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Abstract

This study examined the role of reading motivation in reading comprehension
achievement of 1070 Chilean third, fourth, and fifth-grade students enrolled in
public and private schools. Students were assessed in Spanish reading comprehen-
sion and were administered the Motivation to Read Profile from Gambrell, Palmer,
Codling and Mazzoni (1996), at the beginning and end of the school year. Results
showed that motivation to read at the beginning of the school year was significantly
associated with gains in reading comprehension skills. When disaggregating moti-
vation into self-concept and value of reading, only self-concept of reading signifi-
cantly predicted gains in reading comprehension. Moderation analyses showed that
students that started the year with lower reading comprehension and higher motiva-
tion to read, had significantly better reading comprehension at the end of the school
year, than their peers who started with lower reading motivation. The pedagogical
implications are discussed.
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Introduction

In Chilean schools and society, reading interest and performance have remained rel-
atively low across the country. It has long been ascertained that Chileans do not feel
motivated to read, and this is evident from the beginning of school life to adulthood
(Fundacién La Fuente/Adimark, 2010). Lack of reading interest in Chile has been
attributed to the high cost of books, but reading also tends to be devalued by students
as a consequence of the compulsory nature of reading in most schools (Fundacién
La Fuente-Adimark, 2006; Consejo Nacional de la Cultura y las Artes, 2014). For
example, Errazuriz et al. (2019) reported that Chilean teachers’ reading habits tend
to impact their students’ reading skills. Moreover, evidence also shows that Chil-
ean elementary school children’s reading comprehension levels have stagnated in
the past decade (Agencia de Calidad de la Educacién, 2015; Cerlalc-Unesco, 2013).
Both TERCE and PISA scores show that the persistent disparity in reading abil-
ity between students from more and less privileged backgrounds continues to exist.
Findings in some of these large-scale assessments also show that socioeconomic
variables are positively associated with reading motivation. Among these are par-
ents’ expectations about their children graduating from high school, parental read-
ing habits, and number of books at home. School context is also linked to reading
motivation. For low-achieving Chilean students coming from low socioeconomic
level backgrounds, the lack of interest in reading can greatly impact their reading
comprehension in a negative way. In SIMCE, reading motivation was positively cor-
related with high academic achievement, with differences of up to 35 points in com-
prehension scores among tenth graders (15 years old) who are more motivated to
read compared with those who are not (Agencia de Calidad de la Educacién, 2015).
PIRLS shows that 9-year-old Chilean students’ comprehension scores are highly
correlated with their self-reported motivation to read, as has been observed in sev-
eral other countries (Agencia de Calidad de la Educacién, 2017). Despite these find-
ings and the increasing interest in the relevance of children’s motivation and how it
may affect reading comprehension performance (Baker & Wigfield, 1999; Gottfried,
1990; Logan, Medford, & Hughes, 2011; Taboada, Honks, Wigfield, & Guthrie,
2009; Wang & Guthrie, 2004), no studies, to our knowledge, have examined this
relationship among Chilean elementary school children (Centro Microdatos, 2011).

Theories of reading motivation and comprehension

The relationship between motivation and reading comprehension has been explained
from different theoretical standpoints, among which theories such as self-determi-
nation and expectancy-value are often quoted (Conradi, Jang, & McKenna, 2014;
Deci & Ryan, 2012; Wigfield & Eccles, 2000). Self-determination theory describes
motivation by stressing the importance of three basic psychological needs: compe-
tence, relatedness, and autonomy. Competence refers to an individual’s need to feel
skillful at a specific activity, while relatedness addresses an individual’s innate need
to be socially immersed with others. Autonomy refers to an individual’s capacity to
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be a causal agent of one’s own life. Self-determination theory underscores the role
of competence, social factors, and autonomy in choosing to read and being a more
competent reader. In alignment with the psychological need of autonomy, De Nae-
ghel, Van Keer, Vansteenkiste, and Rosseel (2012), for example, showed that recrea-
tional reading was positively associated with better reading performance for younger
students. Earlier studies have demonstrated that perceived competence, motivation,
and comprehension are positively correlated for students in upper elementary and
middle grades (Harter, 1982, 1992). Gambrell, Codling, and Palmer (1996) indicate
that autonomy support, such as in allowing children to freely choose what they want
to read, is positively related to motivation.

Another theoretical approach often used to examine the relationship between
reading motivation and comprehension is expectancy-value (Eccles, 1983; Wigfield
& Eccles, 2000). This perspective suggests that a person’s beliefs in his/her own
capabilities to carry out an activity and the value he or she assigns to that activ-
ity strongly impact motivation. Thus, readers who value reading and who perceive
themselves as skilled readers tend to exhibit higher levels of intrinsic motivation and
perform better on reading comprehension tasks than those who do not (Paris & Oka,
1986; Schunk, 1985). The constructs of self-concept of reading ability, reading self-
efficacy, and importance of reading are sometimes framed as distinct from reading
motivation itself (Schiefele, Schaffner, Moller, & Wigfield, 2012), instead consid-
ered by some as important “antecedents of reading motivation” (p. 431). Reading
self-concept refers to how a reader feels about him or herself in relation to reading
and is related both to motivation and reading competence (Katzir, Kim, & Dotan,
2018; Schiefele et al., 2012). Reading self-efficacy is “the extent of a person’s expec-
tation to perform well on a reading task™ (Schiefele et al., 2012, p. 430). Impor-
tance of reading refers to the value of reading, specifically “the utility value (the
practical or instrumental significance) and attainment value (importance of reading
well)” (Schiefele et al., 2012, p. 430). These constructs overlap with other aspects
of motivation and are generally used to describe the relationship between reading
comprehension and motivation. For example, in a meta-analysis of the impact of
interventions on reading self-efficacy, Unrau et al. (2018) found that studies where
the impact of an intervention was measured over participants’ reading comprehen-
sion revealed a stronger relationship between this outcome and self-efficacy.

