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Abstract

In the past, many researchers have observed a significant inconsistency in academic success between males and females when it comes to reading.  However, more recent research has questioned that gap in reading success.  While some research finds that boys are less successful in reading due to cognitive differences, other research claims that no such difference exists between the genders.  In order to make a determination about the existence of the gender gap, I evaluate 19 empirical studies and weigh their outcomes against each other. Summaries of the empirical research are provided in Appendix A while non-empirical research summaries can be found in Appendix B.  I also explore factors that may increase the attraction of boys to reading.  While acknowledging that there is no “quick fix” to engaging students in reading, I will list strategies that have been demonstrated through research to be effective when used in conjunction with additional support.
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“English class provides us with a unique opportunity to reach out to our young men to heighten their understanding and love of what is truly worthy and beautiful.”

-Ron Featheringill 

Introduction

Anyone who has ever walked into a school cafeteria or playground can ascertain that boys and girls work very differently.  Stereotypically, boys tend to be loud, play rough, and get dirty, while girls are likely to want to stay inside and play gently and quietly.  Do boys and girls just belong on different sides of the cafeteria?  And based on additional education stereotypes, are boys generally stronger in the areas of math and science, while girls excel at language and history? Are boys the readers who struggle while girls excel?  

Most people would agree that there are many benefits to reading and those benefits begin in childhood.  By getting students to participate in this form of entertainment, teachers can open their minds to imaginative powers.  
They can learn about unfamiliar things, while enhancing knowledge on topics that already hold their interest.  Readers become introduced to new places, people, times, and ideas to which they may not have otherwise been exposed.  In a 2004 to 2006 study of 1,045 students grades six to ten, young readers stated that reading helped them “to become stronger, more resilient, more informed, and more in control of their emotions” (Moje, Overby, Tysvaer, & Morris, 2008, pp. 141).  Additionally, it has been established that engaging in frequent reading improves writing more than simply increasing the amount of writing tasks and performing grammar instruction (Worthy, Moorman & Turner, 1999).

In addition, it has been widely accepted that reading leads to later success. The National Endowment for the Arts requested in 2002 that the Census Bureau facilitate the Survey of Public Participation in the Arts to over 17,000 participants who ranged in age from 18 to over 75. The study, published in 2004, affirmed that literary readers, individuals who read fiction or non-fiction for choice (Moje et al., 2008), are much more likely to be involved in cultural and sporting events than are non-readers. They tend to make better citizens, as well; literary readers are more than twice as likely as non-readers to volunteer or participate in charity work.  Further, 84 percent of proficient readers voted in the 2000 presidential election, compared with 53 percent of below-basic readers.  

The National Endowment for the Arts also conducted a comprehensive analysis of over 40 longitudinal studies from 1985 to 2005 in order to assess the state of reading throughout the United States for a 2007 study.  The research concluded that individuals deemed good readers generally have more financially rewarding jobs. More than 60 percent of employed proficient readers have jobs in management or in the business, financial, and professional sectors, whereas only 18 percent of basic readers are employed in those fields.  Furthermore, individuals who are classified as proficient readers are two and a half times as likely as basic readers to be earning $850 or more a week.  Basic readers also report that their reading level has limited job prospects. There is also a connection between literary reading and prison: only three percent of adult prisoners read at a proficient level and adult prisoners have an average prose reading score 18 points lower than non-prisoners.

Mojeet et al. (2008) elaborated on the classifications for readers listed by these national studies.  The researchers reasoned that roughly less than 10% of all readers can be classified as “Below Basic Readers.”  These individuals lack the ability to read at what is deemed to be their grade level.  Additionally, approximately 60-65% of readers across the age ranges are “Basic Readers,” or readers who simply have the ability read at grade level.  These individuals are deemed average in reading ability and reading comprehension.  “Proficient Readers” are literary readers who are considered strong in reading ability and reading comprehension. This classification accounts for 23%-30% of the population, and the amount of reading that occurs for pleasure also influences this classification.  Finally, “Advanced Readers” account for approximately 3%-6% of readers across all ages.   Guthrie and Metsala (1999, pp. 382), as quoted in Moje et al. 
(2008), state that advanced readers “must not only comprehend passages of text but must also (1) integrate information across multiple texts, (2) critically relate paragraph meanings to personal experiences, (3) employ knowledge from texts to evaluate science observations and historical documents, and (4) compose complete messages in the form of stories and reports for actual audiences.”
Along with highlighting the benefits of reading, the NEA studies assert that as a nation we are experiencing a literary crisis.  From 1982 to 2002, there has been a steady decline in the amount of literary readers with the steepest rate of decline, 28 percent, occurring in the youngest age groups.  The rate of decline for the youngest adults surveyed, those aged 18 to 24, was 55 percent greater than that of the total adult population (NEA, 2004). 

This decline in literacy is also prevalent amongst American children and adolescents. Less than one-third of 13-year-olds are daily readers, a 14 percent decline from 20 years earlier. Among 17-year-olds, the percentage of non-readers doubled over a 20-year period, from nine percent in 1984 to 19 percent in 2004.    Also, reading scores for 12th-grade readers fell significantly from 1992 to 2005, with the sharpest declines among basic and below basic readers.  Not surprisingly, American 15-year-olds ranked 15th in average reading scores amongst the 31 most industrialized nations, behind Poland, Korea, France, and Canada, among others (NEA, 2007). 

Some researchers argue that there is a tendency for women to be stronger in Language Arts as a result of either cognitive or socially-generated standards and that the discrepancy between female readers and male readers is increasing.  Other researchers claim that no gender gap even exists.

Any difference 
between the genders in reading achievement may be the result of social factors. Reading skills are acquired, in part, through social processes and reading takes place in a social context. The importance of the community, significant adults, culture, and language in learning cannot be under-estimated, as these experiences influence students’ confidence, self-esteem, goals, and aspirations (Singh, 2008).

Personally, I have been a teacher for five years and during that time I have had between 90 and 115 students per year.  As each school year comes to an end, I construct my list of academic failures.  In the four school years I have completed as an educator, I have failed over 35 eighth- and tenth-grade students; three of them were girls. In my own experience, there has been a palpable gender variance.  Therefore, I originally assumed that the gender gap in reading, a major part of my course, was valid.  However, even though the disparity between male and female students seemed obvious at first based on my own experiences and my initial research, I wanted to take a closer look at the research to address any discrepancies that may exist.  The question of the existence of a gender gap in reading success merits examining.  Based on these findings, I will evaluate classroom strategies that could improve reading success.

Using current empirical research, I will attempt to discover if the reading achievement gap is real in regards to gender.  Based on my findings, I will use current research to determine the most effective instructional strategies for motivating males to read.  

Is There a Gender Gap?

Several large-scale studies have been produced in recent years to establish the existence of a gender gap in reading success. The 2007 study conducted by the National Endowment for the Arts found that national reading scores for male 12th-graders were 13 points lower than for female 12th-graders, and that gender gap has widened since 1992.   Additional research ascertained that recreational reading is on the decline for both men and women; however, women do still read more literature than men do (NEA, 2004).  

Furthermore, by examining data from the National Assessment of Educational Progress (NAEP), Beverly Klecker (2006) analyzed male and female students in grades four, eight and twelve over an eleven year period from 1992 to 2003.  The research confirmed that girls tend to out-perform boys within the same grade level in the area of reading comprehension.  Also, when tracking reading progress through the education process, Klecker found that the variance between the mean scores of boys and girls is likely to grow larger as the students progress from grades four to twelve.  

