foundation for constructivist learning.
Bricklin (1991) found the rela'tionship'between feeiings of self-worth and achievement
was interactive and reciprocal, one feeding the other. Thus, the child whoée self-
descriptions included, “I am not a learner” and “I am no good at reading” was likely to
view mistakes and failures as consistent with th"af view of self. That same child viewed
any successes as “luck,” “an accident,” or “1 Wasn’t really responsible.” From this

negative view of self, the child was not accessible to the best teaching efforts. No matter

14
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how good instructional strategies to develop reading skills may be, if the child was not
emotionally available to learn, learning would not take place.

Mc Cray (2001) believed a major psychological task for the growing child to
master was the question, who am 1?7 Through a process of role-playing and fantasy the
child moved from a wish to replace his or her mot.her or father. The sense of self
developed, then, through direct experience—primarily exploration and ma'stery.} If is
through this exploration and mastery that the child developed a sense of either “I am one
who can” or “I am one who cannot,” with respect to various activities. In addition, Mc
Cray noted students with dis'abilities hgd much to séy about their reading ability, reading
instruction, and commitment to learn and to read. They identified themselves as poor
readers who experienced problems in wolrd recognition, reading fluency, comprehension
skills, and reading confidence. Further, they comrﬁented on their ongoing frustration
ovler their poor reading skills, the inability to learn from reading skills, and the inability to
learn mem reading. They explained their failure to learn to read proﬂc;iently |
compromised their daily survival in and out of school and had long lasting effects into
adulthood. - A student named Shane stated:

Learning to read is extremely important because anything that'you do
involyes reading—Iike math, science, and social studies. I’m a littie bit
dyslexic. It’s sometimes hard for me to fead- I read the words on the
blackboard backwards.... Itned to read the lunch menu and WouId get so |

frustrated, I just had to stop. I ate the same thing everyday at school

because I couldn’t read the menu. (p.7)

15
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Shaﬁe added, “My daddy can’t read, and I can’t read that good. He couldn’t help me |
learn to read, and I guess I won’t be able to help my kids to read neither if I don’t get
better at reading” (p. 7). All of the students questioned their future success as adults and
in employment with such limited reading ability (Mc Cray, 2001). However, none of :
them doubted that their reading skills could improve, and thus they remained hopeful and
determined to learn to read better. For example, despite a reading level of grade 2, a
student named Shanika expressed her hépe that her reading ability would continue to
improve: | | |
I am improving because at the beginning of the year I was reading on a |
first-grade level and now I’'m reading on a Second—grade reading level. 1
think I am getting a lot better. So probably next year I'll be on a fourth
grade reading level and getting better. I think that I am getting better at
reading novels. A month ago I was able to read 15 péges in a week. Last
year I could only read 4 or 5 pages in a week (p-28)
A comment by another student stated:
The teac;her said, “I’m glvmg you a test on this book and anyéne who gets:
70 and above wﬂl get to go outside longer.” Well,-she said that because
she didn’t expect me to get 70 or above, but I aced the test and got an 85.
She’s always promising us something because she doesn’t think we can do
| it (p. 28).
David’s words conveyed his willi_ngness to keep trying to learn to read, despite years of
failure (Mc Cray, 2001).

Two studies reported followed up on an initial investigation of classroom

16
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dynamics and young children identified as at risk (AR) for devé]oping learning,
emotional and behavioral disorder (LD/EBD) (Lago-Dellelo, 1998). Measures were
taken of teacher-student interactions, peer interactions, students’ perceptions of their
teachers’ expectat;ons, student self-perceptions, and academic engagéd time. In the first
study when the children were in grades 2 and 3, results replicated those of Lago-Dellelo
(1998) conducted the previous year when the children were in grades 1 and 2. Findings
supported a developmental progression for students at risk for LD/EBD with respect to
pefception of academic competence and self-concept as a function of classroom
dynamics. It seems that until about eight years of age, students at risk for LD/LBD were
| generally unaware of their classroom teachers’ negative behavior toward them and the
preferential treatment of their classmates. Some time between 8 and 10 years of age,
however, they seemed to become conscious of their teacher’s negativity and low
expectations and consequently, beglan to view themselves more negatively (Montague,
2001).

Students’ perceptions of their teachers’ expectations were related to student
achievement and other school outcomes (Ames, 1992; Brattensani, Weinstein &
Marshall, 1984; Skinner & Belmont, 1983). Specifically, positive perceptions of teacher
expectation were associated with greater engagément 1n academics, better grades in
school, and better behavior. The point at whi_ch children accurately perceived differential
teacher treatment in the cléssroom and peer rejection to the extent that they began to
perceive themselves negatively was not well understood. Some evidence suggested a

developmental course where by children began to internalize the negativity directed

toward them. Young children tended to be less accurate than older students to predict

17
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teacher expectations and tended to report high perceptions of competence where as older
students were more likely to perceive themselves in concordance with their perceptions
of teacher expectations (Simonson & Strein, 1997, Weinstein, Marshall, Sharp, & Botkin,
1987).

Mc Combs’ (1996) theory used an integrative framework combining skill, will,
and social support strategies. Skill was defined as cognitive and metacognitive
competency, which included an individual’s self control and self-monitoring strategies.
Will was defined as consisting of self-efficacy, choice, volition, and autono@y. When a
student believed that she could learn, make choices about what to learn and how to go
about it, and then independently execute the strategies necessary for learning, that student
showed the “will” to learn. Social support was defined as the interpersonal context for
the dimensions of both skill and will, through relafionships with otheré. In an
environment where learning is vélued, a social network that supporfed a student’s “skill”
and “will” helped her learn information more effectively. This theory differs 'ﬁom others.
in that it more strongly emphasized not only a learner’s perspective about what it meant
to be motivated to learn, but also her beliefs about herself and learning.

Every “effect” becomes the “cause” of a subsequent effect, which in turn the |
cause of a subsequent effect. These continuous recipfocal interactions were particularly
significant in the young person with ieafru"ng 'or reading disabilities because they may
influence not only the nature and severity of the difficulty in itself but also the
perceptions and expectatiohs of the child (self-concept), as well as the perception and
expectations of important others who influence this developing self-concept (Bricklin,

1991).

18
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For example, the child or adolescent’s perception of the difficulty he or she had
with reading or learning was “I’m dumb and that’s why I don’t understand what I read.”
A parent or teacher’s perception was “If she would try harder, she could do it.” These
~ differing perceptions created a possible point of interactive discord and influenced the

design of intervention (Bn'cklin & Gallico, 1986).

Thus, the sense of self as learner developed in an ecological context. For some
children this defective self-concept developed early, out of repeated experiences with
failure and being devalued by important others. The child came to school with a view of
self that said, “I cannot.” Other children developed a sense of self that says, “I cannot
.read,” “I’m dumb,” or “I’m no good 1n school,” and this sense of self was developed in

_the school itself.. Each of these children had a view of self as -léamer that said “I’'m not a
leamef,” complete with associated attributions about success and failure and a sensé of
powerlessness (Bricklin, 1991). .