In expectancy value theory, motivation is sometimes considered to be the prod-
uct of expectancy and perceived value (Hulleman, Barron, Kosovich, & Lazowski,
2016). This relationship has been explored considerably over the past few decades
in reading research. Expectancy value theory has been useful in understanding the
relationship between motivation and reading comprehension in elementary school
age children. Drawing on expectancy-value theory, McKenna, Kear, and Ellsworth
(1995) examined reading motivation development in the early elementary grades
and observed a larger proportion of negative attitudes towards reading for pleasure
among students with lower reading comprehension. Their study also showed that, as
students grew older, their negative attitudes toward reading increased. Applegate and
Applegate (2010) explored the relationship between higher level comprehension and
reading interest in children in grades two through six. The authors explored whether
thinking more deeply about the text leads to greater interest. Using the Motivation
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to Read Profile (Gambrell et al., 1996a, b), they found that deeper thinking did lead
to greater reading motivation. The authors also identified a number of differences in
this relationship based on gender and grade level.

Review of literature
Reading motivation and comprehension

A considerable body of evidence supports the notion that reading motivation is
highly correlated with reading comprehension (Baker & Wigfield, 1999; Schiefele
et al., 2012; Wang & Guthrie, 2004; Wigfield, Gladstone, & Turci, 2016). Students
who enjoy and value reading, and who consider themselves good readers, tend to
have better comprehension outcomes than those who don’t (Chapman, Greaney &
Tunmer, 2007; Lepola, Vauras, & Miki, 2000). As Guthrie and Wigfield (2000)
point out, “As students become engaged readers, they provide themselves with self-
generated learning opportunities that are equivalent to several years of education”
(p. 404). The authors note that engagement in reading can ameliorate many of the
disadvantages related to family income or educational background.

Morgan and Fuchs (2007) described the relationship between reading motivation
and reading comprehension as bidirectional, claiming that, especially in the case of
poor readers, both skill and motivation influence each other. Their review of 15 stud-
ies about the relationship between these two constructs showed a moderate correla-
tion, but also supported a bidirectional association of these two components. Other
authors contend, however, that these studies do not provide concluding evidence to
assert that the relation is, in fact, bidirectional, especially among younger readers
(Quirk, Schwanenfluegel, & Webb, 2009). Quirk et al.’s (2009) study explains that
negative self-concept may be developed when students with low levels of reading
fluency begin to see themselves as poor readers. Most importantly, the authors stress
the relevance of being able to detect the reciprocity between readers’ self-concept
and ability at an early stage in life.

Motivation research confirms the interrelationship between reading skills and a
reader’s self-concept (Walgermo, Foldnes, Uppstad, & Solheim, 2018), and high-
lights the bidirectional relationship between these two constructs, particularly
among pre-adolescents and high school students (Conradi et al., 2014; Schiefele
et al., 2012). While less is known about the magnitude and direction of this asso-
ciation in the younger years, it would be expected that this relationship may vary
as a function of the developmental nature of reading ability. Chapman and Tunmer
(1995) argued that in the early years of elementary education it is very difficult to
differentiate positive self-concept among students because at that age children typi-
cally do not distinguish differences in academic performance in various tasks or sub-
ject matter. Evidence about the changing nature of the structure of self-concept was
also claimed by Wigfield and Karpathian (1991) and later studies confirmed this
notion. For example, Chapman and Tunmer (1997) found an increase in the correla-
tion between reading ability and self-concept, from 0.21 to 0.35 over the first year
of school. They also reported that second grade reading ability was not affected by
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first-grade self-concept or reading skill, although second grade reading positively
impacted third-grade self-concept. As was mentioned earlier, other studies indicate
that motivation to read decreases after third grade. These findings seem to point to
the fact that reading ability and reading motivation, particularly self-concept, inter-
act differently as children become more proficient or independent readers, and that
second and third grade seem to be critical time periods for this relationship.

Importantly, these studies demonstrate that higher levels of motivation to read
can often make the difference for struggling readers, particularly in the grades
where they may be less aware of their underperformance. Mitigating the negative
impact that low levels of motivation exert in the early grades may benefit a con-
siderable number of students (Lepola, Niemi, Kuikka, Hannula, 2005). Logan et al.
(2011) examined how cognitive and motivational factors predicted reading skill and
whether intrinsic reading motivation would explain significantly more variance in
low ability readers’ reading performance. They found that highly motivated students
exhibited greater improvement in reading comprehension compared to students with
lower motivation levels. This was true across different time periods, and higher lev-
els of improvement were found for those students who engaged in one-on-one inter-
active reading sessions with tutors who were also highly motivated.

