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Abstract
The present study examined the relationships among grade level, studeinsg ashievement,
teacher perceptions of student ability, and students’ reading self-concefg.b&lbearman
correlations and independent sampessts were used to determine the relationships, if any,
among these variables. Results revealed significant relationships bstweent and teacher
perceptions of reading ability and students’ actual reading achieteresignificant difference
was also found between first and fifth grade students with respect to readingeswyieliefs.

Implications of the findings are discussed.
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Chapter One: Statement of the Problem
Introduction

Throughout the elementary school years, and specifically in grades onehthinoesy the
primary task facing students is the acquisition of basic reading skills. Thg &bikad
provides students with a foundation upon which to build more advanced academic skills.
Unfortunately, research shows that 37% of fourth-grade students achieve belowlaviehsic
reading skill. In addition, only 31% of fourth-graders are considered at or aboed aflev
proficiency (National Center for Education Statistics, 2003). Students witimgedisabilities
account for the largest portion of students receiving special education sesipioceximately
80% of students classified as learning disabled are identified as haeadiag disability
(Lerner, 1989).

The effects of literacy are far-reaching. In their longitudinal study, @Ggham and
Stanovich (1997) found that exposure to reading in first grade was a significantqureflict
declarative knowledge and verbal ability in eleventh grade, even afteoltagtfor general
cognitive ability. In addition, they found the speed of initial reading acquisitionrteldted to
reading comprehension, vocabulary, and general knowledge in grade eleven (Camr8ngh

Stanovich, 1997).

Bandura (1993) suggested that in order for students to become competent in learning,
they must acquire not only the skills, but also self-efficacy beliefs to usegkitiseeffectively.
Such beliefs influence students’ aspirations, goal commitments, resjlemd levels of
motivation and perseverance (Bandura, Barbaranelli, Caprara, & Pasi®@d). Children’s
academic self-competence beliefs then directly contribute to theiermatadchievement

(Bandura et al., 1996).
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Self-Efficacy

The construct of perceived self-efficacy, or people’s beliefs in their capesbib
produce certain results, was developed by Bandura (1977) within a social-cognitivélrabde
suggested a reciprocal relationship between a person, the environment, and behavior.
Completing difficult tasks requires a person to expend considerable effort to @mtask and
to use analytic thinking. Consequently, people with high self-efficacy setmdialiegoals for
themselves and effectively regulate the effort necessary to overcotaeledsnd reach their
goals. Self-efficacy is not a global trait, but rather a specific setiefdeelated to distinct
areas of functioning, such as academics.

The terminology regarding self-beliefs is ambiguous in the literatueery and research
has been hindered by references to an ambiguous group of competing terms. Th@strms m
frequently used are self-concept, self-esteem, and self-efficacy.ri€ahpfforts to distinguish
among these terms have been met with limited success. The terminology isamuly the
ambiguous nature of the specific aspects of self-belief. As a resuly nohae appropriate to
assume clear or consistent conceptual distinctions among self-belief teomihe purposes of
the current review, the terms “self-concept” and “self-efficacyf’ve used interchangeably
according to the terminology of the authors of the studies discussed (Valentireas DB
Cooper, 2004).

Self-concept usually refers to knowledge of the self-schema, or the lagtiefson holds
about his or her attributes either broadly or within a specific domain (Ommundsen2@0%).
For students, academic self-concept is of particular importance. Studéméshigh academic
self-concept are more confident in their academic attributes or qualihes these students feel

they possess a negative attribute, they view it as relatively insigmifi Regardless of obstacles
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and setbacks, high academic self-concept motivates students to pursue thé®@moalsmdsen
et al., 2005). As a result, self-efficacy beliefs can influence the devetapgrhcognitive
competencies; children’s beliefs about their abilities to regulate theitearning and master
different academic subjects affect their level of motivation and aatadeanic achievement
(Bandura, 1977).

In order to manage challenging situations, people may need a resilienthml they can
achieve the desired results through their effort while remaining undaunseddacks or failure
(Bandura & Locke, 2003). If a person is overcome with self-doubt, he or she will hizceltgtif
performing even well-established skills; therefore, a strong bel@fe’s efficacy is necessary
to activate and sustain the effort required for success (Bandurak& . 2@03).

Self-Efficacy and Academic Achievement

Bandura (1977) proposed a reciprocal relationship between self-efficacy and
achievement. A high sense of efficacy enhances one’s motivation to strivddayeals and to
persevere on difficult tasks. In addition, people with high academic self-egezform better
than people with low academic self-esteem after an initial failure, amdaaeelikely to
persevere when confronted with obstacles (Schrauger & Sorman, 1977). Sinvitety,
students with high academic self-efficacy succeed, they assume tleisswas caused by their
abilities and effort; therefore, they feel they have control over their outcdmésgn, these
students are not overly concerned with failure, are task-focused, and havergagtancy for
success. They believe they possess the qualities necessary for @danoges, Ommundsen, &
Lund, 2004). Following success, these students attempt to maintain that sutessa aesult,
demonstrate sustained effort, attention, and concentration when involved in acad&mic t

(Bandura & Locke, 2003). Conversely, students with low academic selfegfiaca inclined to
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try to protect their sense of efficacy, often engaging in self-handicappatggies in order to
provide an explanation for failure (Bandura & Locke, 2003).

In their 2004 meta-analysis, Valentine, DuBois, and Cooper examined the relationship
between academic achievement and self-beliefs, including selfatpseH-esteem, and self-
efficacy. Self-concept was defined broadly as the self-perceptions formeegdrgon through
different experiences with and interpretations of the environment. Selfreate® described as
representing one’s own evaluations of the components of self-concept. Finkbyficzcy
referred to one’s beliefs in his or her capabilities to organize and execiehidngor necessary
to manage a specific situation or produce a desired result. Perceivedicatlyaffas viewed in
many studies to be related more to specific areas or domains of functioning anddoeb
directly associated with goals than self-concept and self-estedan{iia et al., 2004).

Their findings indicated that self-beliefs can influence academic\ahent; the results
offer support for theories of learning and development that view the self asshagerst. The
authors found that beliefs about the self pertaining specifically to the acadi@main represent
a more central influence on achievement than more global or generalledt-bed feelings.
These results suggest a potential for students’ beliefs and feelings aloatdademic abilities
to shape their actual levels of learning and school performance over timet(ivakt al., 2004).

Interestingly, the authors’ findings provided limited evidence for the sftgaglobal or
generalized self-beliefs on academic achievement. Such constrgetsesal self-concept and
global self-esteem may be too broad and complex to predict adaptive outcomescificasspa
of functioning such as school. Furthermore, the authors found evidence for stronger effects
when assessment focused on self-beliefs and achievement within the sanme ddrase

findings provide support for the importance of specificity in measurement (\fedaattal.,
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2004). Therefore, the current study will measure only academic self cariceptling and
reading achievement.
Self-Efficacy and Self-Regulation Strategies

Ommundsen, Haugen, and Lund (2005) sought to examine the relationship between
academic self-concept beliefs and students’ self-regulation sastegpecifically, they looked
at four self-regulation strategies: motivation/diligence, concentratiormation processing
(adaptive), and self-handicapping (maladaptive). Motivation/diligeneereelfto students’
willingness to work hard, their persistence, and their preparedness foscl@sseentration
was defined as students’ abilities to neglect distractions and to focus orastwdies.
Information processing referred to the extent students use strategiesniaengtrmation,
monitor comprehension, and relate new material to prior knowledge. Finalaselicapping
refers to self-preservational strategies that students employ totmotthance self-esteem.
Therefore, if a student’s performance is at a low level, the circacesarather than a lack of
ability or effort, may be assumed as the cause. For example, a studenti®ha faidterm
exam may attribute his failure to a difficult or unfair exam, rather than tadksof preparation
or comprehension of the concepts assessed by the test questions. Edthpkthdents
themselves, these strategies allow them to draw attention to factorshatinéww ability.

Ommundsen and his colleagues hypothesized academic self-concept to beyositivel
correlated with the three adaptive self-regulation strategies antivedgaorrelated to self-
handicapping strategies. As expected, academic self-concept was poselateld to
motivation/diligence, concentration, and information processing, and negaglaba to self-

handicapping strategies (Ommundsen et al., 2005).