Gordon, (1996) examined self-concept, motivation and school environment
factors among resilient (GPA of 2.75 or highér) and non-resilient Latino high school
sophomores ﬁoﬁ low socioeconomic, stressful backgrounds. Resilient youths (n=9)

~ believed more in their cognitive abilities and placed less emphasis on be]pn‘gingness than
the non-resilient youths (n=27). They also had stronger motivational pétterns regarding
their cognitive abilities, but weaker motivational p’attéms regarding belongingness.
Acéording to the Latino students mean scores, the school environrﬁent_ was less
supportive with some of theilr goals and abilities, but not of their cognitive and

belongingness goalé, nor was it supportive in the extracurricular area. Although limited

13
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in sample size, results provided school psychologists with some insights into the Latino

population—a population that was rapidly expanding.

fhe Affective Eler;xent and Reading
Affect is an important consideration when working4with middle school students.
Worthy, Moorman & Tuﬁer (1999) _found the middle school years were often a time
when students lost interest in reading and began to develop negative attitudes toward
reading. Cline &.Kretke, (1980); Mc Kem'la,AKear, & Ellsworth, (1995), Shapifo &_
White, (1991) found it went beyond conventional commentaries about middle school
student apathy in general toward reading bec;éuse it became more apparent that many
young adolescents in the United States were 'nbt simply choosing to eschew reading in
favor of other hon-literate activity. Rather, as reports at the national, state, and local
levels indicate millions of youngsters at the intermediate and middle school levels read
below a fourth-grade level and experienced deficiencies in basic reading skills suchas
word recognition, decoding, reading fluency, and rea;ding comprehension. At-risk
readers face additional challenges in leamming and conceptual change that affected
motivation (Alvermann, Hynd & Quinn, 1995; Guzzetti, Snyder, Glass, & Gamas, 1993).
~ Poor readers, however, found reading any text problematic. Perhaps because poor
readers over relied on background knowledge (Spirp, 1980), they missed important
counter-intuitive ideas even in text that highlighted those ideas (Hynd, Mc Nish, Lay, and i
Fowler, 1995). Thus, they were less likely to engage 1n conceptual change as a result of

reading.
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There are at least two reasons to investigate the attribution profiles of students
with disabilities. First repeated experiences with academic failure put them at risk for
developing helpless behaviors in school. Helpless behavior_s, in turn, lead to decreased
motivation toward school aqd lowered self—est‘eem (Glazer, 1991).

Observational studies of regular classrooms indicated that prim_ary‘ students spent
60 to 70 percent of their allocated reading time completing skill work. Recent fesearch

| suggested that such emphasis on skills led children to form inaccurate and misleading
conceptions about the task of reading. According to Johnston (1985), a number of studies
revealed many poor readers believed that reading was primarily an oral performance
involving decoding rathér than a process for gaining meaning. Furthermore Johnston
(1985), found lower expectations about what children in cémpe;xsatofy classes could
achieve ma).', in fact, feed into the children’s expectations about their own abilities and
thus perpetuate low achievement. The importance of self-esteem and other aﬂ‘e;ctive
factors in motivation has been re-emphasized by recent work in met cognition and
strategic reading. Finally, children who spent the méjority of their reading time involved
in skills instruction did not get the opportunity to develop a love of reading. This may be
why some many students who could read chose not to (Johnston, 1985).

Of all learning tasks, success in reading was most highly valued by the vast
majority of society. There were a number of affective components necessary to become a

successful réader. To learn to read, and later to apply reading skills, required
assertiveness, risk taking, independence, and skills of interaction (Bricklin, 1991).

The Behavioral Element and Reading
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The behavioral element of self-esteem tended to concentrate on behavior asa
response to internal or external stimulation. This element hes the modern application of
the phi]osoi)hica] tradition of empiricism (Bemporad, 1980). Many students responded to
- reading and writing behaviors on the basis of their feelings and attitudes towa.r_d school,
learning, and teachere. éhild’ren who had problems ;iealing'with their feelings during
reading aed writing activities usually had learning difficulties (Gentile & Mc Millan,
1987). Children with problems probably encountered many failures in the school
settings; these failures resulted in emotional stress for the child, as well as for the peers
and adults in the child’s life. These emotional responses resulted in reading difficulties
but they also caused the difficulties to happen. Gates (1941) estimated that among cases
of severe reading disability about 75% demonstrated an emotional maladjustment in the
school setting. In about 25%, the emotional difficulty contributed to failure in reading
and related tasks.

Cuﬁent research in reading and writing and the emotione.l aspects associated with
successes was minimal. Altho_ugh a poor self-concept and poor achievement in reading
were related, it is not clear which was cause and which was effect. It is also not clear
when the sense of inadequacy and inferidrity concerning reading and writing developed.
Erikson (1963) found children developed a sense of industry in their work when they
w'ere“doing t-hi'ngs beside and with pthers” (p.260). |

Students who experienced aeadeﬁﬁc faﬂﬁres in reading and other school subjects
tend to be rejected by teachers and peers. They developed feeliﬁgs of; inferiority and
feelings of inadequacy when using the toels and skills necessary to perform with and

among their peers. Students were aware of the perceptions others had of their abilities
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and made the assumption that they were “stupid” (Lang, 1976; Serafic & Harway, 1979).
These feelings often resulted in school—related anxiety (Neville, Pfost & Dobbs, 1967)
and low self-esteem (Athey, 1982; Thomson & Hartley, 1980). Self—perceptioﬁ of being
rejected by others prédisposed a child to react agéessively when in an ambiguous social
situatioh, whereas children with high self-concepts were less threatened and therefore less
likely to respond with aggression (Edens, Cavell, & Hughes, 1999; Hay, 2000). When
children did not achieve as expected or desired they developed a resistance to going to
school, a reluctance to grow up, or a defiance of adult authonty. These children usually
had difficulty paying attention and staying on task. To read and write, attention to task.
was necessary. Egan and Perry (1998) examined relations between general sélf—concept,
social self-concept, victimization, and psychopathology (internalizing behaviors related
to delinquent and aggressive behaviors such as stealing, lying, getting into fights, and
threatening to hurt other people). Factors were related to three components of self-
c'oncept (general, same sex, and opposite sex) based on the large, nz;tionaﬂy
representative National E\ducation Longitudinal Study of 1988 database. At 8" 10™ and
12" grade levels, trouble maker and victim constructs were reasonably stable over time
and moderately positiv.ely correlated .(many students were both tlrouble makers and
victims). The victim factor was negatively correlated with self-concept and had negative
effects on subsequent self-concept whereas, the trouble- maker factor was also correlated
somewhat negati.vely with self-concept; it had small positive effects on subsequent self-
concept. Results showed low self-concept was associated with aggressive school

behavior.
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Anxiety, l‘ow self-esteem, and the high value placed on success in reading and
Writing by parents and teachers often resulted in resistance to learning and unhappiness.
Among the family process variables that seemed to be most important to children’s
academic performance was parents’ educational expectations for their children, which
consistently had been a strong predictor of student achievement at all age levels,
beginning with first grade (Intwisle & Alexander, 1990), to upper elementary school
(Marjoribanks, 1987), to high school (Ainley, Foreman & Sheret, 1991) and beyond
(Conklin & Dailey 1981), and for students from a wide range of racial and ethnic
backgrounds (Chung & Walkey, 1989, l\/ﬁékelson, 1990). Researchers explored the -

- relationship between parent expectations for their children and various family structure
variableé like socioeconomic level (Seginer, 1983), single-parent versus two-parent
homes (Thompson, Alexander, & Entwisle, 1988), and cultural differences (Chen &
Uttal, 1988). Yet,- the complex nature of parental .expectations, including how they are
formed in' relationship to other psychosocial variable and what effect these expectations
had in connection with other socigl psychological and family clirﬁate variables for certain
children within specific family contexts, has yet to be fuliy explored. However, the

| strong relationship between parents’ expectations for their children and the children’s
éwn expectations for themselves, especially during the high school years, has been fairly
well established (Trusty & Pirtle, 1998).