Research has also established that there are noticeable differences between boys and girls when it comes to how they approach reading and assessments in general.  Mina Singh (2008) used the Programme for International Student Assessment 2000 (PISA) to assess the reading habits of 29,687 fifteen-year-old Canadian students.  The PISA uses a combination of multiple-choice items (55%) and constructed-response items (45%) in the nine booklets of the literacy reading assessment. The constructed-response items were of two types: short answer items and extended-response items.  Within the exam, there were also continuous texts (i.e., argumentative, descriptive, expository, narrative) and non-continuous texts (i.e., charts, forms, maps, schematics, and tables). Singh’s research observed that when given multiple styles of assessment men scored higher on the multiple-choice section and on the non-continuous texts, which may be attributed, at least in part, to guessing and impulsivity. 
However, results from other empirical studies provide some evidence that the crisis of boys' under-achievement in reading may simply be overstated, and that much of the pessimism about young males seems to derive from inadequate research, poor analysis, and discomfort with the relative position of the sexes.  Much of the time
 data based on academic achievement in the English classroom, standardized test scores, or large-scale surveying can result in research error (White, 2007).  For example, the Klecker (2006) study uses data from the NAEP though several cautionary inclusions were incorporated into recent international reading study reports, including the NAEP, to warn against using the results in the reports to make simple causal inferences between a particular factor, such as gender and student achievement, due to the fact that those factors were not intended to be assessed by the NAEP study.

The findings of these researchers are echoed in the findings of Maria Teresa Cerezo Rusillo and Pedro Felix Casanova Arias (2006).  Using a variety of questionnaires, these researchers analyzed the academic motivations of 521 Spanish student ages fourteen to eighteen.  The research concluded that although girls received statistically better marks in Language Arts.  However, evaluating overall academic performance in a particular content area, such as English, can be deceptive.  There is far more to an English class, for example, than reading, so to simply observe achievement within that class is oversimplifying the issue of reading success.  

According to Bozena White (2007), part of the difficulty when reporting gender differences in reading achievement may rest with the methodology most commonly utilized to analyze large-scale assessment data. This method often employs a comparison of the results for the total population of each gender rather than on a comparison of differences within specific sub-groups (i.e., social economic variables, exposure to literate activities). In this respect, only one single background variable, gender, has been utilized, and only one outcome measure, overall test scores, has been most commonly reported, as is the case with the NAEP. Less frequently have researchers attempted to include several background variables. Although there are many challenges and pitfalls in comparing groups, what is learned by these comparisons depends, in no small way, on an adequate understanding of the degree and the context in which each group may, or may not, be unique. Without these understandings, data can easily be misinterpreted and the generalization derived can be oversimplified. 

Because researchers most commonly report standardized assessment findings based on the overall score achieved on a particular reading assessment, some researchers have attempted to investigate whether gender differences exist in sub-sets of score, as is the case with the National Endowment for the Arts 2007 study.  A methodology that has been utilized to examine gender achievement in reading is to compare the results of girls and boys across the types of texts, or reading domains, in which a particular reading task occurs. Assessments differ not only in the names and methods of classification they ascribe to these domains, but also in the weight they attribute to each domain when calculating an overall reading score. 

For example, as stated earlier, in the Programme for International Student Assessment (PISA) 2000 reading study, a distinction between continuous and non-continuous texts is made. Continuous texts are formed of sentences and arranged in paragraphs, intended to be read from beginning to end.  Non-continuous texts are not defined by content or intention, but instead by structure.  In addition to written words, this type of text often includes spatial and numerical content- an area in which males have been often found to exceed (Singh, 2008). Some evidence supports the notion that particular text types may accentuate or attenuate the purported gender differences in reading achievement. Using data from the PISA 2000 reading study of Nordic countries, Svein Lie, Pirjo Linnakylä, and Astrid Roe (2003) did find gender differences favoring females in regards to continuous text.  However, the researchers also found differences in ability within genders; females scored higher when working with narrative texts than they did when working with descriptive and expository texts.  Therefore, singling out the issue of gender from these large-scale assessments may product in misleading results.

Stephen Camarata and Richard Woodcock (2006) evaluated the cognitive abilities of 10,465 participants, 4,863 males and 5,602 females, ranging from age two to 90 by administering the Woodcock-Johnson achievement batteries and found that males and females displayed similar mean general abilities across age ranges.  Females did score significantly higher than males in overall processing speed, including the processing of reading, during the adolescent years indicating that biological influences may play a role in a child’s academic abilities. However, contrary to pre-established opinions, males outscored females in verbal abilities and there was no significant difference between genders in reading achievement.  Furthermore, Janet Shibley Hyde and Marcia Linn (1988) analyzed verbal abilities, including cognitive aptitude levels in reading, of males and females through a comprehensive meta-analysis of 165 published and unpublished studies, thus evaluating the results of 1,418,889 participants. They found significant differences favoring females in 27% of the studies and favoring males in 7%, and no difference in 66%. The meta-analysis concluded that the difference between genders is so small that it appears that gender differences in verbal or reading capability no longer exist. 

Using data from four standardizations of the Differential Aptitude Tests and Preliminary Scholastic Aptitude Test/Scholastic Aptitude Test from 1947-1980 and 1960-1983, Alan Feingold (1988) found that there were some differences between the genders in ability.  Females, for example, scored higher than boys on scales of grammar, spelling, and perceptual speed; males had higher averages on measures of spatial visualization, high school mathematics, and mechanical aptitude; and no average gender differences were found on tests of verbal reasoning, arithmetic, and figural reasoning. Most importantly, though, Feingold concluded that any observed gender differences declined precipitously over the years surveyed, and the increases in these differences over the high school grades have diminished.  

As an educator of college-bound high school seniors at Ontario High School and Business Writing students at California State University, Fullerton, Ron Featheringill (2004) decided to test his preconceptions about literary success in regards to gender.  He observed that male students did just as well as females on vocabulary tests, oral reports, and discussing literary issues.  He also found that males write as well as females at the college level.  Even though basing the conclusions only on college-bound and college-level students is extremely biased, Featheringill seems to provide further evidence to Feingold’s claim.  Any gender differences that exist between males and females throughout their development appear to dissipate as development continues.

In 2002, Bozena White evaluated the literary success of 113,050 tenth grade students in regards to gender using the Ontario Secondary School Literacy Test (OSSLT).  With an awareness of how large-scale studies can often be oversimplified, White selected to base her research on the OSSLT, which is designed to measure student achievement against curriculum expectations and contains both a reading and writing component. Results of these tests yield individual, school, school board, and provincial data on student achievement that help guide improvement planning. White found that gender accounts for less than one percent of variance in reading ability.  White asserts that any gap in overall achievement is not the result of cognitive disparity, but is perhaps the result of student motivation and socialization.

Discussion of Results

One can conclude from these findings that the issue of male reading trends does not appear to be based solely on cognitive aptitude (White, 2002, McKenna, Kear, & Ellsworth, 1995, Camarata & Woodcock, 2006).  Preconceptions about gender in relation to literary aptitude may play a small role in the gender gap, but there must be other issues at play here as well. Even though, based even on personal observations, there is an assumed gap in success in the area of reading, that inequality does not appear to be related to cognitive ability in reading.  In all, the large-scale studies that offer proof of female success over males appear to be oversimplifications and any causes for overall disparity in reading success must be attributed to other factors. 
Research suggests that many parents socialize their children in ways consistent with stereotypic behaviors for females and males. For example, girls wear pink and play with dolls, while boys wear blue and play with guns.  Michael McKenna, Dennis Kear, and Randolph Ellsworth (1995) conducted their research by asking 18,185 elementary age students to respond to a pictorial rating scale.  It was concluded that recreational and academic reading attitudes, on average, were observed to become more negative gradually throughout the elementary school years, with girls’ attitudes significantly more positive. 
Reading novels was considered appropriate for females, while neither fathers nor their sons read fiction. As a likely result of such conditioning, females as a group possess more favorable attitudes than boys at all grade levels toward both recreational and academic reading. Attitudes may be influenced by increased amounts of leisure activities and societal expectations. Female and male students have different reading behaviors and interests, and they interpret reading materials according to their reading identity and the socio-cultural support for that identity (Singh, 2008).  