STUDENTS’ SELF-CONCEPT OF READING 8

Consistent with previous theory and research, the results suggest that stuitheats wi
strong sense of confidence in their academic abilities may perceive thesmse having control
over their learning. As a result, these students appear well equippedadalsetvork diligently
toward those goals, and self-monitor for comprehension in order to reach those goals.
Alternatively, a negative self-concept of academic ability may géaéeliefs of inefficacy.
Students with a negative self-concept often believe that effort does noff pdnerefore, when
attempting tasks, they may not expend much effort or they may give up easilye®stathis
becomes a cycle of behavior that may result in a self-fulfilling proplinatystrengthens
students’ perceptions of inefficacy, further perpetuating a low self-contapility and weaker
diligence, concentration, and information processing (Ommundsen et al., 2005).
Self-Efficacy Beliefs Across Grade Levels

Research suggests that perceptions of self-efficacy do not remain stalileneveMore
specifically, as students become older, their perceptions of themselvedeagsbecomes
increasingly negative (Nunez, Gonzalez-Pienda, Gonzalez-Pumariega, Avarzalez,
Cabanach, Valle, & Rodriguez, 2005). Competence beliefs are highest indttetagrd steadily
decline as the children get older, continuing beyond the elementary schoolgeatss( Lanza,
Osgood, Eccles, & Wigfield, 2002). Another study found children’s academicosalépt to be
highest in the first year of schooling; their findings showed that these optisetperceptions
declined throughout the following two school years (Bouffard, Marcoux, Vezeau, &|Bauje

2003).

Teacher Expectations and Teacher Perceptions
The correlation between students’ academic self-concepts and theiraattiealement

has important implications for educators. Studies have shown that teachers’texpectan
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have an impact both on students’ expectations for their performance as well astttz
achievement (Cooper, Findley, & Good, 1982; Jussim & Eccles, 1992; Kuklinski & Weinstein,
2001; Rappaport & Rappaport, 1975). In addition, another study found teacher’s perceptions of
a student’s ability to be strongly correlated with student achievement (Céapdley, & Good,

1982). There appears to be a dearth of research on the relationship betweer teachers
perceptions of students’ ability and students’ academic self-efficagfdeBecause teacher
perceptions have an effect on student achievement, and achievement is relzddénuaself-
efficacy, it could be expected that teacher perceptions would be related to stlfiefiicacy

beliefs. The current study aims to explore this phenomenon.
The Current Study

The goal of the current study was to add to the body of reseditod domain of
academic self-efficacy. Unlike most previous research, this study Iepleedically at students’
academic self-concepts of reading. The current study used a self-caunweyt specific to
reading ability. First, this study examined the relationship between readfiogscept and
grade level. Consistent with previous research, it was expected that assspudgreassed
through elementary school, reading self-concept would decline. It is impartaotet that the
current study was not a longitudinal study; therefore, the data used wasentomsas across a
sample of elementary students. Second, the current study examined the retalietveben
reading self-concept and actual reading achievement. Previous reseasdieslititat reading
self-concept would be higher in students with more developed reading ablhtiaddition,
research suggested that this difference would be most notable in the higledlegeds; previous
findings suggest that younger students often have more positive feeliacmsoaimic self-

efficacy than older students. Third, this study examined the relationship baeaeber
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perceptions of student ability and students’ actual achievement. Previarshesgygested that
teacher perceptions would be positively correlated with student achievehrieally, the current
study examined the relationship between teacher perceptions of studentadilttyidents’ self-
efficacy beliefs. It was hypothesized that teacher perceptions woplashievely correlated with

students’ perceived academic self-efficacy.

Research Questions

1. What is the relation between academic self-concept and absolute reading
performance for first- and fifth-grade students? It was hypothesized that at the first
grade level, there would be little to no correlation between students’ geselfrconcept
and their absolute reading performance. It was hypothesized that atitlyedde level,
however, there would be a correlation between student’s beliefs about theigreadi

ability and their actual reading ability.

2. How does academic self-concept of reading relate to a student’s grade levé was
hypothesized that first grade students would have a significantly higiieoseept of
reading than would fifth grade students due to an increased awareness of their ow

abilities compared to their peers.

3. What is the relation between academic self-concept and teacher pertieps of
student reading performance? It was hypothesized that there would be a positive
correlation between students’ reading self-concept and their teapkezsptions of their

reading performance.

4. What is the relation between teacher perceptions of student readindp#ity and

students’ absolute reading performance?t was hypothesized that there would be a
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correlation between teacher perceptions of student reading ability and stadtrats

absolute reading ability.
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Chapter Two: Literature Review

Bandura (1977) suggested that self-competency beliefs develop as a resiyrotaec
relationships among the individual, their environment, and their behavior. In school, the
completion of difficult tasks requires students to sustain considerabieteffemain on task and
to use analytic thinking and reasoning skills. Students with high academsffeelty set
challenging goals for themselves and effectively regulate the efioetsary to overcome
obstacles and reach their goals.

Students with high academic self-concepts are more confident in their acadieinutes
or qualities; when these students feel they possess a negative attribues\ihiéyas relatively
insignificant. Regardless of obstacles and setbacks, having a high académoncept
motivates students to pursue their goals (Ommundsen et al., 2005). Children’sabeligftheir
abilities to regulate their own learning and master different ati@d®ubjects can, in turn, affect
their levels of motivation and actual academic achievement (Bandura, 1977).

Relation Between Perceived Competence and Reading Achievement

Within the context of reading, the motivational influence of students’ self-competence
beliefs help determine whether students seek or avoid opportunities to read, thedéwoet phit
into reading, and the amount of persistence students demonstrate in pursuing comprehension
(Henk & Melnick, 1995). Several studies have shown strong positive correlatioreehet

children’s perceived competence and their actual achievement.

Students with learning difficulties, regardless of their classificatigplamement, have
significantly lower achievement-related self-perceptions of abiiay typical students
(Chapman, 1988b). These students appear to lack confidence in the skills required $ésfiducce

academic performance, therefore tending to give up more easily or avoidkla¢together
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(Zimmerman, 2000). Consequently, low self-perceptions of ability are assbwidh low
expectations for future achievement (Chapman, 1988a). Given the importance af apaldine
number of students who demonstrate reading difficulties, reading-relatgesmptions have

been viewed as increasingly important (Henk & Melnick, 1995).

Academic self-concept is defined as the perceptions, knowledge, views, afglthatie
students hold about themselves as learners (Chapman & Tunmer, 2003). In 2000, Chapman,
Tunmer, and Prochnow examined the relationship between reading performance amicacade
self-concept. They followed a sample of 5-year-old children across thaeg 3nd, using the
Reading Self Concept Scale, classified the children as having positive, negiatijyecal self-
concepts. Children’s pre-reading and reading skills were also assessedngigtidr
identification, phoneme deletion, sound matching, and reading comprehension. They found tha
children with negative academic self-concepts entered kindergarten wittarab$y poorer
basic reading skills, including phonological sensitivity and letter-name kdgeil¢han children
with positive academic self concepts. In addition, children with negative acaslelfaconcepts
demonstrated more pessimistic attitudes toward reading and felt lesseohgsereaders than

did children with positive academic self-concepts.

By second grade, the students with negative self-concepts viewed themselgss as le
competent in reading, having more difficulty with reading, and liking readssgthean children
with typical or positive academic self-concepts. These children also readléwel books and
performed at lower levels on measures of word recognition and reading comprehensi
(Chapman, Tunmer, & Prochnow, 2000). These findings are consistent with the theory that
initial and ongoing performance in learning to read is reflected in achentelated self-

perceptions, which are subsequently related to early reading expgstienc
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In 1986, Ladd and Price found a correlation between children’s perceived competence in
reading and their actual reading achievement. In 2002, Jacqueline Lynchaaignezkthis
relationship. In Lynch’s study, eight- and nine-year old children were asteniad the Reader
Self-Perception Scale (RSPS) as well as a reading test. Consiskeptevibus research, Lynch
found a significant relationship between children’s self-perceptions of pragrdsshildren’s

overall achievement in reading (Lynch, 2002).

Performance, Perceptions, and Classification: LD versus Non-LD

Because previous research has demonstrated a strong correlation betwesmcaself-
concept and achievement, it might be expected that children identified as hssangjag
disability would have more negative academic self concepts. These childresfteave
experienced considerable failure and negative feedback about their compéateiscepeated
failure may accelerate the decline of their perceptions of competencadi@naic areas and may
negatively impact their beliefs about their overall intellect (Haniclo&an, 2004). In addition,
the label of being “learning disabled” may also negatively affectcegitept (Good, 1982).
Furthermore, pulling students with learning disabilities out of their regldasrooms for special
instruction and educational programs may facilitate social stigma andghighlsense of
difference from other students (Biklen & Zollers, 1986). In support of this notion, a 2864 m
analysis by Seleshi Zeleke indicated that 89% of studies reviewed foundithettstwith
learning disabilities had more negative academic self-concept thaloth@chieving, average

achieving, and high achievingeers (Zeleke, 2004).

In 1990, Grolnick and Ryan sought to examine the relationship between academic self-
concept and achievement, specifically with regard to students with learsaiglidies and non-

identified low-achieving students. The subjects in their study were 148 timodigh sixth-
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grade students who were identified either as having a learning disabiioy baving a learning
disability. The students composed four groups: students with learning disgbmiatched-1Q
students without learning disabilities, randomly selected students without ledisabdgities,
and low-achieving students without learning disabilities. The students weneisténad the
Perceived Competence Scale to assess their self-perceptions tivecgmi general

competence.