A number of investigators reported that level of self-esteem, or self-rejection, had
a moderating effect on situational, behavioral, and psychologicél relationships. An
examination of the literature on the moderating effect on the characteristic levél of self-

esteem indicated concerned situational adversity. Persons with higher self-esteem
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responded to the adversity that likely provided an episodic threat to their self-esteem with
less maladaptive responses than those with characteristically low self-esteém (Kaplan,
1996).

Gorman (1998) studied the moderating effect that parents’ n.egative self-feelings, |
or lack of negative self-feelings, had on the relationship between parents’ educational
level and their aspirations for their children. The hypothesized extent to which parents
felt positively or negatively about themselves regarding their attaining a certain level of
education and the extent to which children were aware of these feelings affected
children’s perceptionsi of their parents’ educational expectations. Therefore, parents who
were content with their station in life transmitted this contentment to their children. In
his examination of the relationship between social class and attitudes toward education,
Gorman described the differences in the educational expectations of middle class an‘d
working class parents as a function of their dwn pervious educational experiences, their
current occupational expen'encés, and the “hidden injuries of class.” Gorman examined
the moderating effects of parents’ negative self-feelings on the relationship between
parentaj educatjonal level and children’s perceptions of their parents’ educational
expectations. Results proﬁded a preiiminary indications that parents’ expectations could
be modified by how parents felt about themselves. Those modifying effects were
explained in terms of both parents’ and students’ motivation and behavior.

In addition, parental support was an(;ther vital instrument in the development of
children’s sense of personal competence and control (Ginsburg & Bronstein, 1993),
which, in turn, related to children’s use of academic self-regulatory behaviors (Feldman,

Martinez-Pons & Shaham, 1995; Aimmerman, Bandura & Mrtinez-Pons, 1992).
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(Ginsburg & Bronstein (1993) found the study was designed to examine whether parental
emotional support played a role after controlling for the meta-cognitive content and
manner of delivery of parent’s instructions. The study examined the eﬂ’ectivengss of 3
aspects of parental.instmction for predicting children’s self-regulation in school. Fathers,
mothers, and their children (52 families) were visited in their homes the summer before
the child entered 3™ grade. Metac,ogni_tion content (task and strategy information),
manner of instruction (small steps at an appropriate pace), and emotional support were
coded from parents’ instructions to their children for a problex.n- solving task. Children’s
self-regulatory behaviors in the classroom were assessed the following year: attention to
instructions, seeking help, monitoring progress, involvement in class, and metacognitive
talk. Patters of relations were observed. Manner of instruction predicted children’s
attention to instructions and help seeking in the classroom. Metacognitive content of
instructions did not predict these aspects of self-regulation. In contrast, metacognitive

~ content of iﬁstructions presented in an understandable manner with emotional support
predicted children’s monitoring and metacognitive talk.

School and teachers were often responsible for emotional deficits related to
school subjects. Children who had diﬂiculty learning to read and write were often
punished. Punishment was sométirnes di‘rect, but often it was indirec;i (i.e. “Jim, wﬂl you
help Tom with his reading?”). In addition, teachers often deprived students of recess,
playtime, or physical activities so that they could complete readmg tasks (Glazer, 1991).
Children with problems were often asked to read aloud in front of peers. Punitive types

of activities led to peer embarrassment and feelings of inadequacy (Glazer, 1991).
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A review of numerous research studies indicated that there is evidence that
children’s self-esteem could be enhanced by teachers’ encouragement of self-rewarding
behavior on the part of their students. With increasing self-esteem came improvement in
. academic performance which, in turn, enhanced self-esteem. Further, above average
levels of self-esteem were associated positively with better adjustment, more
independence, less defensive and deviant behavior, and greater social eﬂ‘ectiveneé_s and
acceptance of others (Gurney, 1987).

Summary

The synthesis of the ideas growing out of psychological inquires into the self, and
the application of these ideas to-reading governed the following portion of my research.

The relationship of self—esteem and reading is grounded upon three theoreticaln
assumptions: 1) self-concept influences reading behavior; 2) an individual’s perception's
of ability to read affect the level of intelligence; and 3) the self grows through reading
with through individual, and group interactions whether it be peers, family or
professionals. This review of literature has attelrnpted to outline the links between this
current study and its appropriate antecedents in the self-esteem theory, the elements of
self-esteem, and its effect on reading.

The effects of current research trends and theory adjustments have resulted in an
increased awareness of reading attifudes and the relationship between attitude and
per_‘formance in reading. The development of psychological profiles of researchers
throﬁgh measurement of self-esteem and other personality referents provides important

information for teachers and researchers for instruction in and assessment of reading.
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These affective elements add another dimension to self-esteem theory and reading

thereby extending the range of instruction and research.

The measurement of self-esteem and reading ability, identification of cognitive, affective
and behavioral elements in reading represent the concerns which beckoned this
'researcher in the formulation of this study. Coming to grips with this assortment of
impulses on one hand, and realizing the need for a meaningful analysis on the other is the
dilemma I will be facing in the construction of a research design, which hopefully will

accommodate all of these issues.
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Problem

The problem driving this research is to discover if self-esteem can be built
through the use of a modified readihg program. As the literature review shows, there has
been extensive work done on self-esteem and reading. One area which ne.eds further
investigating is however, the basic literacy skills of limited literacy, middle sqhool
resource students, that is their ability to read, write, and communicate successfully with
their peers and the world around them. A limited literacy student is a one who identified
as experiencing difficulties with literacy tasks and is ﬁnctioning two or rﬁoré grade
levels below average peers. Limited literacy students are not slow learners; they have
potential, but are not yet working to their predicted potential.

In all publications concerning the benefits of self-esteem and reading on children,
one of the most oﬁén cited factors is an increase 'in self- esteem when students are
working coof)eratively in a group setting. Researchers found self-esteem affects
achievement. Covington (1989) reported as the level of self-esteem increased, so did
achievement scores; as self-esteem decreased, achievement scores declined.