There are also suggested gender differences in the area of motivation, which can have a direct correlation to a student’s level of interest in reading.

Many theories of motivation exist, including a theory by Leonard, Beauvais, and Scholl (1999), who examine multiple motivational sources. They offer five sources of motivation: (1) Instrumental (offer of a reward or punishment), (2) Intrinsic Process Motivation (enjoyment), (3) Goal Internalization (personal goals or ideals), (4) External self concept-based (ideal self is determined from expectations of others), and (5) Internal self concept-based (ideal self determined by conception of ideal self). Internal sources of motivation (2, 3, and 5) were shown to be the most effective for females due to a more adaptive approach to learning.  Girls generally show lower extrinsic motivation, take more responsibility for failures, and use information processing strategies more extensively.  The external influences (1 and 4) work better for male students (Cerezo Rusillo & Casanova Arias, 2004).   

In regards to patterns of reasoning, Sabine Severiens and Geert Ten Dam (1998) explored the reasoning traits of 53 secondary-level adult age students.  These students ranged in age from 17 to 77, with a mean age of 33.  However, these adult-education students were only classified as being in grades ten to twelve.  This study found that females often use 
interpersonal and interindividual patterns, whereas males use the mastering, impersonal and individual patterns of reasoning.  This provides evidence of the theory by Leonard, Beauvais, and Scholl (1999).

Another model of motivation that can influence interest in reading is the Self-Determination Theory of Motivation (SDT).  According to SDT, there are three basic psychological needs that, when satisfied, aid in developing internalized motivation, like the internal motivation discussed earlier: the need for autonomy, the need for relatedness, and the need for competence. The need for autonomy, which according to this theory should be heavily emphasized, refers to the need to feel a sense of choice 
regarding one’s activities and goals.  The choice make’s the process authentic.  The need for relatedness refers to the need to feel closely related to other people.  The need for competence is the need to be effective in one’s interactions with the environment, and to feel that the individual is capable of mastering challenges (Deci & Ryan, 2000, Alvermann, 2002).  Based on this theory of motivation, educators should allow students the ability to make choices that affect their education.
Ultimately, the motivational theorists tell us and the studies show us, that students can be motivated as long as teachers follow approaches that will aid in motivating boys based on their behaviors.

However, White (2007) warns against oversimplifying the problem itself.  There are no quick fixes to the problems boys have within the English classroom as a whole.  Specifically in the area of reading, individual students have already established attitudes about the act of reading by the time they enter a classroom.  Simply putting a metaphoric band-aid on the problem will not correct it.  In order for reading to be successful by measures of engagement, enjoyment, and assessment, efforts must be made by the school community and the community outside of school to encourage and inspire reading for all children.  Also, White insists that educators must also avoid painting all boys with the same brush.  Stereotyping all students together based on gender is what has lead to many of the discrepancies in the research.  Also, not all boys struggle with the act of reading.  We must ensure that boys who enjoy reading and are successful 
at reading continue that trend.  In that same regard, teachers must not forget about the girls; we cannot alienate girls simply because, as a whole, they are doing better than boys.  Oversimplifying the curriculum to meet stereotypic needs of boys could cause a negative backlash for females.  So we must attempt to keep both genders engaged.

Nevertheless, in order to make the best use of our class time and prevent further male decline, there are several strategies that can be put into place to help enhance reading success. The following are suggestions that could help to encourage academic engagement in male students. 

Variety in Literature

An important factor in engaging male readers is to present them with literature that will speak to them while still broadening their exposure to multi-cultural and multi-gendered literature (Featheringill, 2004).  Although offering male-centered literature is sometimes criticized for encouraging a narrowly-focused, stereotypical effort for boys that relies on essentialist notions of what it means to be a boy (White, 2007), attempts must still be made to offer assorted material in the hopes of reaching all students.  

Gay Ivey and Karen Broaddus (2001) administered 
open-ended response and short answer surveys that included checklist items to 1,765 sixth grade participants in order to establish trends between schools and classrooms.  To gain a better understanding of the trends observed, follow-up interviews were also conducted.  They found that when students were asked what motivated them to read at school, they emphasized quality and diversity of reading materials rather than classroom setting or other people.  Therefore there needs to be access to diverse reading materials in the classroom and school environment. 

Many researchers have explored the literary interests of children and adolescents in order to better provide materials of interest and discovered many major differences between male and female readers as well as some surprising similarities.  When Jo Worthy, Megan Moorman and Margo Turner (1999) developed a list of genres favored by sixth-grade students, they found that although males and females constructed dissimilar lists, scary stories, cartoons, and popular magazines generally topped both sets of lists.  Students also express an interest in texts because the characters showed pride in being male or female or because the characters had experiences that mirrored their own lives.  However, females prefer fiction for leisure reading while males show a marked preference for nonfiction or factual material. Boys see reading as a way to get information rather than as a recreational activity and they tend to prefer topics dealing with escapism (science fiction, adventure, and fantasy) and humor more than fiction and poetry.  Also, adolescent boys tend to prefer texts that are short and highly visual and they like to read collections or books within a series (Moje et 
al., 2008, Cavazos-Kottke, 2006).  According to Schwartz (2002), “Boys tend to read a "wider number of genres over a broader range of topics than girls… Further, boys, like all children, want to see characters like themselves sometimes. Therefore, materials should feature people of different ethnicities, races, and backgrounds who live in a variety of types of homes and communities (pp. 
2-3).

Elizabeth Birr Moje, Melanie Overby, Nicole Tysvaer, and Karen Morris (2008) administered large-scale surveys on literary practices and motivation.  School records and writing samples were also collected for the overall sample along with multiple types of interviews were conducted for smaller subsets of the group.  Based on their findings, they concluded that males often select reading based on affinity groups such as video games, cars, bikes, etc.  Students also drew a connection to books based on movies or television shows they had already seen, like manga books representing anime television shows.  The researchers concluded from these findings that “…young people’s interest in elements of popular culture (e.g. music artists, actors, video games) can result in thematic reading across genres” (pp. 
137-138).  Therefore, the use of thematic and series reading could work well to incite reader interest.

After giving a two-part survey about the materials they would choose to read, Worthy, Moorman and Turner (1999) found that most participants said that they preferred to purchase books instead of borrowing from the school library or classroom.  A possible explanation for this is that the researchers found the selection of the most popular choices of genres on male students’ lists, including scary stories, comics, magazines, and information on sports, cars and trucks, to be limited within the school building.  Instead there were many young adult novels, which were not highly ranked.  Teachers and librarians said they feared some of the genres preferred by students because of explicit sexual content and graphic depictions of violence.  They felt pressure to provide quality literature, but “Should 
the academic curriculum be set aside in favor of providing students with materials related to their current individual interests?” (pp. 23
).  Sean Cavazos-Kottke (2006) echoes this sentiment by declaring, “ Given the wide variety of literary practices in which most adolescents engage over the course of a day as the travel between multiple academic and social contexts, finding that adolescents have complex reading interests for a diverse array of purposes should not be a shocking revelation.  However, what is shocking is how reluctant the mainstream classroom literacy practices have been to recognize and honor that complexity” (pp. 145).
Although novel reading has been proven to improve grades in English, it is also important to note that reading for pleasure was also found to have a positive effect on English and science grades and cumulative GPAs (Moje et 
al., 2008).  Clearly it is more important to get kids to read than to get kids to read what we think is valuable.