Grolnick and Ryan (1990) found that children with learning disabilities perceived
themselves as significantly less competent cognitively than theihetdt® counterparts. This
supports Good’s notion (1982) that labeling students may negatively affect theorsmpt.
Interestingly, there was no significant difference found between thpesekptions of students
with learning disabilities and the non-classified, low achieving studentsniGk@ Ryan,

1990). This provides support for the theory that both types of students experience failure and
negative competence feedback at school, which likely becomes internalized asdmtgat in a
more negative self-concept (Bandura, 1996). These findings also suggestdbatiaczlf-
concept may be related more to actual performance in the classroom thahcogaigle

ability.

Polychroni, Koukoura, and Anagnostou (2006) sought to further examine the relationship
between academic self-concept and reading performance among studeffesiog dibilities.
They studied 242 fifth- and sixth-grade students. The students were caegatozthree
groups: classified with a learning disability, average/low perfogmand high performing. The
students were administered the Students’ Perception of Ability Scaldj$iPorder to assess

the children’s self-perceptions of their academic abilities and schabédehchievement.
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The results of their study revealed significant differences in self-pobe¢éween the
group of students with learning disabilities and the other two ability-levebgt When
compared to the high and average/low performance groups, students with learninigessabil
reported lower levels of self-concept regarding reading ability, gerizli&y,aand total
academic self-concept. In addition, the results revealed significaneditfss between the
group of students with learning disabilities and the high performance group negeaading,
general ability, and total academic self-concept. Furthermore, studé¢héslearning disabled
group perceived reading as less of a means of school achievement than did ths stilde
other two groups; academically, the students with learning disabilitiesdvadading less than
their peers. These findings suggest that, despite the learning disabledssfpaidicipation in a
special education intervention program, these students still considered theressh\able than

non-learning disabled students (Polychroni et al., 2006).

These findings may support the theory that labeling students as learninigdlisay
negatively impact their feelings of academic self-worth. However, tilnity slid not separate the
average performing students from the low performing (non-classified) studerstpossible,
therefore, that the average performing students had more positive self-cotieépthmn the
low performing students; when averaged together, these mean self-coniséptezie
significantly more positive than the beliefs of students with learning digzbi It is unclear,
however, if the beliefs of the students with learning disabilities were isgmnify more negative
than the beliefs of only the low achieving students. As previously discussed, the firfdings o
Grolnick and Ryan (1990), and of Good (1982), suggest that low achieving students may have

self-efficacy beliefs similar to those of students with learning disieisili
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In 2001, Heyman examined whether self-perception of a learning disabisity wa
significantly related to children’s academic self-concept. The gaatits in Heyman’s study
were 87 children with learning disabilities in grades three through six in NekvGityr public
elementary schools. She hypothesized that among students with learning disasditt
perception of learning disability would be positively related to acadenficastept.
Consistent with her hypothesis, Heyman found that, even after controlling farendsa
variables, self-perception of a learning disability was significaethted to academic self-
concept. The results of Heyman’s study suggest that self-estedatad te acceptance of the
learning disability, including both the recognition of its existence and the subiaydinits
overall importance. Consistent with Bandura’s theory of the reciprocal effsetf-concept on
achievement, these results suggest that self-perception of the disabylihaveaan effect on

academic self-concept, which in turn may influence achievement (Heyman, 2001).

In 2002, Bear, Minke, and Manning conducted a meta-analysis of the on the self-concept
of students with learning disabilities. Overall, Bear and his colleag@082) found that children
with learning disabilities viewed themselves less favorably than non-leatisaigied students
in terms of academic competence. More specifically, they were irgenesfurther examining
academic self-concept as a function of educational setting. Their nadyaiamf sixty-one
studies found that children with learning disabilities who receive specialtefusarvices in
either segregated (i.e. self-contained) or mainstreamed (i.e. ressettogys have more
favorable self-concepts of academics than children with learning disshifitregular
classrooms who receive no special education or remedial services. In additdenistvith
learning disabilities in both inclusive classrooms and resource rooms heldcaighyfiower

self-perceptions of intellectual and academic competence than studentsawithd disabilities



STUDENTS’ SELF-CONCEPT OF READING 18

in self-contained classrooms. These findings suggest that students withgehsabilities
recognize their academic deficits in an environment conducive to peer compartisoestssin
self-contained settings compare themselves to other self-contained sarakotclude that
they are not performing so poorly, which results in higher self-perceptions pttemse.
Similarly, students with learning disabilities in more inclusive settiagd to compare
themselves to their peers without learning disabilities (Bear et al., 2008%e findings suggest
a role of peer comparisons in determining students’ feelings of acad#imacy. Theoretically,
this role may be expanded to include low achieving, non-classified, students. fehehefo
present study will examine the role of peer comparisons in determining studehngs of

reading competence.

Similarly, a 2005 study by Nunez, Gonzalez-Pienda, Gonzalez-Pumariegs, Roc
Alvarez, Gonzalez, Cabanach, Valle, and Rodriguez suggested yet anotheratiraéns
academic self-concept heterogeneity among students with learning tesabNunez and his
colleagues aimed to determine whether there are significant differestvesen students with
and without learning disabilities with regard to self-concept, causal atbrisyuand academic
goals. They also wanted to determine whether students with learning tesapiesent with
uniform or heterogeneous attributional profiles and to explore differencesdrethese profiles
on the dimensions of self-concept, academic goals, perception of competeraxgderdic

achievement.

The results of this study indicated the existence of two very distinct attnbuprofiles
in students: Helplessness Profile (HP) and Adaptive Profile (AP). Studéhtdhei
Helplessness Profile were characterized as attributing failuretetoal factors and attributing

successes to external factors; students who fit the Adaptive Profilafjgngernalized
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successes and externalized failures. Nunez and his colleagues (2005) foshdl#drdas without
learning disabilities attributed their academic successes significaore to internal factors
such as ability or effort, and their failures significantly less to la@bdity or lack of effort than
did their classmates with learning disabilities. With regard to ac@dself-concept, students
with learning disabilities rated themselves significantly lower ovénah did students without
learning disabilities. As a group, students with learning disabilities wgm#icantly less
oriented toward learning goals, achievement goals, and seeking socbaceghrough

academic involvement.

Nunez and his colleagues looked at the relationship between eleven dependent variables
and attributional profile: general self-concept, academic self-comegaling self-concept,
mathematics self-concept, parent relations, peer relations, learnisgspmsal reinforcement
goals, and achievement goals. The researchers identified two attributmmaspHelplessness
Profile (HP) and Adaptive Profile (AP). The Helplessness Profile itbeststudents who
internalized failure and externalized success; they attributed tlagiemdic failures to a lack of
ability and effort, and they attributed their academic successes toahdauses. Conversely,
the Adaptive Profile referred to students who internalized success and kzeelrfalure.
Students with an Adaptive Profile attributed their successes to ability ant] affdithey
attributed their failures to external causes. For all of the dependeftiesyisignificant
differences were revealed between the groups of students with learrahijties and a
helplessness profile (LD-HP) and their peers without learning disadjitiiese differences
consistently favored the non-learning disabled group. However, there werasiwaligt
significant differences between the students with learning disabiitieshad an adaptive

profile (LD-AP) and the non-learning disabled students except on the acatiarartsions of
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self-concept (academic self-concept, reading self-concept, and matsese#tconcept) and
learning goals (Nunez et al., 2005). In addition, with respect to academic actmeyem
significant differences were found between the LD-AP and LD-HP groupse thiéerences
were in favor of the LD-AP group. Students who had a learning disability and anvadapti
attributional profile demonstrated significantly higher academic aamertethan students with

a learning disability and a helplessness profile.

These results suggest that although students with learning disabilitiestethgs
demonstrate lower self-concepts in the academic domains, including reading,ssivittent
adaptive profiles have more positive self-concepts in other domains. Furthestadents with
learning difficulties experience greater achievement when they possadapive attributional
profile. These findings suggest that fostering an adaptive profile in studentaisetheir
academic self-concept, and by extension, their academic achievementndiingsfof Nunez
and his colleagues highlight the heterogeneity of students with learninditdesabnd suggest
important educational and social implications for students with learning dissléind a

helplessness profile (Nunez et al., 2005).
Changes in Self-Perceptions

Research has suggested a reciprocal relationship between acaltoooasept and
academic performance. Given the predictive value of children’s compdtelnefs, research
began to scrutinize the stability of these competency beliefs. Nunez amtidagees (2005)
found that, in general, as students become older, their self-perceptions ofitkerasestudents
becomes increasingly negative. Several other studies have examinddtibestap between

academic self-concept and a student’s age or grade level.
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In 2002, Jacobs, Lanza, Osgood, Eccles, and Wigfield studied changes in children’s self-
competence beliefs in three domains (mathematics, language arts, and spus$syjieades one
through twelve. They expected competence beliefs to be highest in fadstamass all three
domains, with decreases across grades one through twelve. They also expeulagetuier-

role stereotypic differences among self-competencies across the threasddoma

As part of the Childhood and Beyond longitudinal project, data were collected between
1989 and 1999 from children in middle-class, suburban, primarily European American
elementary schools. As expected, Jacobs and her colleagues found that compbé&éneeie
highest in first grade across all three domains and steadily declitieel @sildren got older,
continuing beyond the elementary school years. The results also showed thtt bresie,
males and females held significantly different competence beliefstin laaguage arts, and
sports. On average, males believed they were more competent in sports and math than did
females, and females believed they were more competent in languatamdsd males.
Previous research suggests that children’s perceptions may be unediglisigh before age
seven or eight and they may not make use of social comparison to their peers (3ipek &
Iver, 1989). The findings by Jacobs and her colleagues (2002) are consistent withidhisas

children’s self-perceptions were highest during first grade.