Given the close link between self-esteem and reading, a reading program sﬁch as
literature circles; with modifications was implemented in orde.r to examine what impact a
coopergtive literacy intervention may have on 'studeﬂts’ self-esteem. Erickson (1 963).
found children developed a sense of industry in their work when they were “do ing things
beside and with others “ (p.260). A review of numerous research studies indicated that
there is evidence that children’s self-esteem could be enhanced by teachers’

encouragement of self-rewarding behavior on the part of their students. A study
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investigating the impact of a modified version of ljtérature circles is a valuable extension
-to what is aiready known about self-esteem and reading.
Methodology

Three students were targeted in order to monitor different attitudes toward reading
according to their reading abilities ranging from the highest level to the lowest level
reader.
l'Particip_ants. Three pull out sixth grade resource students were the subjects of this study.
The three .students were one boy and two girls in a lower middle class school frém the
Perth Amboy Public School District. The students were part of a district consisting of
.87% minority chiidren from Hispanic backgrounds. The students were part of a
claséroom that was heterogeneously grouped. Two of the target students were Hispanic
and one was Caucasian.l They were twelve years old. The students’ reading levels were
two and three grades below average. They were currently performing on the second to
third grade reading level. The class in which these students were a partlof was labeled
basic skilled in the areas of Language Arts, Reading and Math due to their needing extra
time on tasks; needing skills presented in small steps; and the need for individualized
instruction and support. These students had the opportunity to participate in regular
classes/acﬁvities in the following areas: science, social studies, phySical education, lunch,
scheduled assemblies and school trips. These students received the benefit of increased

" opportunities to socialize With their general education peers. In their special education
- (resource pull-out) classes, thcy benefited from individualized instruction and support
and highly structured, small-group setting that it provided. Other benefits included

increased self-esteem and self-confidence.

30



26

Targeted students were chosen because of their regular attendance record and their
differentiated grade levels:

Juan Was a twelve-year-old Hispanic male. He appearéd to be a visual/tactile
learner. He had performed on a 2.0 grade level.in reading. Juan often became discouraged
from completing his work. When given the opportunity to respond orally to questions
rather than having him write answers, Juan’s outcomes were more productive.

Maria was an outgoing twelve year old, Hispanic female. In Iaddition, she was short
tempered. She was shy and timid around strangers and would not initiate conversation
unless she was spoken to first. Maria had performed on a 2.5 grade level in reading. One -
of the strategies that she had learned to use when reading was memorization. Despite this,
she was unable to retain information. Maria loved attending school although she had
difficulty reading.

Sﬁﬂ was a twelve-year-old Caucasian female. She functioned on a 3.0 grade level
in reading. Her greatest strength was in sight word vocabulary. Other streflgths included
her oral reading ability and her basic decoding ability. Susan had trouble staying focused
on her ability to comprehend cause and effect. She was a quiet and conscientious student.
Materials. Information from threé sources were used to establish past and current base
lines.

- 1. Deberry Reading Attitude Survey www.cameron.edu/~pauld/DRAS .html (see
Appendix A). This survey identified students’ attitudes toward reading in threé areas,
which include Reading for Fun, Reading When Required, and composite Reading
Attitude percentiles. Students circled the picture and worc\is that best described how they

. felt about that question. Scoring involved dividing the total points the student scored in
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questions 1-13 by 52. This number was the student’s reading for fun percentile. Finally,
by dividing the total points the student scored in questions 14-25 by 100. This number
was the student’s composite reading percentile. |

2. Barksdale Self-Esteem Evaluation www.barksdale.org/Evaluation (see Appendix B).
This evaluation measured current level of Self-Esteem Index (SEI), and served as a gauge
of students’ progress in achieving sound self-esteem. Students shaded circles according to
how théy actually felt or behaved. Each score showed how true or the amount of time

~students’ believe that stafemcnt is true for them (0 = not at all trué for me to 4 = true all
the time). The possible range of the Self-Estéern index is O-iOO. Sound self-esteem was
indicated by an SEI of 95 or more. Good self-esteem was indicated by a score of 90 to
94 Experience shows that any score under 90 is a disadvantage, a score of 75 or less is a
serious handicap, and an SEI of 50 or less indicates a really crippling lack of self-esteem.
3. Teaéher—rnade Reﬂectibn Form (see Appendix C). These forms were used every othér
week to rnonitof and evaluate students’ performances during literature circles. Students
responded by completing an open-ended prompt of their Literéture Circle experience,

During the past two weeks of Literature Circle, [ felt..........

4. Parental Permission Letter (see Appendix D). This letter indicated consent by parents

~ for their child to be included in the study.

5.Monthly Meeting Calendar (see Appendix E). This. monthly calendar showed the days

of group ineetings for the literature circlés

6. Novels 2.0-3.0 Reading Levels

“Be a Perfect Person in Just Three Days” by Stephen Mane

“The Summer of the Swans” by Betsy Byars
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“J.T “ by Jane Wagner

7.Role Sheets (see Appendix F) These forms guided the students as they read, prepafed
and discussed each chapter.

8.Teacher Observation Record (see Appendix G) This form provided the researcher with
feedback to help them to continually monitor students’ prégress. |

Procedure. Approval was given by the school district in order to conduct research. Once

Vpermission had been granted, letters were sent home to parents asking for permission to

include their child in this study (see Appendix D).

The research period lasted approximately 6 weeks. The study was conducted first by.

.having a trial practice for a week. Students were introduced to their literature circle roles

and understood the format as participants. The students were informed that this research
was strictly voluntary. |

Literature roles were limited_ to four categories (summarizer, vocabulary enhancer,
connecter, and illustrator). A modified format was used along with three shorter chapter
books for which there were multiple copies. Using three groups of four students each,
there were approximately four copies of each béok, plus one of each for myself. A
challenging book, an average book, and an easy book were used to meet the individual
needs of each student. Readings were selected for which each element and lessons were
developed. Appropriate .circles were chosen for each student (generally according to
his/her level). Each book was divided into three sections always ending each.assigm'nent
at the end of a chapter. Meetings of groups were on Tuesdays, Wednesdays and
Thursdays. Meetings tried to be kept the same day of the week for each group. Each '

group received a calendar for meeting times. For each book, students were allowed some
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independent time to answer the Literature Circle Reflection Forms (see Appendix C).
Role Sheets were readily available in the classroom. Each week the students rotated the
roles until every student had his/her turn performing each role. During the teacher group .
meetings the Reflection Forms were discussed. Each group and individual members were
evaluated using the Teacher Observation Record (see Appendix G).
- Data Analysis: Data for the research was collected through

1. The results of the Literature Circle Reflection Forms were examined to see

students’ self-expressions of their experience during activity.

- First, the researcher analyied the content of the targeted reflection forms in
writing and observed responses by color-coding response patterns. Next, the
researcher looked for increased trends of self-esteem in reading. Finally, the .
researcher examined whiqh students were successful expressing positive feelings
towards the Literature circle intervention and which students needed rﬁore
encouragement.

2. The results of the reading aftitude survey pretest and posttest were examined to
measure any changes in studeﬁt’ attitudes toward reading before and after study.
3. The results of the self-esteem questionnaire pretest and posttest were
examined to measure any changes in students’ self-esteem before and after
study. |
- 4. The completed literature circle role sheets were examined and evaluated by
researcher for content, clear uhderstanding of the chapters read, and

completion of assignments.
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S. The teacher observation record was examined and transcribed along with the
conversations during group interaction to provide information to researcher
about students’ successes and struggles.