There are also many resources available to both teachers and parents to help encourage children to read.  Appendix C offers some suggested titles, series, and authors that have been effective at capturing the interest of adolescent male readers.  Also, websites such as readkiddoread.com have suggestions for books based on interest and age level for parents and educators to use to connect with kids in an effort to make them life-long learners (Patterson, 2009).  Resources like these offer invaluable information about what is current and popular in children’s and young adult literature.

Choice

In an effort to discover literary interests in highly gifted males, Sean Cavazos-Kottke (2006) selected five males from grades six to eight who surpassed the mean score for the SAT Verbal or ACT Reading.  They used the Elementary Reading Attitude Survey (ERAS, McKenna, Kear, & Ellsworth, 1995) and asked the participants to express their feeling on various topics by selecting the appropriate cartoon image.  The participants were then contacted twice by phone and administered the Motivation to Read Profile (MPR) to assess general attitudes toward reading and topics of literary interest.  Finally, the participants were observed browsing material at a bookstore and then interviewed about their choices. The researcher found very little correlation between the participants’ selections 
and what they find personally interesting.  Therefore, it can be concluded that reading selections are a very personal choice.  However, the participants did all express an interest in series fiction.  So in addition to providing a variety of literature to choose from, allowing students to make decisions about their own reading can help increase interest and academic achievement and motivation in reading (Cavazos-Kottke, 2006; Taylor & Lorimer, 2002; Worthy, Turner & Moorman, 1998
). To help guide the literature choices students make, try administering the “Reading Interest Survey” (Baxter, 2008) in Appendix D.  The survey can give parents and teachers insight into potential areas of interest for their child.

The method of motivating known as SDT, which was introduced earlier, is a theory directed towards inspiring students through choice in which autonomy, including the power to make choices, is considered the most important factor (Deci & Ryan, 2000). Therefore, allowing for the autonomy of decision-making in regards to reading material increase the likelihood that the student will engage and enjoy the reading process will be greater.

However, the autonomy children gain from making decisions about their learning should not stop at literature choices. Independence can be manifested in the classroom in at least three ways: procedurally, organizationally, and cognitively.  Procedural autonomy can be included in the classroom by encouraging student ownership of form.  For example, letting students select the media in which to present ideas would allow them options to choose from.  Organizational autonomy could be manifested in the classroom by letting students select due dates for assignments and thus encouraging student to establish ownership of the environment. Finally, cognitive autonomy allows students ownership of their learning.  This could be accomplished by asking students to generate their own paths to a solution (Katz & Assor, 2006).  Additionally, in order to make choices intrinsically motivating, teachers should offer options that seem valuable to the students because they enable students to work on subjects and tasks that interest them and allow them to achieve their goals. When offering a choice of various tasks, it would be advantageous for teachers to demonstrate and explain the relevance of those tasks to the personal goals and interests of their students.

Technology

Another element affecting levels of interest in reading is an increased amount of leisure activities.  As teachers of literacy, we are competing for the attention of our students. In a time when books are forced to compete with videogames, DVDs, iPods, cell phones, the Internet
, and 800 television stations, technology can be a valuable resource.  Thus, when thinking about teaching 
literature, teachers also need to think beyond standard presentation.  Also, the use of technology can make the reading process more active, which has been proven to be a benefit to male learners (Moje et al., 2008; Taylor & Lorimer, 2002; Baxter, 2008
)

Audio versions of books, personal digital assistants (PDAs), and eBooks are examples of tools that can be useful in both engaging non-readers and assessing student reading performance (Alvermann, 2002;Alvermann, 2006).  Surely nothing can replace the act of actually reading.  Still, in an effort to engage students who may otherwise find reading dull in comparison to the objects around them, using technology to aid in the reading process may help to entice non-readers to find literature that interests them. 

After evaluating over 30 research-based strategies to answer the question “What strategies or interventions increase boys’ motivation and achievement?,” Deborah Taylor and Maureen Lorimer (2002) concluded that researchers in England, Australia, and the United States have reported that increased use of technology and computer education has led to greater engagement among boys and fewer discipline problems in the classroom.  They also found that a recent U.S. survey revealed that only one-third of educators felt well-prepared to employ technology in their classrooms. "Technophobia" among teachers is a potent barrier to effective technology employment in the classroom and is an issue we must address through staff development and training.


Journaling

Journaling has long been associated with females, and the names associated with male journaling tend to have a negative portrayal: Kurt Cobain, John Lee Malvo, Dylan Klebold, and Eric Harris.  These men who kept journals went on to infamy through extremely violent act
s and have cast a shadow on the practice of male journaling.  However, it is important to emphasize the importance of journaling for both genders.  According to Scott Heydt (2004) the benefits to journaling include stress reduction and improving problem solving abilities.  Also, journaling allows the author to capture his or her 
life story as it happens.  

Furthermore, allowing for private journaling allows students to focus on the personal reasons for reading rather than on social aspects or activities related to reading.  Females often associate reading literature as a social activity while males tend to speak less about sharing their experiences, so the practice of private or semi-private journaling may be extremely beneficial to male readers (Ivey & Broaddus, 2001; Moje et al., 2008
). Research finds that students who journal know themselves and the truth better, 
and journaling can work as an avenue for healing from emotional or psychological trauma (Heydt, 2004).  

Furthermore, Heydt (2004) explains that in order to engage the male reader, efforts should be made to ask questions and base discussions around elements of masculinity and the male experience within a text.  For example, students could be asked to create a journal focusing on when males are “allowed” to be scared or express other emotions (White, 2002).  Journaling and reacting to the text should avoid stereotypical gender roles.  However, in the study conducted by Moje et 
al. (2008), adolescent students often expressed an interest in texts because the characters showed pride in being male or female or because the characters had experiences that mirrored their own lives 

Communication

It is important for students to see reading as a social activity; one that happens beyond themselves.  Many things can help aid this within the classroom setting.  And because research finds females more social than males in regard to their reading, it is vital that we ensure male participation and interest in the discussion.  The goal of classroom communication about reading is to make the reading process more active (Baxter, 2008).

Students reported that their peers influence 
reading selections through informal recommendations and formal reading groups.  Therefore, working with peers would be an ideal place to start (Moje et al., 2008, Katz & Assor, 2006).  
Literature circles, student book talks, and book clubs can introduce students to the reading choices and opinions of their classmates.  However, in order for literature choices to be meaningful, efforts should still be made to make conversations teacher-led and considered valuable by the students (Alvermann, 2002).   

Verbal communication between the class and small groups has the potential to authenticate the validity of the reading experience. Having students share their opinions about books and questions on what they are reading with the class allows them an opportunity to share their unique reading experience.  In order to make the discussion process active, students could begin by journaling or answering questions before sharing their thoughts on any text.  With the aid of the teacher, students could work in small groups or with the whole class to share their journal-based comments on the book of their choosing (Heydt, 2004).  

Role Modeling

Much of the research about boys’ reading success that claims there is a gender gap blames this gap on the feminization of education (Singh, 2008; Baxter; 2008; Johnson, 2008
).  Most childhood caregivers and teachers are female, so a child’s life is generally “dominated by women”; thus, 
there is more limited input by males in the educational process and males often get left out of the literature selection (Baxter, 2008). Only 25 percent of public school teachers in the United States are men.  In addition, the portion of men who are teachers is lower in early childhood education:  only one in ten elementary school teachers is a man, which some claim is a threat to gender equality, social justice, and other democratic values (Johnson, 2008).  However, researchers Carrington, Tymms, and Merrell (2008) did not find this to be so when they reviewed
 questionnaires that were designed to measure attitude to school, reading, mathematics and science.  The questionnaires were administered to 8,978 students in 413 classrooms, of which 113 were taught by men and 300 were taught by women.  The researchers found no indication that male teachers were particularly effective with boys, or female teachers with girls. And there was no indication that positive academic results were associated with male or female teachers, particularly with high ability children.  Therefore, concerns about the lack of male teachers may be unfounded.

Nevertheless, both the Mentoring Partnerships of New York and the Mentoring Consulting Group reported that establishing male mentoring relationships resulted in improved motivation toward school, less absenteeism, and higher graduation rates, even when the mentoring focused on the students’
 needs and interests outside the classroom. Boys benefit from having male role models who believe in them and help them understand what they are capable of achieving. This kind of attention is crucial for young men who do not receive enough male attention at home (Taylor & Lorimer, 2002). 

The concept of role modeling within the classroom subscribes to the notion of teacher-as-liberating guide.  In it, teachers work at modeling the ways in which students can develop strategies for becoming the ideal, critically aware reader, viewer, and listener. However, when Donna Alvermann (2006) researched the implementation of modeling strategies for classroom instruction when working with struggling readers, she found that the practice could be difficult. In the 2006 article, she referenced 
a study she and colleagues conducted in 2000 in which 30 adolescents with whom they worked for 14 weeks in an afterschool media club resisted the researchers’ initial attempts to model critical literacy strategies. Only after major adjustments were made in their weekly plans did these researchers see the loopholes in the teacher-as-liberating guide approach to helping youth become effective readers, viewers, and listeners of popular media texts. This tells us that, as teachers, we must strive to evolve our plans to meet the needs of our students and properly model our expectations.

Additionally, Baxter (2008) compels teachers to have students observe reading taking place beyond classroom requirements.  They use teachers to show students that
 reading doesn’t have to be forced by having teachers participate in the reading process along with their students 
(Ivey & Broaddus, 2001).  Also, to show the frequency of male reading, 
teachers should ask every man within the school, from janitor to principal, to carry around a paperback book at all times.  They should show their 
students that men in all walks of life still find reading enjoyable and important.  Another idea anyone could use to help role model literacy would be to attempt to take a picture of everyone who works in the building reading some form of literature.  
Teachers can use those images to create a display that shows widespread literacy.

Conclusion

Research has conclusively illustrated that there is no significant disparity between genders in cognitive ability towards reading.  However, reading interest may stem from motivation and societal expectations.  Nevertheless, as teachers, we would be doing a disservice to our male students by not acknowledging their unique learning abilities and interests.  Additionally, we must understand that the relationship between ability and attitude grows stronger over time (McKenna, Kear, & Ellsworth, 1995), so constructing a positive reading relationship throughout childhood and adolescence is crucial.  We must aim to instill passion within all of our students in regards to the act of reading, thus ensuring mental growth.  That often results in the need to diversify our instruction to meet varying needs.  However, even though research concluded that reading has a direct impact on scholastic achievement, recreational reading practices should not only be assessed on the influence of the practices on school achievement.  Further research is needed on the outcomes of recreational reading on the lives of readers. 
Youths read “for… social, emotional, intellectual and spiritual purposes.  Their reading and writing practices foster communication, relationships, and self-expression among peers and family members; support their economic and psychological health; and allow them to construct subjectivities and enact identities that offer them power in their everyday lives” (Moje et 
al., 2008, pp. 149).  And although the burden of reading success falls on no individual teacher, it is crucial that each teacher attempt to motivate all students to read and articulate the value that reading has and will continue to have on their lives.  Though biologies and backgrounds are different for each individual, it is necessary to use proven strategies to help enhance the reading experience for our students.
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Appendix A:  Table 1

Review of Empirical Research on Adolescent Reading Trends and Classroom Practices

	Publication date,

authors
	Location, year, sample N
	Age/grade, gender
, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(2006) Klecker

	United States; 1992,1994, 1998, 2000, 2002, and 2003
	Grades 4, 8, and 12; M and F; varying ethnicities 
	After reading assessments were administered, students were randomly selected from a variety of schools and demographic locations and their results were examined.
	F did out-perform M within the same grade level in the area of reading comprehension.  Also, the gap between the mean scores of M and F grew larger as the students progressed in grade level

	(2004)  National Endowment for the Arts
	United States; 2002; N= >17,000
	Ages 18-75+; M and F; varying ethnicities
	The Census Bureau facilitated the Survey of Public Participation in the Arts in 2002. This is an analysis of that survey.
	Literary reading is in dramatic decline with fewer than half of American adults now reading literature. There has been an overall decline of 10 percentage points in literary readers from 1982 to 2002, with the steepest rate of decline, 28 percent, occurring in the youngest age groups.  The rate of decline for the youngest adults, those aged 18 to 24, was 55 percent greater than that of the total adult population.  Women do read more literature than men do, but the survey indicates literary reading by both genders is declining.  The study also found that literary readers are much more likely to be involved in cultural, sports and volunteer activities than are non-readers.

	(2007)  National Endowment for the Arts

	United States; 1985-2005
	Ages varying from school age to adult; M and F; varying ethnicities
	Conducted a comprehensive analysis of over 40 longitudinal studies from 1985 to 2005 in order to assess the state of reading throughout the United States.
	Less than one-third of 13-year-olds are daily readers, a 14 percent decline from 20 years earlier. Americans are reading less well – reading scores continue to worsen, especially among teenagers and young M. Reading scores for 12th-grade readers fell significantly from 1992 to 2005, with the sharpest declines among lower-level readers.2005 reading scores for M 12th-graders are 13 points lower than for F 12th-graders, and that gender gap has widened since 1992.

	(2004)   Cerezo Rusillo &  Casanova Arias  
	Jaen, Spain; 2001; N=521
	Ages 14-18/ grades 9 and 10; M and F; unknown ethnicities
	Researchers used the AFA questionnaire to establish “academic self-concept” and the MAPE-II questionnaire to establish “motivation for learning” and “seeking positive competency judgment.” The researchers also factored student averages in Mathematics and Language/Literature classes. 
	F showed lower extrinsic motivation, took more responsibility for failures, and used information processing strategies more extensively.  F have a more adaptive approach to learning. M tend to consider luck as a cause of academic results.  Although F received statistically better marks in Language Arts, no difference in performance was observes in the area of Mathematics.

	Publication date,

authors
	Location, year, sample N
	Age/grade, gender, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(2007) White
 
	Ontario, Canada; 2002; N=113,050
	Grade 10; M and F; unknown ethnicities.
	Using data from the OSSLT designed to measure student achievement against curriculum expectations and contains both a reading and writing component. Results of these tests yield individual, school, school board, and provincial data on student achievement that help guide improvement planning. 
	Even though many current studies address a gender gap between M and F students, this study concludes that gender accounted for less than 1% of variance in reading achievement.  Proves controversy regarding gender differences.  Nevertheless, reading ability is not the topic being called into question; interest in reading and motivation to read are the issues at hand.

	(2004) Featheringill 
	California; 2004
	Grade 12 and college students; M and F; unknown ethnicities
	In 2004, Featheringill was teaching college-bound high school seniors at Ontario High School and  Business Writing students at California State University, Fullerton.  This is what he observed.
	M students did just as well as F on vocabulary tests, oral reports and discussing literary issues.  M also write as well as females at the college level.  The key to engaging M is to present literature that will speak to them while still broadening their exposure to multi-cultural and multi-gendered literature.  Basing assessment only on college-bound and college level students is extremely biased.

	(1988) Feingold

	United States; 1947-1980, 1960-1983
	Varying grades; M and F; varying ethnicities
	Analyzed data from  four standardizations of the Differential Aptitude Tests and Preliminary Scholastic Aptitude Test/Scholastic Aptitude Test
	F scored higher than M on scales of grammar, spelling, and perceptual speed; M had higher averages on measures of spatial visualization, high school mathematics, and mechanical aptitude; and no average gender differences were found on tests of verbal reasoning, arithmetic, and figural reasoning. Gender differences declined precipitously over the years surveyed, and the increases in these differences over the high school grades have diminished. 

	(1988) Hyde and Linn

	United States; ranging years; N=1,418,889
	Ranging ages; M and F; varying ethnicities
	The comprehensive meta-analysis examined of 165 published and unpublished empirical studies in order to reassess the perceived differences in verbal ability in regard to gender.
	The difference is so small that it appears that gender differences in verbal ability no longer exist. A major goal was also to define age trends in the pattern of gender differences. Analyses of effect sizes for different measures of verbal ability showed almost all to be small in magnitude; these measures covered vocabulary, analogies, reading comprehension, speech production, essay writing, anagrams,

and general verbal ability. They found significant differences in verbal cognitive abilities favoring females in 27% of the studies and favoring Ms in 7%, and no difference in 66%. 

	Publication date,

authors
	Location, year, sample N
	Age/grade, gender, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(2006) Camarata & Woodcock
	United States; year ?; WJ III N=1987, WJ-R N=4253, WJ-77 N= 4225
	Ages 2-90; WJ III: 885 M and 1102 F, WJ-R: 2014 M and 2230 F, WJ-77: 1964 M and 2261 F; ethnicity proportionally representative of the U.S. population
	Participants were administered the Woodcock-Johnson achievement batteries (WJIII, WJ-R, and WJ-77)
	M and F displayed similar mean general abilities across age ranges.  However, F scored significantly higher than M in processing speed in adolescents.  M outscored F in verbal abilities, but with less significance.  In other areas, no significant difference was noted in regards to gender.    Also, there was no significant difference between genders in Reading Achievement.

	(2008) Singh
	Canada; 2000; N=29,687
	Age 15; M and F; unknown ethnicities
	Data collected using the Programme for International Student Assessment 2000 (PISA) which uses a combination of multiple-choice items (55%) and constructed-response items (45%) in the nine booklets of the literacy reading assessment. The constructed-response items were of two types: short answer items, which were scored dichotomously, and extended-response items, which were scored polytomously.
	Some possible causes for differences in reading can be broken down into biological and social.  F and M have different reading behaviors and interests, and that they interpret reading materials according to their reading identity and the socio-cultural support for that identity. In this study, F scored higher in all but socio-economic status, indicating that it has a small effect on achievement. M had the highest response rate on the multiple-choice section, which is likely due to guessing (and impulsivity).  F approached problem-solving differently.

	(1995) McKenna, Kear, & Ellsworth
	United States (38 states); 1989; N=18,185
	Grades 1-6; 50% M and 50% F;  varying ethnicities (9.4% African American, 6.2% Hispanics)
	Students responded to a group pictorial rating scale, comprising two subscales devoted to attitude toward reading for recreational and for academic purposes. Scores were analyzed on the basis of gender, grade level, ethnicity, reading ability, and the use of basal readers.
	Results supported a model of reading attitude in which social factors and expectations gradually shape attitudes over time. Recreational and academic reading attitudes, on average, were observed to become more negative gradually throughout the elementary school years.  F as a group possessed more favorable attitudes than Ms at all grade levels toward both recreational and academic reading. These gender differences appeared to be unrelated to ability.  Attitudes may be influenced by increased amounts of leisure activities and societal expectations.

	(1998) Severiens & Ten Dam
	United States; year ?; N=53 
	Ages 17-71 (mean age 33)/grades 10-12; 17 M and 36 F;  unknown ethnicities


	Participants were interviewed and given a questionnaire.  Results were used to  construct the Inventory of Learning Styles
	Patterns of reasoning are gender related, but more so for M.  More than half of the F use the receiving, interpersonal and interindividual patterns. Nearly all M use the mastering, impersonal and individual patterns of reasoning.

	Publication date,

authors
	Location, year, sample N
	Age/grade, gender, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(2006) Cavazos-Kottke
	Michigan; 2002; N=5
	Grades 6-8 who surpassed the mean score for the SAT Verbal or ACT Reading; M; unknown ethnicity
	Using the Elementary Reading Attitude Survey (ERAS, McKenna & Kear), participants were asked to express their feeling on various topics by selecting the appropriate cartoon image.  The participants were then contacted twice by phone and administered the Motivation to Read Profile (MPR, Gambrell, Palmer, Codling, Mazzoni, 1996) to assess general attitudes toward reading and topics of literary interest.  Finally, the participants were observed browsing material at a bookstore and then interviewed about their choices.
	In an effort to discover literary interests in highly gifted M, the researcher found very little correlation between the participants’ selections of what they find personally interesting.  Therefore, it can be concluded that reading selections are a very personal choice.  However, the participants did all express an interest in series fiction.

	(2008) Carrington, Tymms, Merrell

	England; 1997-1998; N= 8,978 Students, 413 classrooms (113 taught by M, 300 taught by F)
	Age 11; 50.4% M and 49.6% F; unknown ethnicities
	One hundred and thirteen classes were taught by Ms and 300 by females. All the pupils completed questionnaires that were designed to measure attitude to school, reading, mathematics and science. In addition, background data on those pupils were collected, including cognitive measures, attainment scores, ability measures and home background measures. The data were examined to look at attitudes using multilevel models controlling for background factors.
	There was no indication that M teachers were particularly effective with Ms, or female teachers with Fs. And there was no indication that effective results were associated with M or female teachers, with particularly high ability children. However,  It was clear that children who had F teachers had more positive attitudes, but there was no indication for any of the attitude outcome measures of an interaction showing that the female teacher was producing particularly more positive Fs or vice versa.

	(2001) Ivey & Broaddus
	Mid-Atlantic and northeastern United States;  2001; N=1,765 (following interview N=31)
	Grade 6, 51% M and 49% F; 71% European American, 12% African American, 7% Hispanic American, 7% Asian American, and 3% other ethnicity
	Open-ended response and short answer surveys that included checklist items were given to participants to establish trends between schools and classrooms.  To gain a better understanding of the trends observed, follow-up interviews were conducted. 
	Students valued independent reading and the teacher reading out loud as part of instructional time. Also, when asked what they liked most about time spent in the class, students focused more on the act of reading itself or personal reasons for reading rather than on social aspects or activities related to reading. When students were asked what motivated them to read at school, they emphasized quality and diversity of reading materials rather than classroom setting or other people. There needs to be access to diverse reading materials in the classroom. 



	Publication date,

authors
	Location, year, sample N
	Age/grade, gender, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(1999) Worthy, Moorman & Turner
	Texas; 1997; Students N=419 , Teachers N=12, Librarians N=3
	Grade 6, teachers, librarians; students 193 M and 226 F, teachers 2 M and 3 F; students: 41% European American, 47% Latino, 10% African American, <2% other, teachers: 7 European American, 3 Mexican American, 2 African American 
	Students were given a two-part survey: Part one asked them to check off materials from a list that they would choose to read (ex. magazines, poetry, etc.) and Part 2 asked students to indicate any reading forms not on the list in Part 1. They were also asked to name their favorite author.  Interviews were conducted with teachers and librarians to determine availability of desired reading materials.
	In discovering students’ literary preferences, the researchers developed a list of favored genres, with scary stories, cartoons, and popular magazines at the top.  M and F had chosen different genres as their favorites.  Also, most participants said that they preferred to purchase books instead of borrowing from the school library or classroom.  The researchers found the selection of the most popular choices to be limited.  Instead there were a lot of YA novels, which were not highly ranked.  Teachers and librarian said they feared some of the genres preferred by students because of explicit sexual content and graphic depictions of violence.  They felt pressure to provide quality literature. “Should the academic curriculum be set aside in favor of providing students with materials related to their current individual interests?” (23)

	(2003) Lie, Linnakyld, and Roe
	Denmark,

Finland, Norway and Sweden; 2000
	Age 15; M and F; varying ethnicities
	Data collected using the 2000 PISA for Nordic Countries which is a mixture of multiple-choice items and tasks requiring students to construct their own responses. The items were organized in units based on a text passage setting out a real-life situation. The students also answered a 30-minute background questionnaire, with questions about their home background, reading interests and attitudes towards school. 
	Gender differences favoring F were much greater for continuous texts (i.e., argumentative, descriptive, expository, narrative) than they were for non-continuous texts (i.e., charts, forms, maps, schematics, and tables). Although previous research has suggested that text type may be a factor to explain and/or to qualify gender differentials in reading.



	(2002) Taylor & Lorimer
	England, Australia, and United States; 199-2002
	Varying ages; M and F; varying ethnicities
	Evaluated over 30 research-based strategies to answer three questions: (1) What lessens boys’ motivation and achievement?  (2) What strategies or interventions increase boys’ motivation and achievement?  (3) What roles do the school, home, and community' play in changing existing patterns?
	Building opportunities for physical activity within the lesson increases M motivation and skill development. Active learning strategies, such as role-plays, debates, field trips, and investigations are meaningful ways to engage M in learning because they enable boys to actively question and explore. Additionally, M appear to work best when given a choice of reading materials and when there are opportunities for physical activities within learning M mentoring is encouraged due to an increase in graduation rates for mentored M students.  The researchers also suggest further exploration of the success of single-gendered classrooms.

	Publication date,

authors
	Location, year, sample N
	Age/grade, gender, ethnicity
	Summary of Research
	Findings in regard to gender on motivation

	(2008) Moje, Overby, Tysvaer, & Morris
	United States- a large Midwestern city; 2004-2006; Wave 1 N=329.  Wave 2 N=716
	Wave 1- 6th, 8th, 9th graders.  Wave 2- 7th, 9th, 10th graders; 44.9% M and 56.1% F; 72.1% Latino, 20.9% African American, 5.6% European American, 1.4% other.
	Researchers administered large-scale surveys on literary practices and motivation.  School records and writing samples were also collected for the overall sample.  Multiple types of interviews were conducted for smaller subsets of the group.
	Most students reported reading for pleasure outside of school, but what they read varies. F reported reading for pleasure more than M students.  Reading for pleasure was also found to have a positive effect on English and science and cumulative GPAs. Novel reading also had a positive effect on English grades.  Students reported the peers influence reading selections through informal recommendations and formal reading groups.  F discussed literature as a social activity while M spoke less about sharing their experiences.  M often select reading based on affinity groups (video games, cars, bikes, etc.)  Students expressed an interest in texts because the characters showed pride in being M or F or because the characters had experiences that mirrored their own lives.    


Appendix B:  Table 2
Review of Non-Empirical Research on Adolescent Reading Trends
	Publication date,

authors
	Research information
	Findings in regard to gender on motivation

	Notes

	(1999) Leonard, Beauvais, & Scholl
	Traditional theories of work motivation are reviewed, and the self concept-based sources of motivation are presented. 
	They offer five sources of motivation:  1. Instrumental (offer of a reward or punishment), 2.  Intrinsic Process Motivation (enjoyment), 3. Goal Internalization (personal goals or ideals), 4. External self concept-based (ideal self is determined from expectations of others), 5. Internal self concept-based (ideal self determined by conception of ideal self) 
	

	(2008) Johnson

	An evaluation of teacher demographics based on gender with suggestions for M recruitment.
	The percentage of M teachers in elementary schools has fallen regularly since 1981 - that year, it reached an all-time high of 18 percent. Today, a scant 9 percent of elementary school teachers are men. Just a quarter of public school teachers are men.
	

	(2004) Heydt
	Recognizing the value in journaling especially for highly intelligent Ms.
	Even though journaling has long been associated with F, Heydt emphasizing the importance of journaling for both genders, focusing mainly on the importance for gifted M.  He outlines the benefits of journaling and outlines ways for teachers to implement it into their classrooms.
	

	(2009) Patterson
	James Patterson created this website as a resource for finding children’s and YA literature.
	A website site that has suggestions for books based on interest and age level in an effort for parents and educators to connect with kids in an effort to make them life-long learners.


	

	(2002) Alvermann
	The National Reading Conference (NRC) commissioned this paper, recognizing the importance of continuing literacy instruction beyond the elementary grades, especially for students at the middle and high school level.
	Effective literacy instruction for adolescents must take into account a host of factors, including students’ perceptions of their competencies as readers and writers, their level of motivation and background knowledge, and their interests. To be effective, such instruction must be embedded in the regular curriculum and make use of multiple forms of texts read for multiple purposes in a variety of learning situations. Also, because many adolescents of the Net Generation will find their own reasons for becoming literate—reasons that go beyond reading to acquire school knowledge or mastery of academic texts—it is important that teachers create sufficient opportunities for students to engage actively in meaningful subject matter projects that extend on the literacy practices they already own and value.
	Focus on technology and motivation.

	Publication date,

authors
	Research information
	Findings in regard to gender on motivation
	Notes

	(2006) Alvermann
	 Evaluates approaches to teaching critical literacy.
	The second approach subscribes to the notion of teacher-as-liberating guide.  Teachers who use this approach might be said to be good role modelers. The third approach, described as pleasures without parameters, takes a standpoint most teachers would recognize as relativistic. The fourth approach, labeled self-reflexive and “balanced,” is an attempt to teach students the importance of weighing in on both pleasure and analysis. 
	

	(2006) Katz & Assor
	The debate over the benefits and drawbacks of offering choice in the classroom has intensified in recent years.  This article gathers research to respond to that.
	Choice is motivating when the options are relevant to the students’ interests and goals (autonomy support), are not too numerous or complex, and are congruent with the values of the students’ culture.  In some studies choice was not found to promote engagement. However, when choice was offered in a way that met the needs of the students, it was found to enhance motivation, learning, and well-being.
	

	(2008) Baxter
	This was acquired from a seminar I attended in December 2008 called, “Connecting Boys to Books: Practical Activities and Strategies the Engage Boys in Literacy”
	Baxter proposes that a possible explanation for the gap between M and F literacy is the feminization of education.  Most childhood caregivers and teachers are F so a child’s life has been “dominated by women,” thus there is more limited input by M in the educational process and M often get left out of the literature selection.  Cultural factor deter boys from reading.  She claims the number one way to engage M in reading is provide literature of interest.  Also, show men reading.  Have every M (from custodian to principal) carry a paperback book with them.  Ways to promote reading.


	

	(2002) Schwartz
	Recommends strategies based on the analysis and experience of experts, have proven to be particularly useful with boys who are most at risk of underachievement but least likely to view reading as an important activity.
	Boys tend to learn to read at an older age than girls, take longer to learn, and comprehend narrative texts less easily. Reading aloud by teachers, guest readers, and students is a valuable classroom activity to which substantial amounts of time should be allotted. It is especially beneficial for boys who may not be reading at other times and need to be introduced to the pleasure that reading provides. 
	


Appendix C


Fun Stuff

Bathroom Reader’s Institute. Uncle John’s Bathroom Reader for Kids Only.  Portable Press, 2006.*

Iggulden, Gonn. The Dangerous Book for Boys.  HarperCollins, 2007.

Platt, Richard.  They Ate What?! The Weird History of Food.  Two-Can Publishing, 2006.*
History

Drez, Ronald J.  Remember D-Day.  Raintree, 2003.*
Hasday, Judy.  The Tuskegee Airmen. Chelsea, 2003.* 

Stanley, Diane.  Saladin: Nobel prince of Islam.  HarperCollins, 2002.

Animals

Bolan, Sandra.  Caring for Your Mutt. Eldorado, 2008.*
Deady, Kathleen W.  Great White Sharks.  Capstone, 2002.*
Solway, Andrew.  What’s Living in your Kitchen?  Heinemann, 2004.*
Hobbies

Lawrence, Colton.  Big Fat Paycheck: A Young Person’s Guide to Writing for the Movies.  Bantom, 2004.

Scott, Damian & Kris Ex. How to Draw Hip-Hop.  Watson-Guptill, 2006.

Zenon, Paul.  Amazing Magic, Cool Card Tricks: Techniques for the Advanced Magician.  Rosen, 2007.*

Exploring and Adventure

Bledsoe, Lucy Jane.  How to Survive in Antarctica.  Holiday House, 2006.

Mallory, Kenneth. Diving to a Deep-Sea Volcano.  Houghton Mifflin, 2006.

Salkeld, Audrey.  Climbing Everest: Tales of Triumph and Tragedy on the World’s Highest Mountain.  National Geographic, 2003.

Science

Henderson, Harry.  Modern Robotics: Building Versatile Machines.  Chelsea House, 2006.

Lessem, Don.  Scholastic Dinosaurs A to Z: The Ultimate Dinosaur Encyclopedia.  Scholastic, 2003.

Morrison, Yvonne.  The DNA Gave It Away: Teens Solve Crimes.  Franklin Watts, 2008.

Interesting People

Bulingam, Jeff.  Kurt Cobain: Oh Well, Whatever, Nevermind.  Enslow, 2006.

Feinstein, Stephen. Thurgood Marchall. Viking, 2008.

Whitclaw, Nancy.  Dark Dreams: The Story of Stephen King.  Morgan, 2005.

Sports

Caldwell, Dave.  How NASCAR Won the Heart of America.  Kingfisher, 2006.

Hillstrom, Laurie Collier.  Pele: Soccer Superstar.  Lucent, 2007.*

Ritschel, John.  The Kickboxing Handbook.  Rosen, 2008.

True Mysteries

Donoughue, Carol. The Mystery of Hieroglyphics: the Story of the Rosetta Stone and the race to Decipher Egyptian Hieroglyphs.  Oxford University, 1999.

Meltzer, Milton.  Case Closed: the Real Scoop on Detective Work.  Scholastic/Orchard, 2001.

Oxlade, Chris.  The Mystery of UFO’s.  Heinemann, 2006.*
*Denotes that the book is part of a series or collection.
Selected books are considered appropriate for students who read at approximately an eighth-grade level.


Series (First Book in the Series)
· Colfer, Eoin. Artemis Fowl series.  Hyperion. (Artemis Fowl, 2001)

· Collins, Suzanne.  The Underland Chronicles series. Scholastic. (Gregor the Overlander, 2003)

· Griffiths, Andy.  The Day my Butt Went Psycho series. Scholastic. (The Day my Butt Went Psycho, 2003)

· Gutman, Dan.  Baseball Card Adventure series.  HarperTrophy. (Homus and Me, 1997)

· Haddix, Margaret. Shadow Children series. Simon and Schuster. (Among the Hidden, 1998)

· Horowitz, Anthon.  The Alex Rider Adventures series.  Philomel. (Stormbreaker, 2001)

· Hunter. Erin. Warriors series. HarperCollins. (Into the Wild, 2004)

· Jacques, Brian. Redwall series.  Philomel. (Redwall, 1986)

· McHale, D.J. Pendragon series. Aladdin. (The Merchant of Death, 2002)

· Nimmo, Jenny. Children of the Red King series.  Orchard. (Midnight for Charlie Bone, 2003)

· Paolini, Christopher. Inheritance series. Random House. (Eragon, 2003)

· Patterson, James.  Maximum Ride series. Little, Brown. (The Angel Experiment, 2005)

· Paver, Michelle.  Chronicles of Ancient Darkness series.  HarperCollins. (Wolf Brother, 2005)


· Riordan, Rick. Percy Jackson and the Olympian series. Hyperion. (The Lightening Thief, 2005)

· Rowling, J.K. Harry Potter series. Scholastic. (Harry Potter and the Sorcerer’s Stone, 1998)

· Sage, Angie. Septimus Heap series. HarperCollins. (Magyk, 2005)

· Shan, Darren.  Cirque du Freak: The Saga of Darren Shan series. Little, Brown. (Cirque du Freak, 2001)

· Smith, Jeff. Bone series. Scholastic. (Volume 1: Out From Boneville, 2005)

· Stone, Jeff. The Five Ancestors series.  Random House. (Tiger, 2006)

· Tolkien, J.R.R. Lord of the Rings series. Houghton Mifflin. (The Fellowship of the Ring, 1954/1988)

Other Authors Popular with Boys
Walter Dean Meyers

Gary Paulsen

Mike Lupicia
Lois Lowry
Avi

Ben Mikaelsen

Chris Crutcher

Gary Soto

Nancy Farmer

Selected books are considered appropriate for students who read at approximately an eighth-grade level.

Appendix D
Name: ________________________________________

Class Period:________

Reading Interest Survey

1. Do you like to read at all?

2. If you do, what are some of the books you have liked lately?

3. If you don’t like to read, what topic would you like to read about?  

4. Check off the topics that you might like to read about:

------ Adventure

------ Art & Drawing

------ Astrology

------ Biographies

------ Cars & Other Vehicles

------ Fantasies

------ Funny Books

------ Graphic Novels or Comic Books

------ How to Do Things

· What things?

------ Jokes and Riddles

------ Military Stuff

------ Mysteries

------ Novels

------ Plays

------ Scary Stories

------ Science Fiction

------ Sports

------ Supernatural Stories

------ Travel

------ Westerns

5. Do you like to read the newspaper?  Which parts?

6. What are your favorite television programs?
7. What is your favorite magazine?
8. List some hobbies that you have.
9. Name a few of your favorite movies?

10. When you were little, did you like it when someone read aloud to you?

� Note: M=Male, F=Female


� Data are from the National Assessment of Educational Progress (NAEP)


� Data are from the Ontario Secondary School Literacy Test (OSSLT)


� Data are from four standardizations of the Differential Aptitude Tests and Preliminary Scholastic Aptitude Test/Scholastic Aptitude Test


� Data are from Performance Indicators in Primary Schools (PIPS) Project


� Note: M=Male, F=Female


� Data are from National Education Association Male Teacher Fact Sheet 2003
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