Bouffard, Marcoux, Vezeau, and Bordeleau (2003) further examined the changes in self
perceptions across grades, and specifically the changes acrossytiedeeahtary years.
Bouffard and her colleagues used a questionnaire to assess children’s gesadptompetence
in reading. As expected, they found children’s academic self concept to bst ngthe first
year of schooling. In addition, their findings showed that these optimistic setfgtiens

declined throughout the following two school years. Interestingly, the declreaadihg self-
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perception began earlier for boys than it did for girls. Furthermore, the chdcelfy
perceptions of competence in reading were significantly related toydeeiend performance
(Bouffard et al., 2003). These findings are consistent with previous reseanchnggiae
correlation between self-competence beliefs and performance, as wWedl marked decline in

these beliefs across school years.
Reasons for Change

Although research has clearly demonstrated that academic self-conugpieist during
the earliest years of schooling and declines as students progress througlssekaall,
researchers have proposed theories as to why self-concept declines ovdt tnpassible that
in young children, a global perspective of being smart later develops intaifferentiated,
domain-specific self-perceptions of competence. This declining perception pétome
reflects an optimistic bias for very young children and increases in ag@asdhey grow older
(Jacobs et al., 2002). Similarly, Marsh and Ayotte (2003) proposed that although the self-
concepts of very young children are consistently high, with increasingxiferience, children
learn their relative strengths and weaknesses. This results in a decheinof leverall self-
concept (Marsh & Ayotte, 2003). Marsh and Ayotte (2003) examined this phenomenon and
found that, with age, there were small declines in self-concept and acadépersgptions of
competence became increasingly differentiated by domain. This supports theliatomerall
perceptions of competence decline as children become more aware of their-spec#io

strengths and weaknesses.
Importance of Reading Self-Concept: Generalization

Although research shows that children’s self-perceptions of concept become more

differentiated over time, some research suggests that these domairc ga#fedoncepts can
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become generalized to affect children’s feeling over overall academpetence (Chapman et
al., 2000). As suggested by Hanich and Jordan (2004), repeated domain-specifimfaylure
negatively impact students’ beliefs about their overall intellect. Reaslafpundational
process that spans academic domains, enabling students to succeed, antathidatfailure, in
more disciplines than just reading itself (Good, Simmons, and Smith, 1998). Consequently,
although some children are able to compartmentalize their academic s&pisointo domain-
specific strengths and weaknesses, other children may generalizepleeited failures across

disciplines as a result of poor reading skills into a more global negatideraiaself-concept.

Hanich and Jordan investigated this concept in their 2004 study. Using a sample of third

grade children with differing levels of achievement, Hanich and Jordan assessétinoth t
domain-specific and overall competence beliefs. Children were identifiedvang a math

disability only (MD), a reading disability only (RD), a math disability arrdading disability
(MD-RD), and normal achievement (NA). Like previous research, Hanich and Jototehe
significant correlation between children’s competence beliefs andatttaal performance in

math and reading. In addition, results showed that children’s perceived iotdliuility was
significantly related to their perceived competence in mathematics anctéwvpd competence

in reading (Hanich & Jordan, 2004). These results support the theory that domairm-spHeifi

concepts can generalize to global perceptions of overall intellectuay.abilit
Implications for Educators

The correlation between students’ academic self-concepts and theiraattiealement
has important implications for educators. Studies have shown that teachers’texpectn

have an impact on both students’ expectations for their performance as welt asttiadi
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achievement (Cooper, Findley, & Good, 1982; Jussim & Eccles, 1992; Kuklinski & Weinstein,

2001; Rappaport & Rappaport, 1975).

In 1975, Rappaport and Rappaport conducted a study in which students in a treatment
group were frequently and strongly praised for their performance on challgregceptual-
motor tasks (ranging from block-building to executing verbal commands). Efferywas
made to create in the student the feeling that he or she possessed excafgmnalhe students
were also told in direct language that they would undoubtedly experience sauceessal.
Students in the control group simply performed the tasks and were not given feedback. The
students who were praised and told that they would succeed performed siggpibettet! than
the students who did not receive feedback. Interestingly, the praise was notgpbyite
students’ teacher, which suggests that praise and high expectations do notihelsassan
come from the teacher, but rather any adult in the child’s educational life couldethis
positive feedback. One might expect that if the child is praised, his or her exmesctar
success may rise. Consistent with previous research proposing a correlatimenbehildren’s
expectations for future success, based on their previous successes or failutiesiy actual

achievement, it could be argued that their achievement may rise as well.

Kuklinski and Weinstein (2001) developed a path model to explain this phenomenon.
They conducted a one-year longitudinal study that measured teachers’ expeetswell as
students’ self-expectations for academic performance. They also etekatugents’ actual
achievement. Kuklinski and Weinstein discovered that teacher expectationduwamcef
students’ actual achievement through an indirect pathway. They found that teqaotatoons
influence children’s self-expectations, which then influence their achiexterii@is suggests

that by verbalizing positive expectations for students, teachers can help statsntheir own
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expectations for themselves. This could be particularly important for students fuhag
expectations are marred by their past failures, such as children witbry bislow

achievement. These low achievers often have low academic self-conceptduattern of past
failure and low expectation for future success (Hanich & Jordan, 2004). The findings of
Kuklinski and Weinstein suggest an important, although perhaps indirect, connectiombetwee

teacher expectations and students’ self-concept and subsequent achievement.

These findings are further supported by Cooper, Findley, and Good (1982), who assessed
teachers’ perceptions of students’ ability as well as the students’ adti@ateanent. They
found teachers’ perceptions of student ability to be strongly correlated wdignstachievement.
In addition, perceived ability was also related to achievement change. The teacher
overestimated a student’s ability, the more achievement gain the student nratle@vé\s
research suggests student achievement to be an integral component of acdideomices#, the
more teachers can improve achievement, the more they may see growth irssavdent

perceptions of competence (Cooper, Findley, & Good, 1982).
Implications for Current Research

Previous research has provided a framework for understanding the relatiorsnbetwe
student perceptions and academic achievement. Given the importance of reddmadag-
related academic tasks in school, research on reading self-perceptioresvac as increasingly
important. The notion that student perceptions are fluid and subject to change is supported by
previous findings. Several studies have proposed pathways through which studenisiopsice
and in turn student achievement, can be changed for the better. Research has dathtbastrate
impact that teacher perceptions can have on student achievement, and the implicteauiseof

expectations and praise on student performance are substantiated b fesdiags.
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Researchers have theorized that academic self-concept is not argibpalit rather a
set of beliefs regarding a specific academic area, such as readiagh. However, these
domain-specific specific beliefs can become generalized and can ilselficoncept beliefs
across other domains. The reading domain is central not only to Language Actduwous, but
reading also serves as a pathway to other domains, including social studies,ssnd even
applied mathematics (i.e. word problems). As such, it is important to explore ¢hanmsms
behind self-concept beliefs in reading, including its relations with readmgwwement and

teacher perceptions.
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Chapter Three: Method

Participants

Data collection took place during the winter of 2010. Approval for data collection and
analysis with human subjects was granted by the Institutional Review BoRiochester
Institute of Technology. Informed consent forms were sent home to the parehstudets in
the first and fifth grade at two suburban elementary schools near Rodhsstete of
Technology, in Rochester, New York. All students whose parents returned signexlt cosie
recruited to participate. Each student voluntarily participated and proviseatas

The overall sample consisted of 81 participants. Of these, 47 participantemale,
and 34 were male. Most participants (70) were Caucasian, and other particiganésnean
American (4), Asian (3), and Indian (4). Of the 81 participants, 77 wereeashmlbeneral
education programs, and 4 were enrolled in special education programs.