Results
Juan
The first targeted student selected for this study was Juan. He was chosen because
he was rather low in reading ability. Juan rarely applies any effort. He was quiet and soft-
spoken and occasionally too shy to ask questions. Juan often fell Behjnd in his lessons
and seldom completed seatwork or homework assignments.-

Pre and Post-Test Results

Both The Barksdale Self-Esteem Evaluation (see appendix B) and The DeBerry
Reading Aptitude Survey (see appendix A) was used as data before and after the study.
As shown in Table 1, an analysis of Juan’s responses on The Barksdale Self-Esteem
Evaluation showed a SEI score of 47 on the pre-tests, which is considered a crippling
lack of self-esteem. Out of 25 statements, Juan responded discouragingly to 11
statements. Juan’s post-test increased to a score of 64, which is considered a serious
handicap. When pre-test and post-test were color coded to indicate consistency, six of the
eleven discouraging statements from his pre-test still remained after completing the post-
test along with an added negative response. Those statements were as follows:

Statement 1- I don’t feel anyone else is better thanI am.
Statement 3- I am a happy, carefree person.
Statement 4- I have no need to prove I am as good as or better than

others.
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Juan's Pre-test and Post-test Results
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Statement 16- I do not feel I must alwéys please others.

Statement 23- I do not need others to agree with me or tell me I’m right.

Additional statement 11-I am not hurt by others opinion or attitudes.

The second test was the DeBerry Reading Aptitude Survey (see Appendix A), which

measured student attitudes towards reading in three areas; Reading For Fun, Reading When

Required, and Reading Attitude. Juan’s pre-test were calculated and entered as his Reading

Aptitude Percentile Rankl(see Table 1). Juan’s scores in these areas ranked 33 % in the area of

Reading For Fun, 42 % Reading When Required, and a Total Reading Attitude of 37 %. After the

study, post-test results increased very slightly by 2% in both Reading For Fun and Reading When

Required. Juan’s Reading Attitude score increased by 3 %. Juan circled the response “NO! NOT

AT ALL” for 14 questions. Some questions included:

Do you like to have someone at home read a book to you?
Do you like to read books at home for fun?

Do you like to read out loud?

Do you think you can read .as well as your friends?

Do you like to do the reading worksheets at school?

Reflection Forms

According to Juan’s responses on the first sample of his reflection form (see table 5) taken

during the first two weeks of the study, Juan didn’t have a good first week. He had held up the

class due to his lack of desire to complete his assigned role on time. Noted during the

observation, Juan walked into the room with his head slumped and fell into his assigned seat.
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Reflection Form Excerpts

Juan

Week 182

During the past two weeks of Literature Circle, |

“I felt like a dumb fool the first week because the first time, I didn’t do my role and my
group was mad at me. My teacher let me do it in class so it made me hold up everybody.

Nobody would talk to me in my group. The next week I started to feel real good because

I did my work and the group was happy. My teacher said I was a good Vocabulary

Enhancer.”

Week 3&4

During the past two weeks of Literature Circle, |
felt.....

“I felt better than before because I did my work again. My group was happy. A girl

smiled at me because I did my work, and Ben gave me five. I think the teacher liked my

drawing because she said she liked the colors. I also helped the smart girl in my group do

a boys role because he_was absent.”

Week 586

During the past two weeks .of Literature Circle, |

“a little bad because the group had to wait for me to finish my role: I didn’t do my work

last night because of things. I don’t like it when my group has to wait for me to do my

work. I feel like I'm a pain! The last week I felt good again because I was the artist
again. That’s my favorite role and I like doing it.”
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When asked by the group members if he completed his assignment, Juan shrugged his shoulders

and never made eye contact. Juan’s written responses expressed anger towards himself and
feelings of inadequacy.
The second week, Juan’s self-concepf increased. Juan completed his assignment and was
thrilled. Positivé reinforcement had also contributed to his heightened self-esteem.
The second sample, taken during the third and fourth week of the study, showed that

Juan had two good weeks and stayed on task He expressed his inner feeling about his assignment

that was well done. .

Juan expressed an overwhelmed attitude towards his group acceptance. I noted a feeling of
mferiority whenlhé referred to “the smart girl in his group.”

The final two weeks of the study were similar to the first two. Juan had an unproductive
5" week. Due to the lack of desire to complet;: his role, expressions of self worth were evident.

The last week was successful according to his declaration of devotion to his favorite role as artist.

Overall, Juan’s reflection form showed evidence that the reading intervention was more positive
than negative.
Maria
The second student chosen to be examined was selected because she is a quiet girl

of average talent and abilities among the targeted population. She may not be the most

gifted child in the class, but she is easily one of the most dedicated and conscientious student a
teacher could hope for. She displays a keen desire to learn and asks many questions, but often

misses the point of the lesson. She is very inconsistent in performance, although effort is always
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high. It seems as if she sometimes doesn’t “click” with the material being presented. Maria

completes all seatwork and homework assignments with incredible effort even though she feels

reading is hard for her

Pre and Post-Test Results

Table 2, shows an analysis of Maria’s pre-test and post-results. Maria’s score on the
Barksdale Self—Esteem Evaluation showed a SEI score of 56 indicating a serious handicap (see
Table 2). Out of twenty-five statements, Maria responded discouragingly to 8 statements.
Maria’s post-test incfeased to a score of 74, 18 points higher than her pre-test score and one point
away from a disadvantage. Her new score of 76, is still considered a serious handicap. When pre-
test and post-test were color-coded to indicate a consistency, five of the eig'ht discouraging
statements from her pre-test still r;:mained after completihg the post-test. Those statements were

as follow:

Statement 1 — I do not have a strong need for people to pay attention to me or like

what I do.
Statement 2— I am not hurt by others’ opinions or attitudes.

Statement 16-I am open and honest, but not afraid of letting people see my real

self.
Statement 19- I enjoy being alone with myself.

Statement 23- I do not need others to agree with me or tell me I’m right.
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Mara’s’s Pre-test and Post-test Results
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The second test, DeBerry Reading Attitude Survey (see Appendix A), Maria scored

43% in the areas Reading For Fun, 44% Reading When Required, and her Total Reading Attitude
score was 44%. Maria circled the response “NO! NOT AT ALL!” on the post-test almost
" identically matching responses from pre-test (see Table 2). Some negative responses were geared

towards the following questions.
e Do you like to read a book when you cannot go outdoors?
e Do you like to have someone at home read a book to you?
e Do you like to read more if a book is interesting to you?

e Do you think you can read as well as your friends can read?

¢ Do you like to go to a bookstore and look at books?

After the post-test, Maria’s score increased by 6% in the area of Reading For Fun, 3% Reading -

When Required and 4% Total Reading Attitude. .

Reflection Form

In the first sample of Maria’s reflection form (see Table 6), taken during the first

and second week of the study, we saw that Susan began with a statement of displeasure. Maria’s
group attendance was incomplete. This feeling was temporary in as much as her overall

appreciation of the literature and adoration of her group’s collaboration in the second week.