Influential factors

In addition to the finding that reading motivation and comprehension are correlated,
researchers have found that some factors associated with reading motivation predict
reading comprehension (Guthrie et al., 2007; Logan et al., 2011; Park, 2011; Stutz,
Schaffner, & Schiefele, 2016). Among these factors is the increasing awareness of
one’s academic ability, in the sense that, as students begin to compare their perfor-
mance in reading with that of more competent peers, their motivation to read also
decreases (e.g. Edmunds & Bauserman, 2006). This may in part explain why moti-
vation to read begins to decrease at a faster rate in third grade, which is when this
awareness of individual ability becomes more evident (Lepola, 2004; Marinak &
Gambrell, 2010). Similarly, researchers who have examined the ways in which moti-
vation to read influences low-performing readers’ comprehension scores have found
that reading motivation in the early grades can explain variance in reading compre-
hension performance as students grow older (Logan et al., 2011; Lepola et al., 2005;
Park, 2011).

A considerable body of evidence has supported the notion that struggling readers
who tend to be less engaged in reading activities have more negative self-concepts
in terms of their reading comprehension (Chapman, 1988) and read less frequently
than high-ability readers. As readers become older, the relationship between these
two aspects becomes stronger (Chapman and Tunmer, 2003; Kasperski, Shany, &
Katzir, 2016). For example, children with higher levels of positive self-concept
perform better on comprehension assessments beyond word reading skills (Katzir
et al.,, 2009). By the same token, reading self-concept can be influenced by read-
ers’ performance on more constrained reading skills. For example, Kasperski et al.
(2016) showed that self-concept could be predicted from Hebrew students’ reading
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rate score. Retelsdorf, Koeller, and Moeller (2014) tested the reciprocal relation-
ship between comprehension and reading self-concept among high school students.
They found strong support for achievement predicting self-concept in the upper
grades, and for self-concept predicting achievement among younger adolescents.
These authors suggest that low-achieving readers might be better supported if com-
prehension and reader self-concept are boosted in conjunction. Although evidence
has demonstrated the existence of a relationship between self-concept and compre-
hension, the directionality of this relationship and the factors that affect compre-
hension have not been fully examined (Katzir et al., 2018). Marinak and Gambrell
(2010) noticed that self-concept and value of reading are developmentally and gen-
der dependent, meaning that boys tend to exhibit lower levels of motivation than
girls, and that this may be due to the fact that they place less value on reading than
they do to other school activities (Marinak & Gambrell, 2010). As children grow
older, motivation to read tends to decrease (Applegate & Applegate, 2010; Marinak
& Gambrell, 2010). This trend often sets in at the end of elementary school (Chap-
man & Tunmer, 1997; Unrau & Schlackman, 2006). Some studies have indicated
that the decrease in motivation as students enter middle school may be explained by
the fact that students find these texts more difficult to understand (Guthrie, Klauda,
& Morrison, 2012).

The amount of time spent reading has also been found to be an important predic-
tor of reading comprehension (Cox & Guthrie, 2001; Guthrie, Wigfield, Metsala,
& Cox, 1999). Guthrie et al. (1999) claimed that one of the major contributions of
reading motivation was that motivation increases reading amount, which, in turn,
improves comprehension. Becker, McElvany, and Kortenbuch (2010) ratified this
by stating more explicitly that the relationship between motivation and comprehen-
sion is mediated by reading amount. Time spent reading may cause some sort of
Matthew effect in that students who are more intrinsically motivated tend to read
more and thus become more proficient, whereas those who are not as motivated turn
away from books quickly, and therefore become less competent in comprehension
(Anderson, Wilson, & Fielding, 1988; Cipielewski & Stanovich, 1992; McElvany,
Kortenbuch & Becker, 2008). All in all, the relationship between reading motivation
and reading comprehension may be affected by the constituent constructs associated
with motivation, among which are interest, efficacy, perceived control, engagement,
as well as reading variables such as time spent reading, the extent to which certain
reading abilities are consolidated (e.g., fluency, monitoring, strategy use). Compe-
tent readers who show proficient level of reading abilities (Duke & Pearson, 2002),
tend to spend more time reading (Allington, 2012; Anderson et al., 1988; Cunning-
ham & Zibulsky, 2013), and are autonomous in strategy use. It would be expected
that competent readers exhibit high levels of reading motivation. On the other hand,
readers who struggle with comprehension may be less efficacious in their use of
strategies, show lower levels of fluency and monitoring, and typically spend less
time reading. It would be expected that these readers exhibit lower levels of reading
motivation. More knowledge is needed about the unique contributions of these two
constructs beyond uni-or bidirectionality; and this is especially true for students in
contexts like Chile, where students exhibit low levels of reading comprehension and
motivation to read.
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The current study

The purpose of this study was to examine the relation between reading motivation
and reading achievement among Chilean students in grades three to five. As was
mentioned earlier, little is known about this relationship for this population, with
most studies focused on the impact of sociodemographic (i.e., socioeconomic status,
type of school, parental education, or gender) variables affecting both motivation
and achievement (Agencia de Calidad de la Educacién, 2015). More specifically, we
wanted to determine whether reading motivation at the beginning of the school year
was associated with better reading ability at the end of the year. A second purpose
guiding this study was to examine potential differences in the relationship between
motivation and reading achievement for both, children who start with low reading
comprehension skills and those whose reading ability is proficient at the start of the
school year. In line with studies highlighting the predictive role of motivation in
comprehension (e.g., Becker et al., 2010; Wang & Guthrie, 2004), we hypothesized
that motivation might be particularly important for children who start with low read-
ing comprehension skills (Morgan & Fuchs, 2007; Logan et al., 2011).

Methods
Participants

The sample included 1070 students from 3rd, 4th, and 5th grade in different types of
schools in a large city in Chile. Of the total number of students, 60 attended public
schools, 488 attended subsidized schools, and 522 were from private schools. In the
context of the country, subsidized schools are those that are managed by non-profit
organizations and receive public funding. Only one of the nine participating schools
was public, four were subsidized, and five were private. 41.8% of participating stu-
dents were female. Table 1 displays results by school type and grade level. Of the
total sample, 43% of third graders were females, 42% in fourth grade, and 39% in
fifth grade (Table 1).

Given the significant academic achievement differences in student performance
across the different types of schools in Chile, it is quite relevant to bear in mind
that, historically speaking, the scores of second grade students in the national read-
ing comprehension test have been persistently related to their socioeconomic level

Table 1 Student demographics Grade Public School type % Female

Subsidized Private Total

3 18 157 180 355 43%
4 23 168 182 373 42%
5 19 163 160 342 39%
Total 60 488 522 1070
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(Agencia de Calidad de la Educacién, 2017). Therefore, careful efforts were made
to ensure that there would be representative percentages of participants from pub-
lic, subsidized, and private schools in this investigation. However, fewer participants
were recruited from public schools due to bureaucratic delays in obtaining consent
forms. This resulted in an oversampling of private and subsidized school students
compared to those enrolled in public schools.

It is also important to mention that public and subsidized schools serve low and
mid-low SES populations across the country. Although in the 1990s and early 2000s
studies showed that children from subsidized schools outperformed those from pub-
lic schools, this gap has narrowed in the past 10 years (Castillo, Gonzélez, & Puga,
2011). Even though there are few participants enrolled in public schools, and the
population attending Chilean public schools is relatively similar to students attend-
ing subsidized schools, it is important to analyze them as a separate group, because
they contribute with information that closely replicates the structure of Chilean ele-
mentary education.

The differences between these schools—public and subsidized—and private
schools in Chile lie in a variety of issues, mostly related to lack of material resources,
such as number of books available per child, lack of implementation of school and
classroom libraries, as well as little exposure to good models of reading at home,
and poor teacher training in reading comprehension methodologies (Medina, Val-
divia & San Martin, 2014; Iturra Herrera, 2015; Fontaine 2008; OECD, 2017).

The State of Chile has designed and implemented a School Texts policy in order
to offer greater learning opportunities to students, as well as provide an updated
teaching tool for teachers. Thus, since 1990, the free and universal delivery of school
texts from the priority areas of the curriculum to students from subsidized and
municipal establishments has been permanent. However, the psychometric measure-
ment has been criticized since it does not consider the sociocultural environment of
the schools. Moreover, most of these texts have not been analyzed in terms of text
complexity; thus, they are quite often not adequate for the age and cognitive devel-
opment of students, resulting in low scores in reading comprehension.

Instrumentation

Reading motivation We used Gambrell et al.’s (1996a, b) Motivation to Read Profile
(MRP) to collect information about reading motivation. It was developed to assess
reading motivation among elementary school children in the United States and is
one of three most frequently used instruments used to study motivation in reading
research (Conradi et al., 2014). The tool is a self-administered survey that contains
20 items, on a four-point ordinal scale, ten of which assess readers’ self-concept, and
ten that tap into value of reading. It is often used together with a semi-structured
conversation about reading interests. We only used the survey and did not interview
the students in this study. The survey was administered in the classrooms as a whole
group. The MRP was validated in its Spanish version (Orellana & Baldwin, 2018)
showing good reliability (0.88) and internal consistency (0.81).
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Reading comprehension To assess reading ability, we used Dialect, a Spanish
silent reading comprehension assessment developed by Orellana and Melo (2015).
This test is computer-administered, with 45 multiple-choice items that assess infer-
ential comprehension. Items are rank ordered by level of reading complexity. Stu-
dents begin with easier pictorial items, then move on to one-sentence items and
multiple-sentence passages with narrative and informational texts. Testing is discon-
tinued once students make five errors. Dialect scores are reported in Lexile meas-
ures, which measure students’ ability to comprehend a passage at an independent
level (Sanford, 2000; MetaMetrics, Inc., 2008). The internal consistency coefficient
for Dialect was 0.97. Dialect is an untimed assessment, but students typically take
between 20 and 30 min to respond.

Both assessments were administered twice during the school year: in March,
when the school year starts in Chile, and in November, before final exams. The vari-
ables of interest were reading ability at Time 1, reading ability at Time 2 year, read-
ers’ self-concept and readers’ value of reading (the two constructs assessed by the
Motivation to Read Profile) at Times 1 and 2. Other variables of interest included
grade level, gender, and type of school.