The first grade group consisted of 45 participants; 23 (51%) were famal22 (49%)
were male. The majority of participants were Caucasian (41; 91%); othierpaauts were
African American (2, 4%) and Asian American (2; 4%). Of the first gradecipants, 42 were
enrolled in general education programs, and 3 were enrolled in special education programs
The fifth grade group consisted of 36 participants, 24 (66%) of whom were femdl&2 (33%)
of whom were male. Fifth grade participants were mostly Caucasian (29, &Wdwther
participants were African American (2; 5%), Asian (1; 3%), and Indiahl%;). Of the 35 fifth
grade participants, only 1 was enrolled in a special education program
Measures

Reading self-concept.To measure students’ reading self-concept, a Student Reading

Questionnaire (SRQ) was administered to the participants in both gradeSRQhwas
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developed for the current study, and it is intended to measure students’ percephenssefues
as readers within their classroom instructional environment and compared tstotlests in
their class. As seen in Appendix A, the SRQ contained five questions in simplegesguas
to be easily understandable and not overwhelming to first grade students.tirgeafie SRQ
was identical to the first grade SRQ, to provide item consistency for dayasiandecause of
the young age of the first grade participants, all items were scored-paiat3cale, with 3
representing the highest level of perceived reading competence. Scores on tlaGRiIbm
1-15, with higher scores reflecting more positive reading self-perceptfomexample of an
item on the SRQ is: “Do you think you read as well as other kids in your classroom?”
Absolute reading achievement. AIMSweb curriculum-based measurement probes in
reading (R-CBM and maze) were used to assess children’s current readorghnance. R-
CBM probes are designed to estimate a student’s skill level in reading:GB&Rand maze
probes provide a general indicator of reading achievement by assesding fleeency. The
MAZE probes also assess reading comprehension. Samples of both types of pfoBksaRd
maze, can be seen in Appendixes B and C. AIMSweb is a web-based system that provides
curriculum-based measurement and curriculum-based assessment tools. These te@d for
screening and monitoring the progress of students in kindergarten thFBgm& The

National Center on Student Progress Monitoring (NCSRMp:(/www.studentprogress.qrg

Edformation, 2008) evaluates and distributes information on the acceptability anafrigor
commercial progress monitoring systems. The assessment tools provided Swa&iMave
received a favorable review by the NCSPM.

R-CBM. The R-CBM probes were administered to students individually by trained

graduate students as part of a larger school-based data collection eodar8ized
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instructions directed the student to read aloud for one minute. At the end of one minute, the
student was instructed to stop reading and the total number of words readycQV&sl) was
calculated. Although R-CBM is regarded as measure of oral readingyfjuesearch suggests
that it is also a valid indicator of overall reading expertise and developmeedtjaly in the
elementary grades (Fuchs, Fuchs, Hosp, & Jenkins, 2001). The AIMSweb R-CBMam®bes
curriculum-independent stories that are deliberately written fossis®mt purposes. These
passages are grade-level specific, and therefore vary in difffooityone grade level to the

next. The first grade passages, approximately 250 words in length, wera tlsedurrent

study. First grade R-CBM passages have an alternate-form rgfigb#ifficient of .89 (Howe &
Shinn, 2002).

CBM Maze. The maze reading passages are standardized, group administered tests that
serve as a general outcome measure of reading. The maze probedmieigered to each fifth
grade class as a group by trained teachers. In CBM maze passagese ety word is
deleted and replaced with a group of three word choices; one word is the correchreptace
word and the other two are distracter words. Standardized instructions directied@&méssto
read silently for three minutes, and to circle the word in each group that makes tisemses
Maze passages are regarded as a measure of reading fluency andcaragietpension. These
passages are grade-level specific, and vary in difficulty from one ¢gadl to the next. The
fifth grade maze passages, approximately 370 words in length, were used ime¢hestudy.
The maze probes used in the study contained approximately 51 choices. The kizase tas
criterion-related validity with R-CBM and standardized group achievemgistdéreading; the

criterion validity coefficient of the maze task is .88Mw.rti4success.orgNational Center on
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Response to Intervention, 2009). In addition, the maze task has a test-retesiddibem
reliability coefficient ranging from .77 to .89 (www.rti4success.org).

Teacher ratings of student reading ability. Each teacher rated each participating
student’s reading ability relative to other students in the class. AH¢esmwere asked to fill out
an Alternate Ranking form, as seen in Appendix D. The fifth grade teachees axh student
in order of reading ability, so that the student with the highest reading ataktyamked in the
first spot, and the student with the lowest reading ability was ranked in tispddstThe first
grade teachers were not willing to complete the Alternate Ranking formefdtes in the first
grade classes, these ratings were derived from the homogeneous readinghgrtegshers
created for reading instruction; a number was assigned to each rgealipgwith five
representing the highest ability group and one representing the lowdsgtgoilip. In order to
maintain consistency between the teacher ratings at both grade leveft) tade rankings
were equally divided into five homogenous groups, and each group was assigned anommber
one to five, with higher numbers representing higher reading ability.

Procedure

Students in first grade were individually assessed during a typical sclyoal tiie
winter of 2010. Reading achievement data was collected as part of a latger iditiative, and
reading achievement data was collected on all students in first and &dté. grStudents in fifth
grade were assessed in groups with their classmates during the saperithe Children were
assessed on the measure of reading self-concept and on the measure of reedemeat. All
measures were administered to all children during the same time periatindReslf-concept
and reading achievement were assessed once for each child. One gghd&éM&web (R-

CBM or maze) passage was administered to each child; first gttt were administered R-
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CBM passages, and fifth grade students were administered maze passagjestudent was
also administered the questions on the SRQ. Teachers were asked to assigmleaich st
number from 1 to 5 based on their reading ability relative to their peets@of5 indicated
the highest reading ability relative to peers, and a rating of 1 indicatéaltest reading ability
relative to peers. Administration of the measures was conducted over a 4paechrsl trained
graduate students and teachers administered the measures. Prior tacalletdian, all
graduate students and teachers received training on administration ofallesea
Data analysis

Spearman correlation analyses were used to determine the relations aifnamg
reading self-concept, absolute reading achievement, and teacher ratitugieof s2ading
ability. Mean comparisons were used to determine if significant diffeseexist between first

and fifth grade students’ reading self-concept scores.
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Chapter Four: Results
Descriptive statistics are presented in Tables 1 and 2. The average ReOBMor first
grade participants was 58.78) = 35.34, range 12-135), and the average MAZE score for fifth
grade participants was 26.130( = 6.60, range 13-39). The average SRQ Composite score for
the overall sample of first and fifth grade students was 182 %(1.65, range 7-15). The
average SRQ Composite score of first grade participants was 8.731(23, range 9-15; the

average SRQ Composite score of fifth grade participants was B269%.93, range 7-15).
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Table 1
Descriptive Satistics- First Grade

Mean Sandard Deviation Range
R-CBM 58.76 35.34 12-135
SRQ Composite Score 13.73 1.23 9-15
SRQ Question 1 291 0.36 1-3
SRQ Question 2 2.27 0.75 1-3
SRQ Question 3 2.96 0.30 1-3
SRQ Question 4 2.73 0.50 1-3
SRQ Question 5 2.87 0.41 1-3
Table 2
Descriptive Satistics- Fifth Grade

Mean Sandard Deviation Range
MAZE 26.11 6.60 13-39
SRQ Composite Score 12.69 1.93 7-15
SRQ Question 1 2.53 0.61 1-3
SRQ Question 2 2.33 0.63 1-3
SRQ Question 3 2.67 0.68 1-3
SRQ Question 4 2.64 0.64 1-3
SRQ Question 5 2.60 0.60 1-3
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. The relation between first-grade students’ reading self-concept score iaathsokite
reading performance was tested using a Spearman correlation; the aesutt Table 3.
Consistent with expectations, the results indicate that there is no sighdmrrelation between
first grade students’ reading performance and their overall readirgpsekept,R(43) = 0.11,
ns. Additional Spearman correlation analyses were run on each individual question d@the SR
to determine if any of the reading self-concept constructs correlate@bgolute reading
performance. These correlations also were not significant at theréids pvel.

The relation between fifth-grade students’ reading self-concept score and absolute
reading performance was examined using a Spearman correlation. Theimdgzdte that,
contrary to expectations, there is no significant relationship betwéegfdde students’ reading
performance and their overall reading self-concept s&gi@4) = 0.28, ns. Additional
Spearman correlation analyses were conducted on each individual item on the (&R€&rine
if there is a relationship between any of the specific reading self{gbibems and absolute
reading performance. The results of these analyses indicate a aigroferelation between
students’ absolute reading performance and their feelings of compeseaceaamler compared to
other students in the claRs(34) = 0.39p<0.05; higher absolute reading scores are associated
with more positive beliefs of reading competence compared to peers. In addgignificant
relationship is evident between students’ absolute reading performandemisktliefs that they
are good readerBs (34) = 0.43p<.05. Higher absolute reading scores are associated with more
positive beliefs of being a “good reader.” These results support the hypoliag¢sét the fifth
grade level, some aspects of students’ reading competency beliefs woulatédxk taetheir

actual reading ability.
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Table 3
Spearman Correlations Between Reading Self-Concept and Absolute Reading Performance

Spearman’s rho

First Grade: R-CBM Fifth Grade: MAZE

SRQ Composite Score 0.109 0.281

SRQ Question 1 -0.103 -0.058
SRQ Question 2 0.248 0.385*
SRQ Question 3 0.070 0.222
SRQ Question 4 -0.152 0.118
SRQ Question 5 0.121 0.431*