~ The third and fourth week of the study, Maria’s written reflections started off well.

She experienced feelings of attachment toward group members as well as the enjoyment
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Reflection Form Excerpts

Maria

Week 1&2

During the past two weeks of Literature Circle, |
felt.....

“I felt very bad because a girl in my group was not here for two chapters. Our group did

our work all right without her. I like reading fun stories and the work is pretty easy. We

get to talk with each other and help each other even the boy who gets on my nerve

because he’s apart of my group. The teacher make’s sure we all are talking about the

story.”

Week 384

During the past two weeks of Literature Circle, |

“These two weeks were sort of good and bad for me. I felt that I was going to

leave out something when I had the role as Summarizer. I ended up writing out the

whole chapter. Nobody in my group laughed instead we helped each other and that made

me fee] good. I understood later that the teacher only wanted a short statement of the.

main points. I really like circles and some people are really kool.” The past week was

a lot of fun The story gets real funny .The best part was when he had to where broccoli

around his neck all day. I was the artist and I drew a funny picture. Everybody in my
group liked it.” ' '

Week 586

felt..... |

“I felt really good because everyone in the group was here. Marsha, in my group invited

me to her birthday party. I never knew she was so kool. One time I didn’t like her. We

only have a few pages to read until we finish the book I hope we read another story in
circles. Qur teacher is pretty kool sometimes. She does fun things to make us like to

read.”
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of the literature.

During the final two weeks of the study, Maria’s reflection of the intervention proved very
enhancing.

Maria’s group interaction helped her gain new relationships. In the fifth week, she received
an invitation to a group member’s party. Her attitude towards the reading intervention
was very positive and rewarding!

Susan

The final student chosen was Susan. She is considered superior among the targeted.

. She exhibits exceptional oral reading skills and is a solid student. She studies a great deal at
home and thoroughly prepares for tests. Susan struggles with comprehending text material. She
performed inconsistently when asked about chapters read in novels. Although she shows a lack in

areas of reading, her work is always meticulously prepared and so she is a pleasure to teach.

Pre and Post-Test Results

Susan scored a SEI of 73 on the Barksdale Self-Esteem Evaluation (see Table 3).

This score indicated a serious handicap. Susan responded negatively to three statements.
Although she only responded negatively to a few statements, Susan’s responses stayed in the
middle range indicating she was unsure of how she félt, therefore not accumulating a much
greater score (see Table 3). Susan’s SEI increased to 79 on the post-test, 6 points higher than her
pre-test which is at a disability range. Her negative responses decreased by one statement. The
two following statements duplicated themselves on both pre-test and post-test. The statements

are as follows:

Statement 23— I do not need others to agree with me or tell me I’m right.
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Statement 25- I do not feel “put down” when criticized by my friends or others.

On the DeBerry Reading Attitude Survey, Susan scored 36% when reading for
fun, 39% reading when required and 37% for totai reading attitude. Susan’s post-test
increased by 8% for total Reading Attitude Percentile Rankin. Almost consistent with
the responses negatively answered on the pre-test, many of Susan’s negative responses
were as follows:

e Do you like to read a book when you cannot go outdoors?

e Do you like to read during free time at school?

. 'Do you think you will like to read more when you are older?

e Do you like to read a book and answer questions about what you read?

e Do you like for your teachef to ask questions about what you read?
Susan’s post-test increased by 10% Reading For Fun, 5% Reading When Required and
8% for total reading attitude.

Reflection Form

In the first sample of Susan’s reflection form (see Table 7) taken during the first

two weeks of the study, her reflections were expressed with great amount of self-esteem in
reading. She reflected a student of great competency. Susan modeled a challenged student who
_can handle any new task. Also, noted in the observation was an attitude of superiority, especially

when she commented on a poorer reader in her group.

In the third and fourth week of the study, she identified with the story characters and
therefore showed feelings of appreciation toward the literature. Her self-concept seemed very
high and her attitude toward the poorer reader in her group concealed a newly established

acqﬁaintance. Noted in the observation was a self-deception of negativity towards other group
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Table 7
Reflection Form Excerpts

Susan.

Week 182

During the past two weeks of Literature Circle, | felt.....-

| feit happy because | never did this before. | thought we had to read a lot but it tumed out that all | had to do
was my role and evervbody reads the same amount. | was a little mad because | noticed my groups
novel was longer than the other groups. After a while it didn’t bother me because I read “JT "that
easy book, last year. This book doesn't seem hard, but it means our group has o read more
chapters. | don't see how this boy in our group is going to keep up. He's not such a good reader. |
think she made a mistake with the groups. But the teacher says we have to read and discuss as
a group so we'll just help him. The book is interesting and ! thought my role as Connector was
easy. Everybody did their work. Even Manuel did a good job.”

Week 3&4

During the past two weeks of Literature Circle, |
felt ..... “The only thing | don't like is when somebody is absent from our group. Everyone
‘seems to look at me. I want to read ahead of the group because this is the first

time I really think I like a novel. It reminds me of a girl I know that has a brother who
is retarded. This expériment our teacher is doing is pretty neat. We get to talk about the

story and get to listen to other groups talk about their novels. I think that’s a neat way to

get eveybody working. I would hate to be in a group with some people who hardly do.

work. I'll be mad if they were in my group. I don’t mind helping the boy in my group -

spell words, cause he tries hard. He’s really funny. I thought he was really quiet. He’s
funny.”

Week 586

During the past two weeks of Literature Circle, | felt..

“I felt very tired and mad. I was tired of doing Sonia’s job. She’s been out for a few days.
and I had every role at least twice. It shouldn’t bother me because we could have had

harder things to do or even boring novels. I really hate to read, but this book is pretty

good and the roles are interesting. I connected this book to a girl I know and her brother,
I like reading aloud in a group this way we could share our thoughts ”
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In the final weeks of the study, Susan became weary of the intervention due to her group’s

attendance, which caused Susan to take on other responsibilities. She soon realized that obstacles
could have been worse. Susan expressed her attitude towards reading that had enhanced through

her devotion to the literature as well as group participation
Discussion

After analyzing all the data, the intervention had merit. The supporting data confirmed my |
hypothesis that modified reading inten@ntion could enhance s';elf—esteem and reading 1n diverse
reading levels. The post-test revealed that targeted students had positive attitudes toward reading
and an increase of self-esteem. Juan, the lowest level student increased his reading attitude by 3%
and his Self-Esteem Inventory (SEI) increased by 7 points, Maria, the average student increased
her reading attitude by 4% and her SEI increased sighiﬁcantly by 18 points. Lastly, Susan, the
superior student increased her reading attitude by 8% and her SEI increased by 6 points. For each
of the students targeted during my research term, results were as uniqile as each of the siudents.
The results of my research with each of these students’ were entirely a learning éxperience to
them and to me. The proof of progress was in their demeanor and participation in class, their
interest in the content, and their increased comfort level with the researcher and members of their
group. I truly believed that students benefited from each other. In many cases, there was notation
of conversations, or interactions that seemed to be the moment where my research clicked. The
finding was consistent with the reviews of literature. The results of this study showed a trend
toward an improved attitude toward reading through individual diﬁ'erencés and reading
approaches. Although the three-targeted students lack great amounts of self-esteem, a low score

on the Barksdale Self-Esteem Evaluation had no reflection on anyone. A person’s existing level of
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self-esteem simply is what IS-the product of faulty cultural conditioning. The intervention proved
self-esteem could be raised along with reading attitudes. Targeted students will still encounter
many negative feelings towards reading, but we must remember that attitudes are built up over

many years and they cannot change dramatically in six weeks.