Analysis

Given the structure of the data, where each individual student observation could
have shared belonging to a group, such as the school or grade level, we decided
to use Hierarchical Linear Modeling (HLM). This method allowed us to build sub
models to express the relationship among the variables, such as the grade level or the
school that the students attend, avoiding in this way an ecological fallacy (Rauden-
bush & Bryk, 2002; Robinson, 2009). The models were built using a Ime4 package
from the statistical software R. In order to compare the fixed effects of the models
we used maximum likelihood (Snijders & Bosker, 2012).

To determine if motivation at Time 1 is related to growth in reading comprehen-
sion; that is reading comprehension at Time 2 while controlling for reading compre-
hension at the beginning of the year, we used a three-level model. The model uses
school and grade level as nesting variables. This form of nesting acknowledges the
fact that individual scores in reading comprehension may be explained in part by
belonging to a school or grade level (Raudenbush & Bryk, 2002). Unfortunately, we
could not nest at the classroom level due to the structure of the data. It also responds
to the methodological recommendations of having at least 30 groups per nesting
level with at least 30 participants in each of them (Hox, 2010). Control variables
included gender, school dependence and school type, as well as reading comprehen-
sion at the beginning of the school year.

Considering the purpose of the study we decided to interpret fixed effects at the
student level within a grade level using centering within group (CWC). This type of
centering allows for the interpretation of gains in students’ reading comprehension
due to predictor variables in the context of the average of their grade level (Kreft,
Leeuw & Aiken, 1995).
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To determine whether the relationship between motivation in Time 1 and
reading comprehension in Time 2 was moderated by initial reading comprehen-
sion skills, we built a model that was identical to the previous one, but which
incorporated an interaction effect. We examined the interaction between motiva-
tion at Time 1 and reading comprehension at Time 1. The model was specified as
follows:

Level 1 Students

Cingc = BOgc +ﬁ1gc (genderigc)
5
+ Bch (CLligc) + Z ﬁkgc (MOTigc)
k=3
8

+ ) Bree(MOTy ) (CL1,.) + eig
k=6

Level 2 Grade

5
Z Bsgc = YSOc + "J'Sgc
s=0

8
Z quc = Ych
q=6

Level 3 School

Yooe = Too0 + Too1 (Dep.) + oo, (Subsidized, ) + mys (Private, ) + pog.
8
2 YqOC = ch()()
g=6

where Level 1

e CL2, is the reading comprehension score of individual i in grade g at the
school c.

® Pog is the average comprehension percent score of a given grade level g in
school c.

® g is the growth slope (or binary state) for comprehension score for being a
girl over being a boy in grade g at school c.

. Zi=3 Prec is the growth slope for motivation as a general construct (k=3),
self-concept (k=4), and value of reading (k=15), in grade g at school c.

¢ i Prec 1s the growth slope of the interaction between motivation and com-
prehension at the beginning of the school year for the general motivation con-
struct (k=06), self-concept (k=7), and value of reading (k=38), in grade g at
school c.

Level 2
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® Y5, is the intercept or average growth slope for the student level coefficients in
school c.
® Y is the fixed effect of the interactions for all schools.

Level 3

® Ty is the grand average of comprehension scores at all grade levels and schools.
Ty, 18 the fixed effect of a school having some sort of gender differentiation.
Ty, 1 the fixed effect dummy of being a subsidized school over being a munici-
pal school.

® Ty is the fixed effect dummy of being a private school over being a municipal
school.

® Ty is the overall fixed effect of the interaction.

With the purpose of getting a parsimonious model that would allow us to answer
both research questions, we compared models with aggregated motivation as a con-
struct, and the disaggregated motivation: self-concept and value of reading, accord-
ing to recommendations (Orellana & Baldwin, 2018). More specifically, we explored
the predictive value of these constructs in relation to gains in comprehension. Addi-
tionally, we compared the predictive value of the interaction coefficients of each of
the motivation variables with beginning-of-the-year reading comprehension skills.
Finally, we estimated which model explained the covariance matrix better using Chi
square and parsimony and chose the models that better fit the data.

Results
Missing data

Given the efforts in the procedures of data collection, there were only three cases of
students that did not complete the MRP and thus, were not included in the analyses.

Descriptives

Table 2 displays the mean scores, range, and standard deviations for all variables of
interest at the two periods. Results show that all groups of students improved their
scores for reading ability from March to November. As expected, older students per-
formed at higher levels than younger students on reading ability.

Unconditional model An unconditional model was estimated (that only included
intercepts, with no slope), to determine the variance of reading comprehension at
the end of the school year among the means of children in different grade levels in
each school. This analysis of partition of variance showed that belonging to a grade
level in a school explained 35% of variance in reading comprehension.

@ Springer



P. Orellana et al.

Table 2 Descriptive statistics of the study’s key variables

No. Variable Descriptives

Average SD Skew Kurtosis Min. Max.
1 Lexile reading comp T1 491 219 0.1 —-0.07 —154 1230
2 Lexile reading comp T2 616 232 -0.3 —-0.28 —121 1230
3 Self-concept of reading T1 29.05 4.66 —0.18 —0.08 14 40
4 Self-concept of reading T2 28.71 4.79 —-0.28 —0.02 12 40
5 Value of reading T1 29.18 5.33 -0.34 -0.13 11 40
6 Value of reading T2 27.67 5.79 -0.4 0.23 4 40
7 Aggregated motivation T1 58.23 8.67 —0.1 -0.21 26 79
8 Aggregated motivation T2 56.38 9.17 —-0.26 0.56 17 80

Development of an optimal model

Our first model tested whether aggregated motivation assessed Time 1predicted reading
comprehension (Lexile measure) at Time 2 (Model 1). This relationship was statisti-
cally significant (B=2.13, p=0.003), so we wanted to determine whether the relation-
ship was similar for each of the motivation constructs (i.e., self-concept and value of
reading) separately, in Model 2. This model showed that reader’s self-concept at Time
1 significantly predicted comprehension at Time 2; however, the relationship between
value of reading at Time 1 and reading comprehension at Time 2 was not significant
(B=4.89, p=0.002; B=—-0.3, p=0.785).

To determine whether students have different scores in reading comprehension
according to their level of reading motivation we tested an interaction model between
motivation and comprehension at Time 1 predicting comprehension at time 2 This
model was significant. Because reader’s self-concept in Time 1 was a significant pre-
dictor of reading comprehension at Time 2 in Model 2, we also tested whether students
with higher motivation get higher comprehension scores than those with lower moti-
vation and similar comprehension levels at Time 1 (Model 3). This relation was sig-
nificant (p=0.11, p=0.039). Given that each main model is not nested in the previous
one, we selected the best model using relative comparison indices. Table 3 shows that
the best model is Model 3, which models motivation measured as self-concept and its
interaction to predict comprehension in Time 2.

The final model can be observed on Table 4.

Fixed effects of controls There were no gender differences in reading compre-
hension (Lexile scores) results (f=2.38, p=0.827). Same-sex schools scored,

Table 3 Comparison of non-

Indicators Model 1: Model 2: disag-  Model 3: self-
nested models . .
aggregated gregated motiva-  concept with
motivation tion interaction
AIC 13,761.34 13,761.88 13,748.79
BIC 13,855.82 13,886.2 13,848.24
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Table 4 Final model for Dialect outcomes (Lexiles)

Fixed effect

Level 1—student or within grade effects

1 Female 2.39

2 Centered lexile T1 5.66 ***
3 Centered self-concept of reading T1 473 wHE
4 Interaction: centered self-concept T1 X —-0.11%*

Centered lexile T1
Level 2—Grade: no predictors
Level 3—School

1 Intercept 543.15 ##*
2 Subsidized school —-79.4
3 Private school 102.18
4 School type 131.32 ##%*

Random effect

Level 1—student or within grade effects

1 Intercept variance 8356.73
2 Female 87.21

3 Centered Lexile T1 2.57

4 Centered self-concept of reading T1 10.39

Level 2—grade: no predictors

1 Intercept variance 782.99

p<0.1, ¥p<0.05, *p<0.01, *+*p <0.001

on average, 131 Lexiles above coeducational schools (p =0.005), there were no
differences between private, subsidized, or municipal schools (p>0.10). It is
plausible that if the municipal school sample had been larger, we might have
found significant differences (p <0.05).

Relationship between motivation and reading comprehension

Aggregated motivation The final model of aggregated motivation shows that
after controlling for gender, reading comprehension at Time 1, school depend-
ence, and type of school, the construct of aggregated motivation significantly
predicts reading comprehension at Time 2 (B=2.13, p=0.004). When incorpo-
rating the interaction coefficient between reading comprehension at Time 1 and
motivation, to predict reading comprehension Time 2, the interaction coefficient
was significant (3=—0.06, p=0.019), indicating that students with higher ini-
tial self-concept at Time 1 gain more reading comprehension ability than stu-
dents with lower initial self-concept, when they have the same level of compre-
hension at the beginning of the year.
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Relationship between motivation and reading comprehension

Disaggregated Motivation When disaggregating motivation into self-concept
and value of reading, we see that for each increased point in self-concept, reading
comprehension also increases by almost 4.73 Lexiles at the end of the school year
(B=4.73, p=0.001). Nonetheless, the variation in value of reading did not result in
significant changes on reading comprehension at Time 2. When testing interaction
terms, the coefficients representing the interaction between reading comprehension
at Time 1 and self-concept were significant (=—0.10, p=0.03), indicating that stu-
dents who start off the year with higher levels of reading self-concept score higher in
comprehension than their peers with the same comprehension score but lower self-
concept at the beginning of the year.

Discussion

In this study, we analyzed the relationship between reading motivation and compre-
hension for Chilean elementary students across the school year. Results showed that,
for students starting off the school year with similarly low reading comprehension
score in the Dialect (Lexile) test, those with higher motivation scores at the begin-
ning of the year scored higher in comprehension at the end of the year. More spe-
cifically, one-point increase in the reading motivation scale (aggregated motivation)
at Time 1 was associated with a 2.3 increase in reading comprehension gains, as
measured in Lexiles. This relationship occurs mainly through self-concept. A one-
point increase in self-concept was associated with a 4.73 Lexile increase in com-
prehension. It is worth noting that even though the differences are small, these are
significant after strictly accounting for variance explained by belonging to a particu-
lar school and grade level. Chilean schools have traditionally presented great perfor-
mance differences across schools (Castillo et al., 2011), which are mostly explained
by the type and dependence of the school. Therefore, the relationship between moti-
vation and gains in comprehension should be considered in this context and valued
as an important result.

Contrary to studies that reported that low-performing readers are also unmoti-
vated readers (e.g., Lau & Chan, 2003), our study highlights the importance of moti-
vation as a factor affecting reading performance, as has been documented in other
studies (Wigfield et al., 2016). Readers who have difficulty understanding texts often
struggle with decoding and word recognition, which, as has been explained, uses up
a large portion of a reader’s cognitive energy. Thus, very little of that energy remains
available for comprehension tasks. It may be that students who are motivated to
read, either persevere despite this cognitive exhaustion, or have emotionally-driven
coping mechanisms that help them keep focused on their reading. For some, coping
mechanisms may come from remembering how they succeeded in previous reading
tasks or becoming more strategic in their reading. For other students, it is possi-
ble that watching proficient readers model successful comprehension can also help.
Whatever resources these motivated readers use, this “energizer,” as Logan et al.
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(2011) call it, can play an important role in the development of reading skills of stu-
dents who would otherwise give up upon more challenging reading tasks.

Findings related to readers’ self-concept

Self-concept is one of two constructs that make up the Motivation to Read Profile.
In this study, we found that the students’ self-concept was the most important pre-
dictor of their reading comprehension. In line with self-efficacy theory of motiva-
tion (e.g. Mucherah & Yoder, 2008; Ryan & Deci, 2009), the students who believed
they were good at understanding written text, even if they were not necessarily as
skillful as they thought they were, showed higher gains than those who did not have
such high self-concept. This finding suggests that self-concept as reader can operate
as a positive self-fulfilling prophecy of personal reading, where perceived ability
can drive students to persevere in their reading and make considerable improvement.
This finding is particularly important because self-concept appeals to traits that can
be fostered in readers by instructional and school-level decisions. Although it does
not discount the importance of high-quality reading instruction, it does point to the
need to attend to students’ beliefs in their reading ability. The result we found has
several instructional implications, which we discuss in the Conclusions section. The
evidence found is also important in the context of Chile, where reading is not typi-
cally valued, and people tend to not consider themselves as readers. Our study shows
that, despite the nature of these cultural factors, some students with low reading
achievement, but high personal self-concept about their reading ability do have an
advantage that ought to be considered from an instructional perspective.

Findings related to value of reading

Unlike our findings regarding self-concept, we did not find a specific contribu-
tion of the value of reading. Only motivation as an aggregated and self-concept as
reader significantly predicted gains in reading comprehension. The lack of signifi-
cant results regarding the value or reading may reflect how sociocultural views about
reading among Chilean students affect their motivation to read. As mentioned ear-
lier, Chileans do not typically like to read or consider themselves as readers. It is
unclear to what extent Chilean students’ perceived value of reading can be changed
in a society that tends to not value reading. This does not mean, however, that stu-
dents’ perceptions regarding the value of reading are unimportant, only that they
were not significantly related to reading comprehension in this study. It is possible
that students in the study tended to read because they were required to for class, not
because they recognized it as valuable. In a context where there is little choice and
reading is done only in school, self-concept could be more important than in another
context. Students in such a situation might read only because they were required to,
and those students with a higher self-concept would benefit most. More research
is needed to understand how Chile’s societal context regarding reading affects this
aspect of reading motivation and its overall influence on reading comprehension.
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Conclusions and limitations

This study sought to examine the relation between Spanish reading motivation
and achievement for Chilean elementary school students. Findings indicate that
there initial reading motivation significantly impacted students’ gains in compre-
hension at the end of the school year, and that reader’s self-concept was particu-
larly important for low-performing readers.

These findings have several important pedagogical implications. Most impor-
tantly, it emphasizes the relevance of supporting children in the development of
reading self-concept There are concrete actions teachers can implement in the
classroom to either boost motivation or keep its levels high. For example, teach-
ers can engage in reading conferences with their students to develop positive
self-concept in their readers. Opportunities for students to talk about what they
read can help students develop a positive self-concept. Teachers can also encour-
age students to read increasingly more demanding books and help them carefully
select books that are at their zone of proximal development, and then point out
their successes to help students recognize their growing abilities as readers. In
addition to supporting students in selecting texts, teachers can help students by
giving them choice in what they read. As Mackley (2014) holds, being able to
choose what you want to read may often be the difference between enthusiastic,
successful readers, and those who turn away from reading altogether. From a ped-
agogical perspective, the sooner children are given options to choose their read-
ing and discuss their reactions to books, the better for enthusiasm to thrive. This
is especially true for low-achieving readers. According to Chapman and Tunmer
(1997), the early years of formal instruction are crucial for the development of
positive or negative self-concepts in reading, particularly for students who may
show difficulties in learning to read. Encouraging students to talk about their
reading preferences, allowing them to engage in book talk in different formats
(i.e., book clubs, literary circles, Socratic seminars, etc.) can also provide safe
spaces where children feel comfortable with their ability to respond to reading
and develop higher levels of self-concept. Guthrie and Wigfield (2000) claim that
when students feel they can succeed at a reading task, the likelihood that they will
be willing to experience more demanding reading tasks is higher, and the feeling
of success or capability at accomplishing those tasks keeps them engaged. These
authors observed that engaged younger readers (e.g. 13-year-olds) may exhibit
higher levels of comprehension than non-engaged older students. Teachers can
also foster the social value of reading in their classrooms by modeling book talk,
displaying books that relate to students’ interests, discussing the value of reading
as a life habit, or promoting reading circles, book clubs and other social activities
where reading is involved.

Some of the limitations of the study are related to the type of data available.
For example, even though the use of HLM allowed to account for nesting, given
the structure of the data, which allowed us to explain 38% of variance associated
with the nested structure, we could not nest by classroom given lack of informa-
tion. If individual scores within a classroom are more homogeneous than between
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classrooms, this greater adjustment to the structure of the data could reveal other
significant relations. In this same line, this study aimed to explore the average
relationship of these variables on these three grade levels. It is possible that the
relationship between motivation and reading comprehension varies by grade
level. Future studies should address these questions.

Another limitation of the study is the use of self-reported measures to assess
reading motivation, which has been acknowledged as such by other authors (e.g.,
Wigfield et al., 2016). However, self-reported measures are the most commonly
used measures to assess student motivation and have been validated in the field as
a useful tool to assess this construct (see, for example, Malloy, Marinak, Gambrell,
& Mazzoni, 2013; McKenna & Kear, 1990; McKenna, Conradi, Lawrence, Jang, &
Meyer, 2012). Additionally, because of the correlational nature of the study, findings
must be considered with caution. As Retelsdorf et al. (2014) suggest, more studies
are needed that focus on examining the causal relationship between motivation to
read and reading achievement, particularly in the upper elementary grades.

Current research has given considerable attention to the role of affective and moti-
vational factors in reading comprehension achievement. Observing how children
make use of drivers, such as positive self-concept, perseverance, engagement, and
social value of reading to become more competent readers can contribute to impor-
tant improvement in their reading ability, as this and other studies have reported.
Further research is needed regarding the influence of the compulsory nature of read-
ing on children’s views of reading, which many Chileans have reported to be one
reason they have negative views of reading. Understanding students’ views of read-
ing in school, along with their motivation to read and reading comprehension would
provide insight into ways reading can be improved in Chile.

Appendix

See Tables 5, 6.
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Table5 Descriptives by Grade Level

Grade Variable Average SD Skew Kurtosis Min. Max
3
1 Lexile reading comp T1 437 249 0.36 -0.12 —154 1132
2 Lexile reading comp T2 586 269 -0.25 -0.7 —121 1132
3 Self-concept of reading T1 30 5 -0.19 0.05 15 40
4 Self-concept of reading T2 29 5 -0.32 0.16 12 40
5 Value of reading T1 30 5 —0.36 —0.07 11 40
6 Value of reading T2 29 5 -0.67 1.43 4 40
7 Aggregated motivation T1 59 9 -0.13 -0.17 35 79
8 Aggregated motivation T2 58 9 —49 1.46 17 80
4
1 Lexile reading comp T1 475 202 0.16 0.12 -110 1230
2 Lexile reading comp T2 576 214 —-0.23 —0.58 -7 1101
3 Self-concept of reading T1 29 5 -0.14 -03 14 40
4 Self-concept of reading T2 28 5 —-0.26 —-0.33 12 39
5 Value of reading T1 29 5 -0.44 —0.1 11 40
6 Value of reading T2 27 6 —-0.35 0.07 5 40
7 Aggregated motivation T1 58 9 —0.01 —0.58 36 78
8 Aggregated motivation T2 55 9 -0.25 0.43 17 78
5
1 Lexile reading comp T1 564 182 0.14 -0.38 101 1101
2 Lexile reading comp T2 691 188 0.04 -0.24 259 1230
3 Self-concept of reading T1 29 4 -0.27 -0.03 15 40
4 Self-concept of reading T2 29 4 -0.22 0.03 14 40
5 Value of reading T1 28 5 -0.23 -0.24 11 40
6 Value of reading T2 27 6 -0.15 -0.34 12 40
7 Aggregated motivation T1 57 8 -0.24 0.08 26 78
8 Aggregated motivation T2 56 9 -0.03 —-0.16 32 80
Table 6 Correlations
Grade Variables Motivation T1 Motivation T2 Comprehension T1 Comprehension T2
3 Motivation T1 ok 0.509 0.29 0.306
Motivation T2 <0.001 ik 0.306 0.333
Comprehension Tl  <0.001 <0.001 HddE 0.722
Comprehension T2  <0.001 <0.001 <0.001 HokdE
4 Motivation T1 oAk 0.561 0.223 0.271
Motivation T2 <0.001 HHHAK 0.34 0.368
Comprehension T1 <0.001 <0.001 ook 0.686
Comprehension T2 <0.001 <0.001 <0.001 HHEEE
5 Motivation T1 kK 0.6 0.379 0.314
Motivation T2 <0.001 oAk 0.359 0.366
Comprehension T1  <0.001 <0.001 HkdE 0.554
Comprehension T2 <0.001 <0.001 <0.001 HddE
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