*, Correlation is significant at the 0.05 level (2-tailed).
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It was expected that first grade students would have a significantly hejfreoscept of
their reading ability than would fifth grade students. This hypothesis wad teshg mean
comparisons; the results can be found in Table 4. The results of an independenttsi@siples
indicate a significant difference between the overall reading self-cobekefs of the first grade
group and the fifth grade groug56) = 2.81p = 0.007. Mean values suggest that the fifth grade
group endorses significantly lower mean SRQ Composite sddresl@.69,3D = 1.92) than the
first grade groupNl = 13.73,SD = 1.23). These results support the prediction that fifth grade
students would report lower feelings of competence as readers than wougchfiesistudents.
Additional analyses were conducted to determine if significant differentgdetween
the first and the fifth grade groups with regard to specific SRQ items. Thesrefsah
independent samplégest indicate a significant difference between first and fiftugrstudents
with regard to the belief that their reading ability has improved since thefsthe current
school yeart(53) = 3.34p = 0.002. Mean responses values for Question 1 on the SRQ suggest
that first gradersM = 2.91,SD = 0.34) endorse significantly higher feelings of reading
improvement than do fifth grademsl = 2.52,SD = 0.61). A second independent sampltst
yielded a significant difference between first and fifth grade studeatitigegard to enjoyment of
readingt(45) = 2.38p = 0.021. Mean response values for Question 3 on the SRQ suggest that
first graders i = 2.96,SD = 0.30) report enjoying reading more than do fifth graddrs .67,
D =0.68). The results of another independent sanybéss indicate a significant difference
between first and fifth grade students’ descriptions of themselves as “goeds;&456) = 2.25,
p = 0.028. Mean response values for Question 5 on the SRQ suggest that the first gratde stude

(M =2.87,9D = 0.41) endorse more feelings of being a “good reader” than the fifth grade
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studentsi = 2.60,SD = 0.60). These results support the expectation that some aspects of

students’ reading competency beliefs would be a function of grade level.
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Table 4

Independent Samples Test for Reading Self-Concept and Grade Level

38

Mean Sandard Deviation t Sig. (2-tailed)
SRQ Composite
First Grade 13.79 1.23 2.81 0.007*
Fifth Grade 12.69 1.92
SRQ Question 1
First Grade 2.91 0.36 3.34 0.002*
Fifth Grade 2.53 0.61
SRQ Question 2
First Grade 2.27 0.75 -0.43 0.666
Fifth Grade 2.33 0.63
SRQ Question 3
First Grade 2.96 0.30 2.38 0.021*
Fifth Grade 2.67 0.68
SRQ Question 4
First Grade 2.73 0.50 0.73 0.469
Fifth Grade 2.64 0.64
SRQ Question 5
First Grade 2.87 0.41 2.25 0.028*
Fifth Grade 2.60 0.60

*. Mean difference is significant at the 0.05 level



STUDENTS’ SELF-CONCEPT OF READING 39

It was also hypothesized that there would be a positive correlation betweensstudent
reading self-concept and their teachers’ perceptions of their readfognpence. This
hypothesis was tested using a Spearman correlation; correlations stemenfiwith the overall
sample of students (first and fifth grade samples combined), and then on each graiplgepar
The results of these analyses can be found in Table 5. As expected, results ihdigatthe
overall sample, teacher perceptions are significantly related to studeetall feelings of
reading competenc®y(79) = 0.259p<.05. This relationship is in the expected positive
direction; higher teacher perceptions of student reading ability aredrédetégher student
perceptions of their own ability. Additional Spearman correlations were used tieetepecific
items on the SRQ. Results indicate that teacher perceptions of student reditdyngra
significantly positively correlated with students’ feelings of competeas readers compared to
their peersRy(79) = 0.310p<.05, and also with their enjoyment of learning to ré&(¥,9) =
0.267,p<.05. These results support the hypothesis that teacher perceptions of studigarabil
positively correlated with students’ beliefs about their own reading ability

Similar Spearman correlations were used to test this hypothesis dgparateh grade
level. At the first grade level, teachers’ perceptions of student reabily are not
significantly correlated with students’ overall reading self-concepesBgr3) = 0.191, ns,
although the modest correlation is in the expected direction. Teacher perceidnswvever,
significantly positively related to students’ perceptions of their reaatigy relative to their
peersRy(43) =0.334p<.05. Higher teacher ratings of reading ability are associatednoite
positive student feelings of reading competency compared to peers. Athlygdde level,
teacher perceptions of student reading ability are significantly pogiteetelated with

students’ overall reading self-concept sc&®£34) = 0.362p<.05; higher teacher perceptions of



STUDENTS’ SELF-CONCEPT OF READING 40

student reading ability are related to higher fifth grade students’ piemepf their own ability.

In addition, there is also a significant positive relationship between teaetoeptions of student
ability and students’ enjoyment of learning to reRg34) = 0.425, p<.05. Higher teacher ratings
of student ability are associated with students endorsing more positive $edlieigjoyment

toward learning to read.
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Table 5
Spearman Correlation Between Reading Self-Concept and Teacher Perceptions of Reading
Ability in Overall Sample, First Grade, and Fifth Grade

Spearman’s rho Correlation Coefficient

Overall Sample First Grade Fifth Grade
SRQ Composite 0.259* 0.191 0.362*
SRQ Question 1 0.032 -0.101 0.130
SRQ Question 2 0.310* 0.334* 0.274
SRQ Question 3 0.270* 0.060 0.425*
SRQ Question 4 0.077 0.011 0.146
SRQ Question 5 0.105 -0.016 0.202

*, Correlation is significant at the 0.05 level (2-tailed)



STUDENTS’ SELF-CONCEPT OF READING 42

Finally, it was expected that there would be a correlation between teacbeptons of
student reading ability and students’ absolute reading ability. A Spearmalatonrwas used
to test this hypothesis at each grade level, and the results are depitaédei 6. The results
indicate, that at both the first and fifth grade levels, a significant positivelaion exists
between teacher perceptions of student ability and students’ absolute reddwniediigrade:
Ry(43) = 0.837p<.05; fifth gradeRy(34) = 0.425p<.05). Consistent with expectations, higher
student absolute reading scores are associated with more positive tatingsrof reading

ability.
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Table 6
Spearman Correlations Between Teacher Perceptions of Student Ability and Student Absolute
Achievement

Spearman’s rho Correlation Coefficient

R-CBM MAZE
Teacher Perceptions
First Grade 0.837*
Fifth Grade 0.425*

*, Correlation is significant at the 0.05 level (2-tailed)
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Chapter Five: Discussion

Summary of Findings and Implications for Theory

The current study examined the relationship between reading competdaats/dred
grade level. It was hypothesized that first grade students would have sigihyfitigher reading
self-concept beliefs than would fifth graders. As expected, results indibatdadt grade
students reported significantly higher overall reading competency hbleafslid fifth grade
students. Students in the first grade sample also endorsed significantly reeraexg with the
statement that they see themselves as a “good reader.” These fimdingesastent with
research that suggests self-concept beliefs do not remain stable over direpcifically, as
students become older, their self perceptions as students become increegiagie (Nunez et
al., 2005). Previous findings suggest that academic competency beliefs areihigrstggrade
and steadily decline as children get older (Jacobs et al., 2002). This decliningiperck
competence may reflect an optimistic bias for very young childrennibi@ases in accuracy as
they grow older (Jacobs et al., 2002). Children’s perceptions may be uroaliistigh before
age seven or eight, and they may not make use of social comparison to their ek &(Btac
lver, 1989). With additional life experiences, children learn their relatieagttis and
weaknesses. This may result in declining beliefs of self-competenceh(akyotte, 2003).
These findings are further supported by the current results, specificdlyegard to the reading
domain.

First grade students also reported significantly higher feelings of reagimgvement
since the beginning of the present school year. This finding was not anticipatéds bkely
due to the differences in reading growth rates between first and &itle gtudents. Previous

research suggests that in first grade, students actually make moregrogherespect to
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reading ability than in fifth grade; reading growth rates are highdsst grade and steadily
decline as students advance through the years of schooling. The reading geouitstratents
in first grade is approximately triple that of students in fifth graden¢DEuchs, Marston, &
Shin, 2001). As a result, differences between first and fifth grade stuigethitsgs of reading
improvement are likely due to differences in actual reading growth; stidesponses to
Question 1 on the SRQ almost certainly reflect different reading grotetiragectories typical
of their grade levels.

This finding may also be attributed to the differences between first andréfie g
instructional reading curriculums. First grade students receive inteesigimg instruction, and
are likely to feel they have made substantial progress in their readiitg sibce the beginning
of first grade. Fifth grade students, however, receive little readingatistiyinstruction
focuses more on reading comprehension and higher level reasoning skills. Ehdéifdiagrade
students are not likely to feel that their reading ability has significanproved since the
beginning of the year.