Limitations

There were several problems that were faced during the study’s implementation. These problems
can be considered as the limitations to this study and the reasons for non-significant change in
targeted students. One reason for non-significant growth was that the causes and persistence of
low self-esteem are multiple and complex (DiVesta Thompson, 1970). This study did not
investigate the influence of parents, family interrelationships, peers, family and community socio-

€CONnoOmics.

Another reason for non-significant self-esteem evaluation is the time limit. Attitudinal
change is difficult to modify and may require a longer time to rebuild a positive identity. The
very nature of pupils with learning disorders presents a problem. Pupils with learning disorders

tend to believe they are inadequate. They tend to resist change and risks.

Future Implications

The implications of this study and the complexity of self —~esteem and reading suggests areas for
future study. A longer time span will be required for the second study, along with an increased
target population. I will focus more on individual needs and assign group buddies that will

mentor, call or even e-mail each other to communicate or ask for help before group intervention. I
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will tape-record group interactions, then later, I would point out the students’ strengths and talk
about their unique situation. The second study will be more extensive focusing on the cognitve,
affective, and behavioral elements of self-esteem and reading. I will use the same grade level of

children.
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Appendix A
DeBerry Reading Attitude Survey

1. Do you like to get a book for a present?

© & & @

YES, ALOT! yes no ‘ NO! NOT AT ALL!
2. Do you like to read a book when you cammot go oatdoors?

© © @ @

YES, A LOT! yes no NO! NOT AT ALL!
3. Do you like to have someone at home 1ead a book to you?

®© © 6 6 _

YES, A LOT! yes no NO! NOT AT ALL!
4. Do you like to read books at home for fm?

© © & @ : :

YES, A LOT! yes " no -NO! NOT AT ALL!
5. Do you like to read more if 2 book is interesting to you?

e © 8 6

YES, A LOT! yes no NO! NOT AT ALL!
6. Do you think you can read as well as your friends can read?

© © @ 0 4

YES, A LOT! yes no NO! NOT AT ALL!
7. Do you think your friends like to read?

© © & 0

YES, ALOT! yes ’ no NO! NOT AT ALL!
8. Do you like to read during free time at school?

© & & 0

YES, A LOT! yes no NO! NOT AT ALL!
9. Do you like to read sometimes instead of playing?

© © & @

YES, A LOT! yes no NO! NOT AT ALL!
10. Do you think you will like to read more when you are older?

© © ® © ‘ :
YES, A LOT! yes no NO! NOT AT ALL!
11. Do you like to go to a bookstore and look at books?

© © @ 0

YES, ALOT! yes : no NO! NOT AT ALL!

12. Do you like to read books that you already know how to read?
@ & e @ :
YES, A LOT! yes | no NO! NOT AT ALL'!



13. Do you think you will read more when you do not have to read?
© © @ ©
YES, A LOT! yes no NO! NOT AT ALL!

14. Do you like to read a book and answer questions about what you read?
© 6 B8 @&

YES, ALOT! yes no NO! NOT AT ALL'!

15. Do you like to have a book read to you by your teacher?

© © 6 @

YES, ALOT! yes no NO! NOT AT ALL!

16. Do you like to read out loud?

© © & ©

YES, A LOT! yes no NO! NOT AT ALL!
17. Do you like to read the stories in your school reading book?

© © @ O

YES, ALOT! yes ne NO! NOT AT ALL!

18. Do you like to learn new things from a book?

© © @ O

YES,ALOT! yes no NO! NOT AT ALL!

19. Do you like to learn words, which you have not seen before, while you are reading?
© © 0 @

YES, A LOT! yes no NO! NOT AT ALL!
20. Do you like to do the reading worksheets at school?

© © @& @ A
YES, ALOT! yes no NO! NOT AT ALL!

21. Do you like for your teacher to ask questions about what you are reading?
© © © @

YES, ALOT! yes . no NO! NOT AT ALL !
22. Do you like to read about anything at schoo]‘7

@ © @& @

YES, ALOT! yes no NO! NOT AT ALL!
23. Do you like to start reading a new story at school?

© © & @

YES, ALOT! yes . no NO! NOT AT ALL!
24. Do you like to read books with lots of pictures?

© © 0 ©

YES, A LOT! yes ne NO! NOTAT ALL!

25. Do you think you would like going to school more, if there was more story reading

and less of the other subjects?
© © @& @
YES, A LOT! yes ‘ no NO!NOT AT ALL!
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‘Appendix B

Barksdale Self-Esteem Evaluation

This Self-Esteem Evaluation measures your cumertt level of self-esteem, your Self-Esteemn index
(SEl), and serves as a gauge of your progress in achieving sound self-esteem. It is important to
clearly understand all statements and be completely honest in your scoring if you are to obtain a
valid SEI. It is essential that you answer these statements according to how you actually feel or
behave, instead of how you think you "should” feel or behave.

Score as follows (each score shaws how true or the amount of time you believe that statement
is true for you):

0 = not at all true for me

1 = somewhat true or true only part of the time
2 = fairly true or true about haif the time

3 = mainly true or true most of the time

4 = true all the time

Scoring=01234 Seif-Esteem Statements
Not True ......
True
01234
O O O O O 1, Idon'tfeel anyone else is better than | am.
O O O O O 2 Iamfree of shame, blame, and guilt.
O 0 0 0o 3dlama happy, carefree person.
O 0 0O 0O

4.1 have no need to prove I'am as good as or better than
others. -

5. 1do not have a strong need for people to pay
attention to me or like what | do.

0
o]
(0]
(0]
o]

O O O 0O o 6.Losingdoes not upset me or make me feel "less
than" others. : '

O 0 06 0 o T17.lfeel warm and loving toward myself.

O O 0 o o 8.1donotfeel others are better than | am because they
can do things better, have more money, or are more
popuiar.

O 0 O o o 9.1am at ease with strangers and make friends easily.
O O 0 o o 10.Ispeak up for my own ideas, likes, and dislikes.

O O 0 0 o 11.1am not hurt by others' opinions or attitudes.
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12. 1 do not need praise to feel good about myself.
13. I feel good about others' good luck and winning.
14. | do not find fault with my family, friends, or others.

15. 1 do not feel | must aIwayS please others.

0O O O O O
O O O O O
0O 0o O O 0O
0O o O 0O O
0O O O O O

16. 1 am open and honest, and not afraid of letting '
people see my real self.

O O O 0 o 17.1amfriendly, thoughtful and generous toward
others.

o o o 18.1do not blame others for my problems and mistakes.
(o) o. O o o 19.1enjoy being alone with myself.

O O O O O 20.1accept compliments and gifts without feeling
uncomfortable or needing to give something in return.