The present study also examined the relationship between student perceptiadsgf re
ability and absolute reading achievement. Specifically, it was hypotbhehiaeat the first grade
level, there would be little to no correlation between students’ reading sedptaardd their
absolute reading achievement. It was also predicted that at the fiithIgkel, however, there
would be a significant correlation between students’ beliefs about theingeatallity and their
actual reading ability. Most participants, across both grade groups, rearedigh levels of
perceived reading ability; mean perceived reading competence scoeasagerately high

across the sample.
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Consistent with expectations, there was no meaningful relationship betvatemdde
students’ reading self-concept and their actual reading performance. rgtmeapectations,
there was no meaningful relationship between fifth grade students ovedally salf-concept
and their absolute reading achievement. There was, however, a significaatiocortetween
fifth grade students’ reading performance and two explicit self-conckgtsbeSpecifically,
there was a significant positive correlation between fifth grade studeatiing achievement
and their assertion that they read as well as their peers. There wasiglabaant positive
correlation between fifth grade students’ reading achievement andrnilensement of being a
“good reader.” These results supported the first hypothesis.

The results of this hypothesis at the first grade level are consistargxpictations and
with previous research. Previous findings, as well as the results of the ctudgnssggest that
student competency beliefs are highest during the early years of schantingeadily decline
as children get older (Bouffard et al., 2003; Jacobs et al., 2002). Therefore, it wate xipat
first grade students would have fairly high overall feelings of reading demgee regardless of
their actual reading achievement. This assertion was supported by the pnelsegs.f The
mean SRQ Composite Score of first grade students was 13.73 out of 15. This supports the
notion that first grade students have high feelings of academic competahesfist grade
level, these feelings are not necessarily related to their actuaventent.

The results at the fifth grade level of this hypothesis are inconsistinéxyectations.
There was no meaningful association between overall reading competemseaswbactual
reading achievement, but the correlation was modest and in the expected positivendir
Because these results were in the expected direction, the null results symygsdbla Type II

error, best accounted for by methodological factors. It is possible that, dhgestmall sample
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size of the fifth grade group, the results lack statistical power. In othdsytbe sample size
was so small that a significant relationship between the two variables coulddedebted.
Because results indicated greater perceived competency beliefs instuilertigher reading
achievement, although not significantly so, the use of a larger sample magetire statistical
power to detect differences at the level of significance. However, bet@ausanple size was
sufficient to detect significant correlations on other variables, anyoresaip found between
overall competency beliefs, as measured by the SRQ composite score, arglachigvement
due to an increase in statistical power is not likely to be one of strong magrifudieermore, it
is possible that the overall SRQ score is not a valid measure of students'sfeéliagding
competence. Certain items on the SRQ may not accurately reflect fiftb-gixadents’ overall
competency beliefs, and therefore, the SRQ composite score may not trutgnegstadents’
overall beliefs. As a result, statistical analyses were conducted loitezacof the SRQ in an
effort to identify relationships between particular constructs of the $iRQ@eading
achievement. These analyses yielded more specific results that waeeviitth expectations.
Although there was no relationship between overall competence scores and reading
achievement at the fifth grade level, there was a significant coorelagtween reading
achievement and two specific constructs of perceived reading competendentStwho believe
they read as well as their peers, and students who believe they are a “geothad higher
absolute reading scores. Previous research suggests that studentsniitt tesabilities
recognize their academic deficits in an environment conducive to peer comparisanst(Bl.,
2002); the present findings extend this theory to students without learning desab®tudents

tend to compare their academic competency to that of their peers. The cusarttresiggests
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that students may internalize these peer comparisons, and use them asoa tetsisiining
their own competency beliefs.

Overall, these findings are consistent with the hypothesis that reammuetency
feelings, in some way, would be positively associated with actual readireyactant. These
results are also consistent with previous research that suggests stuieetenicy beliefs
contribute to academic achievement (Bandura et al., 1996).

Historically, and as supported by the current findings, students with lealifficglties
have significantly lower achievement-related self-perceptions than studignout learning
difficulties. Because the current study only looked at student achievememdihgd provide
support for previous research that suggests low-achieving students, regardlessbf spe
education status, have lower self-efficacy beliefs than do higher achsuthents (Grolnick &
Ryan, 1990). The results of the present study provide support for the theory that thesg student
experience failure and negative competence feedback at school, which |ib@hydse
internalized and represented in a more negative self-concept (Bandura et al., 1996).

Consequently, these low self-perceptions of ability are associatecbwixpectations
for future achievement (Chapman, 1988b). Students with a strong sense of confidence in thei
academic abilities may perceive themselves as having more controhewdearning; these
students appear better equipped to set goals, towards which they work diligentlyf-and se
monitor in order to reach those goals. Alternately, a negative self-coriceptiong may
generate beliefs of inefficacy. These students may believe thatddes not pay off, and
therefore, they may not expend much effort on difficult tasks or they may give up edssy
becomes a cycle of behavior that can result in a self-fulfilling proplhet\strengthens students’

perceptions of inefficacy, leading to a lower self-concept of ability (Qndsen et al., 2005).
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Given the importance of reading and reading achievement, especially dhgring t
elementary years, reading-related self-perceptions are viewedraasingly important (Henk &
Melnick, 1995). Students who believe they lack reading competence may give ypreasil
reading tasks or avoid them altogether. As children progress through schoaolj esmimes
less an isolated task and more part of a pathway to other academic domaingtrélite c
findings suggest that, at the fifth grade level, a student who lacks sucoeadiigris more
likely to develop negative feelings about his or her reading competence. fdtathés student
may avoid reading tasks altogether, such as reading a social studiesce sextbook. Thus, a
negative self-concept of reading ability may have a negative impact on stueftart and
performance across other academic domains in which reading is a prirttargy#o learning.
This, in turn, could affect self-efficacy beliefs, continuing the cycleslfffalfilling behavior.

The second half of the present study examined the association of teachptipesovith
students’ achievement as well as their own perceptions. As expected, hagher {gerceptions
of students’ reading ability were associated with greater student abs@dieg achievement at
both grade levels. Students in the elementary grade levels are often groupedifay r
instruction by reading ability. In order for these homogenous groups to saryautippse, the
groupings should be accurate. This finding indicates that teachers’ pansaytstudents’
reading ability relative to other students in the class are fairlyatoride results of the present
study suggest a relationship not only between student reading performanceramdrthei
perceptions of reading competence, but also between student reading pedanthteacher
perceptions of student reading competence.

Finally, the current study examined the relationship between students’ reatfing

concept and teacher perceptions of students’ reading ability. It was hypethtbsizthere
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would be a positive correlation between students’ reading self-concept anédbbers’
perceptions of their reading performance. In the overall sample of fir$ifthngraders, a
significant positive correlation was found between these two variables. Adekpeigher
student SRQ composite scores were associated with higher teachptipesoef reading ability.
Further analyses were conducted to determine if there was a signifieéionship between
teacher perceptions and the specific constructs of reading self-conceplts Relscated that
positive teacher ratings were associated with more positive studesis ltletit they read as well
as their peers. Results also indicated that higher teacher ratingssseceated with more
feelings of enjoyment of learning to read.

This hypothesis was also tested at each individual grade level. In tlgeddstgroup,
teacher perceptions were not significantly correlated with overall stueleicbscept scores;
this may have been the result of a lack of statistical power due to the smalf gie first grade
sample. However, upon further analysis of the specific self-concept itenas found that
teacher perceptions of student reading ability relative to other studentgniéisasitly
positively correlated with students’ perceptions of their reading abdifitive to their peers.
The more positively teachers ranked students’ reading ability relatilie tdass, the more
positively students rated their own ability relative to their peers. Atfthegrade level, teacher
perceptions were found to be significantly related to overall student selégbscores;
consistent with expectations, higher teacher ratings were associdtddghier student ratings
of their own reading ability. Teacher ratings were also found to be associdtédiftlvgrade
students’ ratings of enjoyment of learning to read.

These results support the hypothesis that there would be a significant pokitieeskip

between teacher perceptions and students’ own perceptions about their readyngRaieNious
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research also found teachers’ perceptions of student ability to be stcongliated with student
achievement (Cooper et al., 1982). This study examined the reading domain of student
achievement, adding to the current body of research on the relationship between student
achievement and teacher perceptions.
Implications for Practice

In light of previous research, the findings of the latter two hypotheses of thataiuay
have important implications for educators. The current study found teachers’ joaxcept
student reading ability to be significantly related to students’ own p&aeptn addition,
consistent with previous research, this study found that teachers’ percepttundenit reading
ability are also significantly correlated with student reading achiemé Not only are teachers’
perceptions strongly related to student achievement, they are also reltbeét@ment change
(Cooper et al., 1982). The more a teacher overestimates a student’s abilityrehe m
achievement gain the student makes over time (Cooper et al., 1982). In turn, because researc
suggests that student achievement is an integral component of acadenoocgt,cthe more
teachers can improve achievement, the more they may see growth in stodengrceptions
of competence (Cooper et al., 1982). The results of the current study suggest thatiiese s
associations are possible with reading achievement and perceptions of réddjng a

The findings of the present study are consistent with previous researchgipests
teacher expectations can influence children’s self-expectations, whichflceemce their
achievement (Kuklinski & Weinstein, 2001), and they extend the current body of knevitedg
the specific domain of reading. These findings suggest that teachers pigyoatant role in the
development of students’ self-concept beliefs, and by extension, their acadeeivement. As

such, teachers should provide direct positive feedback to students at frequensinteessarch
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suggests that this feedback should focus on praising students’ effort and alaiidyrt the
internalization of success. Students who internalize their academic ssceshkely to have a
higher academic self-concept than students who externalize success (Nalne2085).
Students with a higher self-concept, in turn, are likely to experience higigsrac
achievement.

These results also have important implications for children’s future csprations.
Past research suggests that perceived academic self-efficatyprs gignificant predictor of
perceived career self-efficacy; actual academic achievementitléd® Ino predictive value
(Bandura, 2001). Bandura (2001) found that children’s beliefs about their acadeéraicydifad
the most pervasive, direct impact on their judgments of their career effiéadgachers’ beliefs
were found in the current study to be significantly correlated with studetiefshéeachers may
influence students’ career self-efficacy beliefs through an indirect pgithiwhis research
suggests that teacher beliefs can have a far reaching impact on stu@ést doedi can extend
beyond the school years.
Limitations and Future Directions

Admittedly, the current study is not without limitation. Due to the cross-sectiataie
of this study, it is impossible to determine cause-and-effect relationsltwpsdoereading self-
concept scores and grade level. Although it is possible that an increase in liferexqseleads
to more differentiated beliefs about personal strengths and weaknessalsoitgessible that the
sample of fifth grade students in the current study also had lower feefirgmding competence
as first graders. It would be necessary to collect data prospectively telibatreading self-
concept feelings are truly higher in first grade. Only a longitudinal stuadyd be able to

suggest with confidence that the difference in reading self-concept sctwegihdrst and fifth
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grade students is truly due to developmental progression and increased liferesgsettat
cause differentiation of self-concept beliefs. Similarly, due to the etime&l nature of the
present research, no cause-and-effect relationship between the vaaalbesitferred.
Therefore, further longitudinal research needs to be conducted in order tslestaive
definitive causal relationships.

In addition, the results of the current study are limited by the unknown validitg of t
SRQ measure. The SRQ was developed for the current study and it was intendeslite mea
students’ overall self-competence beliefs in the domain of reading. Howlee&RQ was not
formally tested, and as such, it may not have accurately measured thdseabetieended.
Without field and reliability testing, it is unknown whether the SRQ is truglialie and valid
measure of reading self-concept.

Several other limitations to the current study warrant acknowledgement. Asysigvi
mentioned, the present sample was limited to students whose parents returnedaotisant
participation. Second, it was a sample of convenience from two local upper middle clas
elementary schools, not a representative sample of the elementary school qropiilla¢i
sample consisted of primarily Caucasian, upper middle class femaletstudgeneral
education settings; as a result, the findings of this study may not geméoaiiwre diverse
groups of students. Finally, as with any study based patrtially on self-repotihaégpaesent
research findings are limited by the ability of the student participantstoately report their
feelings of reading competence.

The results of the current study suggest noteworthy implications for fesgarch on
perceptions of reading competence. First and foremost, further researdchbenefit greatly

from a larger sample size. Because the results of the current study werekpected
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directions, although not always significantly so, it is possible that the samflle size played a
role in any null results. By using a larger sample, future researches iretnimight be able to
detect more significant results. In addition, it would be helpful to have a largepoilation,
as well an increased number of participants enrolled in special education pragrdahat the
sample would be more balanced with regard to gender and level of educational service

The current study adds to the existing body of research on students’ self-doziedpt
and actual achievement. The present findings provide validation for the assetttbegbawo
variables are significantly related. This study also provided support fdrabestical
relationship among teacher beliefs, student beliefs, and student acadesvememt. By
incorporating some or all of the methodological design changes previously disdutse
research in this area may be better able to replicate similar findingsyemgreduce more
significant results.

Bandura (1993) proposed that in order to become competent in learning, students must
acquire not only the skills, but the self-efficacy beliefs to use those skillsleatifi and
effectively. These beliefs influence students’ goals, aspirations, corantitresilience,
motivation, and perseverance (Bandura, 1993). As supported by the results of this study,
children’s academic self-concept beliefs are then significantly atedawvith their academic
achievement (Bandura et al., 1996). This study also helped establish a clear lidnlibeve
competency beliefs held by students and those held by teachers, as well ashhmlagzd to
actual academic achievement. By studying the perceptions of studentdl, @s tlvose of their

teachers, educators can better understand the mechanisms behind student axthieveme
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Appendix A
Student Reading Questionnaire (SRQ)

1. Do you read better now than at the beginning of the year?

1 2 3
No Maybe Yes

2. Do you think you read as well as other kids in your class?
1 2 3
No Maybe Yes
3. Do you like reading in school?
1 2 3
No Maybe Yes
4. Can you do the reading work in your classroom?
1 2 3
No Maybe Yes

5. Do you think you are a good reader?

1 2 3
No Maybe Yes
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Appendix B
Sample i Grade R-CBM Passage

The black and white dog was very smart. He hid his bones all over his hard. He hid his
bones in the shadows of the trees. He hid his bones under the swing set. He even hid his bones

in the sand of the sandbox.

The dog was always happy. He was never without a bone. The dog’s teeth were ver

sharp and white, but he never bit anyone. He only chewed on bones.
One day the dog was sleeping. A rat came into his yard.

“I will take this dog’s bones,” said the rat. “He is sleeping. He will never khaivt

have taken them.”

So the sneaky rat snuck around the yard and stole every bone. Then he slipped under the

fence and climbed up a tree. He had all the bones with him in a bag.
“I will watch the dog from this branch. | will see what he does when he opengekis e

The dog opened his eyes. He was hungry. He got up to dig up a bone. He dug. The

hole was empty.

“l am sure that | hid a bone here. [ hid it right in the shadow of this tree.” He looked

around.
Then he heard the rat laughing. He looked up and saw the rat on the branch.
“l took your bones!” the rat yelled.

Just then, the bones fell out of the tree. The dog ran under the fence and got them all. He

chased the rat away.
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Appendix C
Sample & Grade Maze Passage

Brandon is an outer space expert. If you ever want information édistetr, and, the)
sun, planets, sky, or stars, Brandbas, completed, isjhe boy to ask. He know#d, more,
every) about the solar system than any@n@ewest, hehave ever met. He's a walking,

(painting, talking, sky), breathing outer space computer.

Brandon readéhe, right, every) book and article about space tfgster, he, newest)
can find. He says that lf@ants, has, out)read eighty books, and he Hasry, just, now)
gotten started! He enjoys reading b(tbtion, people, any)and non-fiction stories. Brandon’s
sister jusieven, makes, boughthim the newest magazine on rocieavel, about, movie)

and he is very excited {dreams, when, read)t.

Brandon is a great spa@anet, excited, artist) He recently completed a picture of
(the, he’s, and)night sky using blue, black, silvggleeping, gold, newestand white glitter.
He makes model®f, from, find) the planets out of clay. Rigfgomeday, now, experthe is
painting a huge postésetting, depicting, soundsjhe Big Dipper and the Littlevhen, he,

Dipper).

Brandon talks about outer space. (Hents, creates, storiesyongs about outer space.
He will (watch, great, know)any show or movie about out@s, space, sky) | bet he even

dreams aboublue, life, outer) space when he’s sleeping!

Someday Brandoftruly, wants, would) like to be an astronaut. He&ants, believes,
red) to blast off in a spadgshuttle, of, planet)that lands on the moon (see, for, on)Mars.

He would like to walkto, in, is) space. He imagines floating and bejggace, weightless, he)
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in the air. He thinks somewhegf@n, a, in)the solar system aliens truly existHe, People,
Invite) wants to explore Mars and hyifar, design, if) water. He wants to see wl{apace,
him, kind) of life might live there. H¢would, doesn’t, over)know if he would find plants

(new, or, to)animals or learn why it i€olony, completed, calleda red planet.

If Brandon couldlive, people, bet)out his greatest fantasy, he wo(help, explore,
wonderful) design, build, and live in @randon, silver, giant) space colony. He'd invite
people from(outer, that, different) countries all over the world {poster, join, bought) him in
settling a new frontier(Througout, Why, For) the galaxy, there would be pea¢shuttle,
harmony, about), and people jetting around in flyifgeading, people, saucers) Brandon

believes that outer space(vgater, full, kind) of wonderful sights, sounds, and life.
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Appendix D
Teacher Ranking Form

Teacher Name Date

Alternate Ranking
Directions: Please choose the highest-achieving reading student in your class & list
name on the top line, then choose the lowest-achieving student and list their name on the bottom
line. Next, choose the second highest and second lowest. Continue on through your class list
until all names have been ranked. Do your best to estimate ranks when you getdrethe m
difficult middle names. Please rank based on daily reading performanceclagteom.
1.
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