O 0 OO0 O '21. | admit my mistakes and defeats without feeling
ashamed or "less than."

O O O O O 22 lfeel no need to defend what I think, say, or do.

O O O O O 23.1donotneed others to agree with me or tell me I'm
right.

O O O O O 24.1do not brag about myself, what | have done or
what my family has or does.

0 0 0 0 O 25 1donotfeel "put down” when criticized by my
0 1 2 3 4 friends orothers. -

The possible range of your Self-Esteem Index is from 0 to 100. Sound self-esteem is indicated by
an SEI of 95 or more. Good self-esteem is indicated by a score of 90 to 94. Experience shows
that any score under 90 is a disadvantage, a score of 75 or less is a serious handlcap and an
SEI of 50 or less indicates a really crippling lack of self-esteem.
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Appendix C

' Lé%ﬁra#urt Qérc?a Rzﬁgcﬁon.s

Name Date

Title . Author

Directions

Please end the folloWing prompt on the lines

provided of your past two weeks Literature Circle
experience. Please be as open and honest as you
possibly can.

During Literature Circle today, I felt
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Appendix D

Participation Release

Consent of Authorized .Repr,esentativerfor Subject to Participation

Dear Parents,

Iam working on a Masters Degree through Kean University in Union, N.J. My
project is focused on middle school children’s-felationship between se]f-estee.m and
reading. Part of my study may involve reading tests, questionnaires along with
journal writing . Thank you for your willingness to assist me in this meaningful

work.

1 » parent or guardian of , hereby give

permission for my child to participate in a study of self-esteem. This form is consent
to assess your child in the area of effectiveness of reading. The results of the

assessments will be available at your request and used in the studyionly.

Sincerely,

M. Carol Richardson

Parent Signature: ' Date:
Privacy of Records

Your child’s name will not be used anywhere in the study. The information will be used
for data collection and statistical information only.
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Appendice D
Permiso de Participacion

Consentimiento de representante autorizado para sujeto a participar.
Estimados Padres,

Estoy estudiando para obtener mi Maestria en Lectura de la Universidad de
Kean, Union N.J.

Necesito algunbs estudiantes para mis estudios. Parte de mis estudios pueden
incluir pruebas de lecturas y cuestionarios acompafiados de escritutas en
diarios. Me gustaria que su hijo/a participara en este projecto pero primero
necesito su permiso para q'ue su hijo/a participe. Por favor ayudeme dandome

SuU permiso.

Yo, , padre o guardian de

Autorizo que mi hijo(a) participe en un estudio de auto-estima. Los resultados de

esta medicion estaran disponible a su peticion y seran usado en el estudio

solamente.

Sihcerémente,

Ms. Carol Richardson
Firma del padre Fecha:

Privacidad de expediente

El nombre de su hijo(a) no sera usado €n ninguna parte del estudio. La
informacion sera utilizada para la recopilacion de datos e informacion solamente.
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Appendix F

Role-Sheets
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'VocabUIary Enhancer

Waonder Wards: Write five words and fhmr

Y =m SI aEFa

definitions from your reading that you wonder
about and want to talk about with your group.

-

Vocabulary
Word

My Best Guess

Dictionary Definition
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Super Summarizer

For Discussion Dafe:

Reading Assignment

Write a brief summai‘y of the cha";iter below and
share with group. — 7, /¢ S 5’{
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Cool Connector

For Discussion Date: .

Reading Assignment I+ (f =

BEST COPY AVAILABLE
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Appendix G |
Teacher Observation Record

Please observe an ertire literature circle session to obtain information about the students’
successes and struggles. The purpose of this observation record is to provide the researcher
with feedback to help them to continually monttor students’ progress.

- Weekl: " Date:

Student observed:

Reading level:

Completed Role Assignment:  Yes No

Specifically they worked on:

Group Participation

Role Interpretation:

Attitude:

Teacher Comment

Teacher Signature

BEST COPY AVAILABLE
72



2805 East Tenth St.
U.S. DEPARTMENT OF EDUCATION Bloomington, IN 47405

OFFICE OF EDUCATIONAL RESEARCH AND IMPROVEMENT (OERI)

EDUCATIONAL RESOURCES INFORMATION CENTER (ERIC)
CS 511916

REPRODUCTION RELEASE (Specific Document)

DOCUMENT IDENTIFICATION

rie: Yhe  Relahonsh 1"0
Author(s): GMO\ f\:x\ chardso = '
Corporate Source (if appropriate): jﬁ&\ﬁxﬁ’@ =

Petween Sell - f<teem and Wead/f‘)o\‘

\\77

T NES 1S

i
Publication Date: £\ p! 1 2063

. REPRODUCTION RELEASE

In order to disseminate as widely as possibie timely and significant materials of interest to the educational community,
documents announced in the monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made
available to users in microfiche and paper copy (or microfiche only) and sold through the ERIC Document Reproduction Ser-
vice (EDRS). Credit is given to the source of each document, and, if reproduction release is granted, one of the following
notices is affixed to the document. .

It permission is granted to reproduce the identitied document, please CHECK ONE of the options and sign the release

CHECK
HERE

below.
“PERMISSION TO REPRODUCE THIS “PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY on m;ﬁ:e'é; G':AN':'I;:;%';'C“E ONLY
/. . R Microfiche
M'cro"che |PERSONAL NAME OR ORGANIZATION, (4-- x 6" mm)
(4 x 6 film) eproductio [PERSONAL NAME OR ORGANIZATION,
and paper copy AS APPROPRIATE| ' uetion
8v2" x 11%) only AS APPROPRIATE]
reproduction
TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC).”

\INFORMATION CENTER (ERIC).”

Documents will be processed as indicated provided reproduction quality permits. if permission to reproduce is: granted, but neither box is checked,
documents will be processed in both microfiche and paper copy.

SIGN
HERE

1 hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce this document as
indicated above. Reproduction from the ERIC microfiche by persons other than ERIC employees and its system contractors requires
permission from the Copyright holder. Exception is made for non-profit reproduction of microfiche by libraries and other service
agencies to s;nrty informatien needs of educators in response to discrete inguiries.’”

Signature: _\ Printed’ Name: &m l { CE@Q&(!I)

Organization: Kea n (bhavers b, .

4 d position:_1cacher~ [/ S1vdent .
Adoresg,_ 1o HOTLC) S+ Tel. No: o B A A A
Noraerert O " AT 2 coe _OKSFE o HY3

\2R 7 A4

1.

V.

ERIC

Aruitoxt provided by Eic:

DOCUMENT AVAILABILITY INFORMATION (Non-ERIC Source)

It permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from
another source, please provide the following information regarding the availability of the document. (ERIC will not an-
nounce a document unless it is publicly available, and a dependable source can be specified. Contributors should also be
aware that ERIC selection criteria are significantly more stringent for documents which cannot be made available through
EDRS.) '

Publisher/Distributor:
Address:

Quantity Price:

Price Per Copy:

EFF-53 (Rev. 4/86)

REFERRAL TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER

If the right to grant reproduction release is held by someone other than the addressee, please provide the appropriate
name and address:




