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ABSTRACT  

 

Research has indicated that effective literacy skills are needed participate fully in 

society and become productive employees.  Still, many high school graduates lack the 

essential literary skills needed.  In spite of African American males continuing to value 

literacy, some are not performing to levels of proficiency.  Understanding the impact 

teachers and educational leaders have on studentsô reading achievement, attention has 

been placed on studentsô motivation to read. 

 The purpose of this qualitative multiple case analysis was to explore what 

motivated reading in African American males enrolled in developmental reading classes 

at a Central Alabama Community College. Four theoretical frameworks ï acquired needs, 

drive, extrinsic motivation, and intrinsic motivation ï were utilized in this study. A 

multiple case analysis allowed the researcher to explore and gather information through 

in-depth interviews and reflective journaling with nine African American male students 

and three of their teachers. The analysis of data revealed four themes and corresponding 

subthemes. A cross case analysis denoted similarities and differences among student and 

teacher perceptions of what motivated reading in African American males. Major themes 
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that emerged were (a) motivators to read (b) obstacles/factors that impeded motivation (c) 

ideas on personal improvement and (d) qualities of effective readers/teachers. 

 The study offered practitioners in the field of education insight on studentsô 

motivational behaviors. Collegiate faculty along with administrators and teachers within 

the K-12 setting have access to pertinent strategies to prepare students for college, 

employment, and to become productive members of society. It revealed what was needed 

to assist African American males in reaching their full potential of becoming proficient in 

reading and successful in their literacy-based homes and jobs. Knowing what motivates 

reading among African American males serves as a gateway to reading intervention. 

Because this study explained how they are motivated, teachers and educational leaders 

have access to a blueprint for culturally relevant instructional teaching practices; 

graduating students who are college and/or career ready. 

 

 

 

 

 

 

 

Keywords: Reading Achievement, African American Males, Culturally Relevant, 

Education and Intervention, Principals, Teaching Practices 

 



 

v 
 

 

 

 

DEDICATION 

 

To My Family 

 

 

In loving memory of 

 My Grandparents: Otis and Fleeta Mae Dickson  

My Aunt: Sylvia Diane Sturdivant  

To  

Mother and Father:  Thelma Dickson Dunbar and Derrick Prince 

Godmother: Stacy Allen Logan 

Sister: Lakeshia Renae Guillory 

Brother: Martese Dewayne Prince 

Cousin: Yohance Lamar Dickson ñSkipò 

Nephew: Marquis Guillory 

 

 

 

 

 



 

vi 
 

 

ACKNOWLEDGMENTS 

 He hath made everything beautiful in his time: also he hath set the world in their 

heart, so that no man can find out the work that God maketh from the beginning to the 

end. Ecclesiastes 3:11 KJV 

I want to thank God for giving me life, wisdom, and stamina ï not just to write 

this dissertation, but for every single day.   I thank Him for all my wonderful friends and 

family. They have walked beside me and prayed continuously, seeing it to completion. I 

thank Him for the soldiers, like my sister ï Lakeshia Renae Guillory ï whose daily 

sacrifice allows me to experience the freedom of education and expression needed to 

communicate ideas. I thank Him for my wonderful dissertation committee. These are the 

chosen ones He preordained to give ideas, challenges, and opportunities to stretch my 

thoughts and mind on this topic.   

I thank Him for my teachers who instilled knowledge, compassion, and grit. I 

thank Him for the pastors He placed along my path. They have instilled faith with their 

wordséreminding me that I am More Than a Conqueror and called to the Highlands.  I 

thank Him for the leaders and teachers of schools I have taught within. Each has added 

character to my life, professionally and personally. I thank Him for the students I have 

taught and all of the children of the world whom He said ñSuffer them to come unto me.ò 

The purity of Godôs faith, hope, and love shining through them is what inspire and 

motivate us all. Finally, I thank Him for the reader and the listener of this dissertation.  

May you be inspired to conquer all that you imagine, always remembering you are well 

able!  



 

vii 
 

 

 

 

TABLE OF CONTENTS 

Page 

 

ABSTRACT  ...................................................................................................................... iii  

DEDICATION .....................................................................................................................v 

ACKNOWLEDGEMENTS ............................................................................................... vi 

LIST OF TABLES  ............................................................................................................ xi 

LIST OF FIGURES  ......................................................................................................... xii  

INTRODUCTION  ..............................................................................................................1 

Statement of the Problem .....................................................................................................3 

Purpose of the Study ............................................................................................................6 

Significance of the Study .....................................................................................................6 

Statement of the Research Questions ...................................................................................8 

Assumptionsé .....................................................................................................................9 

Limitationsé... ..................................................................................................................12 

Delimitationsé ..................................................................................................................13 

Operational Definitions ......................................................................................................13 

Organization of the Study ..................................................................................................14 

 

REVIEW OF THE LITERATURE ...................................................................................16 

   

Perspectives on Reading Achievement ..............................................................................16 

 Literacy Instruction of Teachers Problem..............................................................18 

 Proficient Readers ..................................................................................................20 

 Caring, Supportive Relationships ..........................................................................21 

 Teacher-Student Expectations ...............................................................................22 

Reading Achievement and Motivation Problem ................................................................23 

 Non-Proficient Readers ..........................................................................................24 

 African American Males ........................................................................................26 

 Family Expectations, Values, and Community Involvement ................................28 

 Efforts towards Reading Proficiency within K-12 Schools ...................................30 

 Efforts within Colleges and Universities ...............................................................31 



 

viii 
 

TABLE OF CONTENTS (Continued) 

Page 

 

Motivation and the Theoretical Framework ......................................................................34 

 Acquired Needs Theory .........................................................................................34 

 Drive Theory ..........................................................................................................35 

 Extrinsic Motivation Theory ..................................................................................36 

 Intrinsic Motivation Theory ...................................................................................36 

Culturally Relevant Instructional Practices .......................................................................37 

Culturally Relevant Leadership .........................................................................................42 

  

METHODOLOGY ............................................................................................................47 

 

Restatement of the Research Questions .............................................................................47 

Sample and Setting ............................................................................................................48 

Method Selection ...............................................................................................................49 

Research Design.................................................................................................................50 

Data Collection Procedureé .............................................................................................50 

Data Analysis Procedureé... .............................................................................................52 

Establishing Credibility and Trustworthinessé ................................................................53 

Ethical Considerations .......................................................................................................55 

Researcher Positionality.....................................................................................................58 

Summaryéé. ...................................................................................................................59 

 

FINDINGSé.. ...................................................................................................................61 

 

Setting / Context ................................................................................................................61 

Participantsé.. ...................................................................................................................63 

Student Participants ...........................................................................................................65 

 Noahé ...................................................................................................................65 

 Qéé.. ...................................................................................................................66 

 John Smith .............................................................................................................66 

 James LeMour ........................................................................................................67 

 Anthony..................................................................................................................68 

 Darius... ..................................................................................................................68 

 C-Mike ...................................................................................................................69 

 C Tech. ...................................................................................................................69 

 Ralphé ..................................................................................................................70 

Student Themes ..................................................................................................................70 

 Motivators to Read .................................................................................................71 

  Family ........................................................................................................71 

  People .........................................................................................................73 

  Online Media .............................................................................................76 

  



 

ix 
 

TABLE OF CONTENTS (Continued) 

Page 

  

  Nonfiction Text ..........................................................................................76 

  The Bible ....................................................................................................77 

  Keep It Interested or Me Interested ...........................................................78 

  Novel Projects ............................................................................................79 

  Praise, Passing Grades, Money, and Success ............................................80 

 Obstacles That Impede Motivation to Read...........................................................82 

  Lack of Relevance / Boring Text ...............................................................82 

  Big Words ..................................................................................................83 

  Confusing Language ..................................................................................83 

 What Students Feel Will Help Them Become Better Readers ..............................84 

  Interesting or Engaging Text .....................................................................84 

  Vocabulary Development Instruction ........................................................85 

  Explaining and Providing a Rationale for Reading ...................................85 

  ñTranslatingò or Explicit Teaching Strategies with Time to Practice ........86 

 Studentsô Perceptions: What Being Motivated Can Do 

 Qualities of Effective Readers ...............................................................................88 

Teacher Participants ...........................................................................................................89 

 Bethé. ...................................................................................................................89 

 Fredaé ..................................................................................................................90 

 Nancyé .................................................................................................................90 

Teacher Themes .................................................................................................................92 

Teacher Perceptions of What Motivate Reading and Factors That Impeded 

Motivationé. .........................................................................................................93 

Students Becoming Better Readers and Qualities of an Effective Teacheré. ......93 

Teacher Practices ...............................................................................................................94 

Cross Case Analysis ...........................................................................................................96 

Motivators to Readé. ............................................................................................98 

  Similarities .................................................................................................98 

  Differences ...............................................................................................100 

Obstacles/Factors That Impede Motivation to Readé. .......................................100 

  Similarities ...............................................................................................101 

  Differences ...............................................................................................101 

Ideas for Personal Improvementé. .....................................................................102 

  Similarities ...............................................................................................102 

  Differences ...............................................................................................103 

Qualities of Effective Readers/Teachersé. .........................................................104 

  Similarities ...............................................................................................104 

  Differences ...............................................................................................104 

Finding from Studentsô Bookprints .................................................................................105 

Researcherôs Synthesis.....................................................................................................108 

The Motivation Cycleé. .....................................................................................109 

Summary ..............................................................................................................111 



 

x 
 

TABLE OF CONTENTS (Continued) 

Page 

 

DISCUSSIONé.. ............................................................................................................113 

 

Summary of Major Findings ............................................................................................113 

 

Central Research Questioné. ..............................................................................113 

Sub-Questionsé. .................................................................................................117 

  Question 1 ................................................................................................117 

  Question 2 ................................................................................................117 

  Question 3 ................................................................................................118 

  Question 4 ................................................................................................119 

  Question 5 ................................................................................................119 

Overall Significance.............................................................................................120 

Implications for Educational Teachers and Leaders ........................................................122 

Praise, Love, and Careé. ....................................................................................123 

Provide the Best Teachers and Resourcesé. ......................................................125 

Embrace Culturally Responsive Teachersé. ......................................................126 

Converse with Students (African American Males)é. .......................................131 

Recommendations for Future Research ...........................................................................133 

Conclusioné.. .................................................................................................................134 

Referenceséé ................................................................................................................137 

 

APPENDIX  

 A PARTICIPANT RECRUITMENT LETTER WITH DECISION FORM  ..........152 

 B INTERVIEW PROTOCOLS  ..............................................................................155 

 C PARTICIPANT REFLECTIVE JOURNAL  ......................................................164 

 D STUDENT THEMES AND SUBTHEMES ........................................................166 

 E TEACHER THEMES AND SUBTHEMES ........................................................168 

 F INSTITUTIONAL REVIEW BOARD APPROVAL FORM .............................170 

 

 

 

 

 

 



 

xi 
 

 

 

LIST OF TABLES 

 

Tables                                                                                                                             Page 

 

4.1    Student and Teacher Participant Demographic Table ...........................................64 

 

4.2    Teacher Participant Demographic Table ...............................................................89 

4.3    Summative Table of Themes and Subthemes ........................................................97 

4.4 Motivators to Read .................................................................................................98 

4.5 Obstacles / Factors That Impede Motivation .......................................................100 

4.6 Ideas for Personal Improvement ..........................................................................102 

4.7 Qualities of Effective Readers / Teachers ............................................................104 

4.8 Bookprint Data .....................................................................................................106 

 

 

 

 

 

 

 



 

xii 
 

 

 

LIST OF FIGURES  

 

Figures                                                                                                                           Page 

 

1.1 New Teacher Report ......................................................................................................3 

4.1 Student Themes and Subthemes ..................................................................................71 

 

4.2 Teacher Themes and Subthemes ..................................................................................92 

 

4.3 Teacher and Student Themes (Cross Case Analysis) ..................................................96 

 

4.4 The Motivation Cycle ................................................................................................109 

 

5.1 Motivation (Drive)  ....................................................................................................116 

 

 

 

 

 



1 
 

  
 

 

 

CHAPTER 1 

 Introduction  

According to Kelley and Decker (2009), ñReading is a fundamental and necessary 

skill in order to successfully participate in society, yet employers lament that high school 

graduates lack the necessary literacy skills to be productive employeesò (p. 466).  During 

academic school year 2009-2010, the high school graduation rate was 83% for Caucasian 

student, 71.4% for Hispanic students, 69.1% for American Indian/Alaska Native students, 

and 66.1% for African American/Black students (Aud et al., 2013). This is unfortunateé 

and quite alarming. Especially considering many of these individuals have passions that 

lie dormant in their quests to become educators, doctors, police officers, fire fighters, 

lawyers, and politicians.  What stopped them from reaching their full potential? What 

barriers caused this deficit in reading proficiency? What can administrators, teachers, and 

interventionists do to aid this crisis?  These questions inundated my mind as I grappled 

for the solution.  

The underachievement of reading has been detected among African American 

male students from entry of schooling in kindergarten through their high school years 

(National Center of Education Statistics, NCES, 2007).  For more than a decade, 

literature confirms African Americans may enter and leave the K-12 school setting 

lacking essential literacy skills (Swanson, Cunningham & Spencer, 2003). What could 

explain this?  
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Some concluded that some high school African Americans have not learned to 

effectively motivate themselves academically due to ñcultural misunderstanding, low 

expectations by school staff, disparity in resources, and parenting styles in conflict with 

the demands and expectations of traditional schoolsò (Uwah et al., 2008, p.3). Hoover 

(2012) beckons teachers to be cognizant of studentsô cultural/linguistic differences to 

make informed instructional decisions that foster engagement. As for students, Allington 

(2012) said, ñThey need access to books that entice them and attract them to reading.ò 

While researching recommendations for struggling 6
th
 Grade readers, Jenkins 

(2009) discovered that people are more easily motivated to engage in tasks they find 

enjoyable or fulfilling.  Previously, Schraw and Brunning (1999) declared that a readerôs 

motivation is directly related to his or her engagement in reading.  It was said that readers 

who are not motivated do not identify themselves as readers (Beers, 1998).  Often times, 

they are not familiar with the strategies that proficient readers, those that are motivated, 

apply to construct meaning from text (Harvey & Goudvis, 2007). Consequently, 

unfavorable outcomes surface. 

These outcomes, affecting African American males, include high incarceration 

rates, low representation in gifted educational classes, and an overrepresentation within 

special education programs (Donovan & Cross, 2002).  ñDespite all the turmoil that 

surrounds black [or African American] males in the United States, particularly the ones 

who are born into poverty, many [still] continue to value literacyò (Tatum, 2003, p. 622). 

It could benefit African American males to develop the motivation necessary to become 

proficient readers ï especially those enrolled in developmental reading classes. 

 



3 
 

  
 

Statement of the Problem 

According to the United States Department of Education, more than 60% of K-12 

students read below the proficiency level needed to process written materials used in their 

grade levels. In 2007, after 3.9 million eighth graders were assessed in the United States 

with the National Assessment of Educational Programs (NAEP), the data revealed that 

almost 70% of eighth graders did not perform to levels of proficiency.  A more recent 

study by NAEP in 2011 showed that only 27% of eighth and eleventh grade boys are 

writing at or above the proficiency level (National Center for Education Statistics, 2012). 

The response of many states was to provide professional development so that teachers 

could become more effective.  Teacher preparation was suggested upon noticing that 

three in five educators reported (Figure 1.1) their institutions of higher learning did not 

prepare them for ñclassroom realitiesò (Levine, 2006).  

New Teacher Report of ñClassroom Realitiesò 

 

         Figure 1.1 
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The intent of the professional development was to prepare and increase teacher 

competence.  Too often teachers attended professional development workshops and/or 

job-embedded sessions that did not target the specific needs of students in their 

classrooms.  

Although the state of Alabama has shown improvement in elementary studentsô 

reading performance with programs such as the Alabama Reading Initiative (ARI) and 

there is professional development offered in middle and high school settings to give 

teachers strategies to teach students in those settings based on the initiatives of ARI 

(Bacevich & Salinger, 2006), African American students ñwill want to benefit from those 

strategies only if they are motivated for readingò (Ulper, 2011, p. 954).  While occupying 

schools within the United States in massive numbers, it might be inferred that African 

American males ñcontinue to attend schools with the hopes of being rescued from some 

of [the] deleterious conditions that envelop their livesò (Tatum, 2003, p. 623).   

According to Hawley and Nieto (2010): 

We need, however, to recognize an inconvenient truth ï that when it 

comes to maximizing learning opportunities and outcomes for students 

from racially and ethnically diverse backgrounds, race and ethnicity 

matter. Race and ethnicity influence teaching and learning in two 

important ways: They affect how students respond to instruction and 

curriculum, and they influence teachersô assumptions about how students 

learn and how much students are capable of learning. (p. 66) 

The Common Core Standards (CCSS) became a force that shaped current 

educational thinking and practices. In January 2014, there were 45 states (including 



5 
 

  
 

Alabama) that adopted the English Language Arts (K-12) Common Core State Standards 

(ELACCS).  These standards promoted literacy as a critical skill for success in college 

and career. Not only did the ELACCS signify the most extensive basis for national 

agreement of learning standards related to what students should know and be able to do, 

but the standards were marked higher than past in terms of what was expected of teachers 

to accomplish this with their students (ACT, 2010; Carmichael, Wilson, Porter-Magee, & 

Martino, 2010; McLaughlin & Overturf, 2013; Morrow, Wixson, & Shanahan, 2013). 

 By implementing the ELACCS, changes were expected to occur in reading and 

writing instruction. These inclusions were intended to positively impact teachersô 

instructional practices and their studentsô learning. With the shameful contrasts in 

academic outcomes of African Americans and other students of color compared to white 

students and Asians, one would anticipate the policies and practices related to ethnicity 

and race to be within the reform agenda of CCSS-ELA. Hawley and Nieto (2010) 

revealed that there is widespread discussion of the ñminority achievement gap,ò but 

solutions on public reform agendas are invariably color-blind. They expressed that there 

is an assumption that what works in schools with Asian and white students will work 

with African Americans and other students of color ï if done more frequently. According 

to them, schools with ñrace- and ethnicity responsive school culturesò are those where 

teachers and administrators show respect and affirmation for the identities and 

experiences of students, making it clear that motivation to succeed can overcome fierce 

organizational inequalities. 
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Purpose of the Study 

 The purpose of this qualitative study was to explore what motivated reading in 

African American males enrolled in developmental reading classes at a central Alabama 

Community College. Because few studies examined what motivated collegiate students, 

most with high school diplomas, who are not proficient in reading to read, this study 

added to the limited knowledge of research as it projected the marginalized voices of 

African American males.  

Significance of the Study 

The significance in this study resounded in the research of Tatum (2003): 

Why focus on the literacy of black males? Because black males remain a 

caricature of social pathology and disdain in U.S. societyðan enigma of 

the U.S. consciousness. They are disproportionately represented in the 

categories of special-needs students and low achievers. Their high school 

dropout rates have increased since 1990. They are underrepresented on 

college campuses and in most professions. Black males are the only group 

to hold the distinction of having more of their number in prison than in 

college. They are the only group of males to be outnumbered by women in 

college enrollment in the United States (see Kunjufu, 1995). These reasons 

constitute a need to sound the alarm for literacy educators. (p. 623) 

Social issues, such as incarceration, high school retention rates, negative media 

perceptions and stereotypes are the pillar for many research studies. Such issues have 

raised concern for the plight of the African American community, especially males. For 

many African American males, these issues shape their reality. Overcoming, or rising 
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above such issues can present an unsurmountable barrier for many African American 

males. Yet many young African American males are able to overcome these daunting, 

challenging issues and attain success. These are the individuals who have fought against 

the negative perceptions and stereotypes by society of who and what an African 

American male should be. There are a plethora of men have been able to navigate their 

way through some of the barriers and, in essence, redefine what success means for an 

African American male in the U.S. Unfortunately, when looking only at the data retrieved 

by biased assessments, the multiple intelligences of African American may remain 

unrecognized. Sanchez (2010) reported: 

Despite research that argues that standardized tests like the ACT are 

biased against the linguistic backgrounds of African American students 

(Fleming & García, 1998), these tests are still used to gain entry to 

university programs so as to protect the myth that there is one standard 

English that is superior to other variations. (p. 478) 

 There appears to be a rift in the assessment data gathered in schools. It does not 

reflect the potential of African American males nor does it explain their motivation. This 

qualitative research study provided more insight into African American males. Their 

stories of motivation and accomplishment can inspire others to do the same. 

While addressing the central phenomenon, reading motivators for African 

American males enrolled in developmental reading classes, the findings gave 

practitioners in the field added insight of the learned behaviors of motivation. Collegiate 

faculty along with administrators and teachers within the K-12 school settings now have 

access to pertinent strategies to prepare students for college, employment, and to become 
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productive members of society.  This benefits African American males by giving them 

the necessary skills they need in order to reach their full potential of becoming proficient 

in reading and successful in their literacy-based homes and jobs. Because the acquisition 

of literacy skills is essential to individuals of all ethnicities, knowing what motivates 

reading among African American males enrolled in developmental classes could serve as 

a gateway to intervention- especially as the motivators to read are utilized. Moreover, 

knowing how they are motivated would provide school leaders, those in K-12 and post-

secondary institutions, with a blueprint for culturally relevant instructional reading 

practices; graduating students who will be college and/or career ready. This study offered 

knowledge that can be generalized as I presented the motivators to read, given by African 

American males enrolled in developmental reading classes at a Central Alabama 

Community College.  The findings were shared at local professional development 

opportunities within local school districts and Community Colleges.  Other K-12 school 

districts and post-secondary institutions may use the findings for curriculum development 

and teacher preparatory courses. 

Statement of Research Questions 

The central research question was ñHow are African American males enrolled in 

developmental reading classes motivated to read? The sub-questions are:  

¶ What extrinsic factors do African American males perceive motivates them to 

read? 

¶ What intrinsic factors do African American males perceive motivates them read? 

¶ How do external factors (family, friends, and community) motivate African 

American males to increase their reading proficiency? 
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¶ How do internal factors (joy of learning, personal satisfaction, self-confidence) 

motivate African American males to increase their reading proficiency? 

¶ What do instructors/teachers perceive motivates African American males to read? 

Assumptions 

ñResearchers must include in their research design ways in which they will 

demonstrate to their audience how  they situate themselves historically and 

geographically, as well as their personal investment in the researchò (Jones, Torres,  & 

Arminio, 2006, p. 113).  There are some philosophical assumptions with implications for 

practice in qualitative research.  The analyses of ontology, epistemology, axiology, 

generalizations, causality, and research logic will be discussed along with its possible 

influence upon my personal approach to research. 

I possess the ontology that individuals can construct their own reality.  To 

understand the world, it is imperative to understand the sum of multiple perspectives on a 

given topic - giving voice to groups or individuals that have not been heard. I believe the 

best way to do this is to observe subjects in action. My epistemology centers on the fact 

that the best way to comprehend a person or thing is to be engrossed in its culture or 

environment.  As a qualitative researcher, I believe that significant and mature 

generalizations are not derived until an individual is able to view a subject/substance in 

its context.  Because of this, I concede with Laughlin (2003), the qualitative researcher 

becomes an ñinsiderécollaborates, spends time in field with participantsò (RRT 

Handout, fall 2003).  

Reflecting on my personal interest of looking at how African American males 

enrolled in developmental reading classes are motivated to read, I possess axiological 
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assumptions that are closely related to the epistemological ideas mentioned above.  I 

believe that values mediate and shape what is understood and/or perceived by individuals 

as it relates to motivation. Believing that individuals have the ability to create and 

enhance change in others and their environment, the inquiry of motivational factors 

contributing to reading motivators among African American males was one I anticipated 

the findings. Findings came after obtaining first-hand knowledge from the students, or 

participants. Inclusion of teacher/instructor perceptions of what motivated African 

American males to read broadened the findings on this topic. It permitted a cross case 

analysis in viewing the similarities and differences among teacher and student 

perceptions of how African American males are motivated to read. 

With generalizations that this research is systematic and increases knowledge of a 

particular situation, the purpose was to explore and analyze how African American males 

enrolled in developmental reading classes were motivated to read.  The goal was to 

generate knowledge as it relates to reading.  My philosophical assumptions influenced 

my approach to an exploratory research design where there were few earlier studies to 

refer to. Af ter exploring, the causality of the research sought to explain the catalyst of 

oneôs motivation to read within developmental reading classes in Central Alabama.  The 

research was inductive, proceeding from specific to general.  Basic outcomes were 

applied to contribute to the knowledge base and were used to resolve a particular problem 

within the academic school setting.  As the researcher, I realize that my inner-city 

upbringing in an African American family reared with grandparents deeply rooted in the 

Christian faith could have an affect what was found, how I interpreted the findings, and 

how I interviewed the students and teachers searching for what motivated African 
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American males to read. This study provided a platform for the voices of African 

American men. The poem on the following page is reflective of my assumptions. It 

echoes a voice on behalf of African American males enrolled in developmental reading 

classes that participated in this study: 

I AM HERE  

Like carbonation in a bottle of Coke waiting for someone to open  

(After being shaken), 

 I sit waiting on the opportunity to erupt into wondrous explosions.   

Explosions of ideas beckoning to be etched on a page, a screené 

Breathing life into this paperébreathing change in your heart. 

Like a yellow light waiting on my color to turn green,  

I anticipate the moment when you accelerate and move forwardé 

Not too fast or too slow, but at a pace where you know you cané 

Without the chastisement of official  beings. 

Like the embryo in a motherôs womb, I wait on my welcome in this world.  

A world where words shape the very essence of things,  

Causing tangible stepsé towards success or failure.  

I understand that the choice is yours. 

Like the moon, I wait on the sun to go down so that I can shine.  

Shine so brightly and brilliantlyé until you realize I am here.   

Prepared to illuminate your mind and capture your attention.  

Waiting on something move so that you to see meéyour lens of darkness. 

Iôve been glistening, sparkling, and reflecting light all the while.  

All the while, Iôve been radiant and beautiful beyond description.   
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All the while, Iôve known my position and potentialéOnly now,                         

you can finally see me. 

I hope you can hear me. 

I am here. I am here. I am here.  

Lessen (2010) says, ñIf the characters do not resonate with contemporary readers 

because they are from different culture, religion, ethnic group, or gender, there still can 

be touch points between other aspects of the story and readersò (p. 9). The findings from 

this study would provide touch points that educators may use to increase reading 

motivation among African American males. Although this study is a multiple case study 

focusing on a marginalized group, the contributions in the field of education could be 

applied to any non-proficient reader.  Schools and institutions of higher learning may 

implement these findings to increase the desire to read, possibly yielding more educated, 

productive citizens. 

Limitations  

The limitations of time and scheduling challenges come with the nature of 

qualitative research.  Bogdan and Biklen (2003) informed that in qualitative research, 

ñPeople you interview often change their minds as they talk with you, and end up 

wanting much of your timeò (p. 45).  During the interview, the questions and purposes 

could also change.  

 In spite of this change, one advantage of this study was that the findings retrieved 

were grounded in data from the participants. Creswell (2008) states, ñThe qualitative 

inquirer allows the participant to set the directionò (p. 141).  Though some of the 

participantsô schedules changed and adjustments had to be made to originally set 
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interviewing times, gathering an understanding of how African American males were 

motivated was attained.  This study leads to future development and improvement of 

instructional strategies and support among those in the K-12 and post-secondary settings.  

Moreover, it aligned with the Stateôs newly adopted English Language Arts Standards of 

developing College and Career Ready students. 

Delimitations 

A delimitation of this study was that it was bound to African American males.  

With the exclusion of females, the motivational factors related to gender and reading 

achievement may need further study. Additionally, the sample within this study included 

African American males enrolled in developmental reading courses in a community 

college.  Thus, student and teacher perceptions of motivation are limited to this particular 

setting within Central Alabama. The exploration of motivation across genders, among 

other ethnicities, and within broad geographic locations was not sought after in this 

particular study.   

Operational Definitions 

Throughout this study, studentsô perception of motivation for reading is defined as 

that which creates a desire to read (Merriam-Webster Dictionary).  Other definitions of 

terms used throughout the study include the following:  

Achievement ï a result gained by action 

Acquired needs ï needs shaped over time, includes achievement, affiliation, and power 

Affiliation ï closely associated with; typically in a dependent or subordinate position   

Developmental ï that which is developed or changed  

Drive ï an internal stimuli that prods an individual or object into action 



14 
 

  
 

External ï capable of being perceived outwardly; situated at, on, or near the outside 

(family, friends, and community) 

 Extrinsic ï external, tangible rewards (school assignments, get a job, make more money) 

Internal- existing or situated within the limits or surface of something; situated near the 

inside of the body (self-motivation) 

Intrinsic ï internal, value-based rewards (joy of learning, personal satisfaction, self-

confidence) 

Power ï ability to act or produce an effect 

Proficient ï advancement in knowledge or skill; progress 

Tiered -   ranked according to level of difficulty 

Organization of the Study 

This study is composed of five chapters. Chapter 1 gives an overview of Reading 

and provides background information on its proficiency among African American males. 

Presented in Chapter 1 is the statement of the problem, purpose of the study, research 

questions, assumptions, limitations, delimitations, operational definitions, and the 

organization of the study. Chapter 2 includes a review of the literature.  This review 

includes discussions on various perspectives of reading achievement and motivation. It 

features topics related to non-proficient readers and the efforts teachers in Kindergarten 

through 12
th
 Grade exhibited to improve reading achievement.  Studies with teaching 

efforts from college and university instructors were embedded as well.  Chapter 2 

incorporates literature on culturally relevant instructional practices, discusses culturally 

relevant leadership, and highlights the theoretical framework for this study.  Chapter 3 

consists of information related to the methodology for this research along with the design 



15 
 

  
 

used to gather and analyze the data.  Chapter 4 presents the findings.  Bookending the 

study, Chapter 5 provides a summary and closes the study with implications for practice 

and recommendations for future research.   
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CHAPTER 2 

Review of the Literature 

The information sought in this study derived from the research question, ñHow 

are African American males enrolled in developmental reading classes motivated to 

read?ò Literature was reviewed in an effort to address this question.  Discussions on 

various perspectives of reading achievement and motivation as it relates to non-proficient 

readers and efforts to help students achieve proficiency within Kindergarten through 12
th
 

Grade and colleges and universities are within. It is important to note that while the K-12 

studentsô enrollment in school were the initial choice of parents or influential others, 

participants of this study, community college students, did not have to be enrolled. They 

made the choice themselves. Inclusion of research on K-12 students was pertinent as it 

yielded background knowledge relative to the participants within this study. Knowing 

efforts that existed upon previous schooling (K-12) inform readers of efforts towards 

motivation leading up to studentsô community college experience. 

Within this chapter, literature is incorporated on culturally relevant instructional 

practices, culturally relevant leadership, and the theoretical framework for this study. The 

theoretical framework concludes the literature review with theories on acquired needs, 

drive, external and internal motivations that may explain how African American males 

enrolled in developmental reading classes at a Central Alabama Community College are 

motivated to read.  

Perspectives on Reading Achievement 

In too many schools within the United States of America (U.S.), students are 

receiving a deprived curriculum, with literacy instruction that is not suited to their needs, 
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and some without any literacy instruction (Greenleaf & Hinchman, 2009).  ñNational 

reading achievement data continue to indicate that a group, African American males ï 

particularly adolescents in the middle and high school classrooms ï are not performing 

wellò (Tatum, 2006, p. 44). This presents a dilemma.  

According to the Alabama Commission of Higher Learning, ñAbout one out of 

three (32%) of Alabamaôs students who graduate and enroll in a public college or 

university requires remediation courses in reading.ò  Juchniewicz (2011) argued that 

reading is not only necessary to be an active member of society, but also to maintain and 

take control over oneôs life. Literacy demands more than the ability to read within the 

classroom.  It includes being able to use a computer, navigate a website, read instructions 

for prescription medication and managing oneôs financial information.  Currently, 11 

million adults are functionally illiterate in our world.  In Alabama, every 1 in 4 

individuals are functionally illiterate.  Functionally illiterate means there is an inability to 

read, write, or use technology in everyday life. Illiteracy is linked to numerous social 

problems including crime, poverty, and poor emotional health. When one is illiterate, it 

can have a negative impact on the economy. This can lead to an increased number of high 

school dropouts, incarceration, teen pregnancy, and unemployment.   

 According to Guthrie and Ruthie (2000), an increased attention to motivation 

could lead to an increase in studentsô reading achievement while also creating more 

intrinsically motivated readers.  Parson and Kritsonis (2006) found that ñthe educational 

performance of at-risk children will not improve unless efforts are made to remove the 

barriers to learning created by problems that begin outside the classroom wallsò (p. 5). 

This finding emphasizes the importance of studentsô environment outside the class, which 
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most often includes their home lives.  Often forgotten is the importance of parental 

involvement in a studentsô education, even at the collegiate level.  ñParent involvement is 

effective in fostering achievement and affective gains at all levels, and schools are 

encouraged to engage and maintain this involvement throughout the secondary yearsò 

(Parson & Kritsonis, p. 6, 2006).  Some students, including African Americans, may 

continue to struggle academically because of the lack of an effective support system. 

Carter, Hawkins and Natesan (2008) discussed the notion of African American 

students and the lack of verve as it related African American culture. Boykin (1983) 

defined verve as ñhaving energy, being intense, and having expressive body language, 

which also implies a propensity to remain stimulating and livelyò (p. 31).   Carter et al. 

(2008) found many African American students find learning in schools challenging 

because ñteaching styles remain mainly geared towards European American childrenò (p. 

31).  The lack of verve in educational settings often follows the trend of diminishing as 

students advance in their educational careers.  This lack of verve in college settings can 

be a contributing factor in African American students who are non-proficient in their 

reading at the collegiate level. If African American students find certain reading material 

of little interest or excitement and if they are not motivated to read, this contributes to an 

inability to read and comprehend text proficiently. 

Literacy Instruction of Teachers 

  Brozo and Flynt (2008) provided six evidence-based principles that teachers can 

use to motivate students to read in the content classroom: elevating self-efficacy, 

engendering interest in new learning, connecting outside with inside school literacies, 

making an abundance of interesting text available, expanding choices and options, and 
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structuring collaboration for motivation. Collaboration among teachers and students 

fosters motivation to read.  Guthrie (2008) informed that student motivation increases 

when their teachers are partners with them in reading.  After studying African American 

college students perceptions of their high school literacy preparation, Banks (2005) 

noted: 

Students experienced low levels of teacher expectation during high school 

literacy preparation. In college, the students were forced to reconcile the 

tension between their high school preparation and college expectations. 

The literacy experiences of which the students spoke highly were those in 

which teachers and parents provided students with academically 

challenging tasks and valued their potential to excel. (p. 28) 

It appears teachers and parents should provide students with essential tasks that 

value and challenge them. Expectations should be high towards students and their 

academic performance.   

Although students spoke highly of teachers that provided academically 

challenging tasks at the collegiate level (Banks, 2005), there is a difference in 

how teachers are trained or developed. Murrell and Meyer (2014) shared the 

results from a national study conducted with 39 higher education institutions 

about the evaluation procedures and outcomes for faculty development.  They 

found that more than 90% of the institutions utilized measures that rendered the 

faculty personôs assessment of satisfaction in general and usefulness of the 

training itself, rather than performance outcomes for students or changes in their 

teaching methodology.  This finding could explain why some teachers do not feel 
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prepared to teach students of diverse cultures based on their college experiences, 

as Levine (2006) revealed. 

Proficient Readers 

The focus of reading instruction has been to create proficient or self-regulating, 

strategic readers. Teachers partner with students towards literacy. In these efforts, 

Johnson (2005) cautions, ñTeaching students to read like proficient readers can only work 

if students have an accurate picture of what strategies good readers useò (p. 770).  Thus, 

it is important for students to be able to define what good reading is. Once students are 

able to do this, ñthey can improve their comprehension andémake the reading event 

more enjoyable and meaningfulò (p. 766). With the majority of teachers nationally using 

the ELACCS, the Common Core State Standards (CCSS) began with what was expected 

of college-and career-ready high school seniors.  This is similar to the recommendations 

of Steven Coveyôs (2004) book titled Seven Habits of Highly Effective People. They 

began with the end of mind.  Shanahan (2013) wrote: 

Past standards [for reading proficiency] have represented what educators 

thought they could accomplish, while the CCSS are a description of what 

students need to learn if they are to leave school able to participate in U. S. 

society and to compete globally by working or continuing their education. 

(p. 208) 

The CCSS are without a doubt more demanding of both teachers and students 

(Reutzel, D. R. & Cooter, R. B, 2015). According to the researchers, ñThey 

represent a forward-looking 21
st
 century representation of what the high school 

graduate student needs.  In the initial stages of implementation and assessment, it 
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is highly likely that school administrators and teachers will see few students 

[including African American males] meeting these higher standardsò (p. 5). 

Immense support is needed, for both teachers and students. 

Caring, Supportive Relationships 

Stanton-Salazer (2001) explored how various forms of support [social and 

institutional] from school personnel can establish positive relationships among 

adolescents; improving academic achievement. According to Muller, Katz, & Dance, 

(1999), there are many students that experience a lack of caring within schools.  In an 

effective teacher-student relationship, both student and teacher share respect and 

understanding of one another that goes beyond the school walls. Noddings (1984), over 

four decades ago, informed that caring, distinguished from pity, is a combination that 

involves respect, trust, and empathy.   

Weissglass (1998) alleged that when a teacher cares, he or she begins to 

understand a studentôs background - making it safe to go deeper to confront attitudes, and 

beliefs, patterns of behavior that foster confident learners. By building relationships filled 

with trust, support, understanding, and care, students gain more options and 

opportunities.  Ding and Hall (2007) found that there are not only positive correlations 

between a studentôs level of achievement, but also with their perceptions of teachers 

caring, in general. Nieto (2012) said: 

Educators need to learn as much as they can about their students: who they 

are, what they value and believe, what they hope for and desire. But 

learning about their students does not simply mean to read a book on 

cultural differences in learning, or to add to the curriculum a unit on the 
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traditions of different families. While these are helpful activities, they may 

do little to inform teachers about the specific children in their classrooms. 

In addition to such activities, educators also need to learn about the 

sociocultural realities of their students, and about the sociopolitical 

conditions in which they live. This kind of learning leads to empathy and 

respect, critical ingredients of care. (p. 30) 

A partnership between home and school is what helps students succeed their 

academic and civic life.  Epstein (2010) reported: 

There are many reasons for developing school, family, and community 

partnerships. They can improve school programs and school climate, 

provide family services and support, increase parentsô skills and 

leadership, connect families with others in the school and in the 

community, and help teachers with their work. (pp. 81-82) 

Teacher-Student Expectations 

Teachers' expectations play a critical role in influencing students' achievement. 

For students from low socio-economic backgrounds and/or marginalized communities, a 

negative perception from a teacher can quickly and permanently disengage them from 

having a positive educational experience. "Teachers often base their expectations on the 

student's prior performance, using indicators such as test scores, track placement, and on 

other characteristics such as behavior, physical appearance, socioeconomic status, the 

student's expectations, and race and ethnicity" (Muller, Katz, & Dance, 1999, p. 297). 

Overall, the expectation of a teacher can impact a studentôs destiny as they navigate 

through school. 
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"Just as teachers' expectations are associated with their behavior and classroom 

processes, the students' educational expectations predict academic performance, 

educational attainment, and (to a lesser extent) occupational attainment" (Muller, Katz, & 

Dance, 1999, p. 298). Teachers with high expectations of their students allow them to 

expect or desire more from their academic ability.  It encourages and empowers students 

to reach his or her unique potential ï taking responsibility and ownership of their 

learning.  

Reading Achievement and Motivation 

According to Maslow (1943), human beings are motivated by needs. It is 

important that the structures in education ï particularly those related to achievement ï 

address the universal needs and motivations. While exploring reading achievement and 

motivation, existing studies dating as far back as three decades have focused on reading 

motivators for students in grades Kindergarten through 12
th
 grade (Deci & Ryan, 1985; 

Gambrell, Palmer, Codling, & Mazzoni, 1996; McClelland & Burnham, 1976). Lepper, 

Green, and Nisbett (1973) preceded these studies when they analyzed motivation among 

preschoolers testing the ñoverjustificationò hypothesis of how an individual perceives 

him/herself ï ñthe proposition that a personôs intrinsic interest in an activity may be 

decreased by inducing him to engage in that activity as an explicit means to some 

extrinsic goalò (p. 129). It was found that when children younger than those in the K-12 

setting expected a reward, their intrinsic motivation decreased in a given task or activity.  

This finding yielded implications to reading suggesting that an increase in studentsô 

intrinsic motivation may signify an increase in studentsô achievement (Harter & Connell, 

1984; Henderlong & Lepper, 1997; Lloyd & Barenblatt, 1984).  When students are 
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motivated, they read more. ñWhen they read more, they are more likely to improve their 

reading abilities, specifically their comprehensionò (Protacio, 2012, p. 69). It has been 

known for over fifteen years that reading motivation is linked to reading achievement 

(Guthrie & Wigfield, 2000). Gambrell (2011) emphasized that it is critical to focus on 

motivation to help students become ñproficient, persistent, and passionate readersò (p. 

177). 

Other researchers identified factors that motivate students to read. These include 

the beliefs, or self-efficacy, about reading, social interactions with texts, access to 

interesting texts, and opportunities for self-selected text (Gambrell, 2011; Guthrie & 

Wigfield, 2000). Studentsô motivations to read along with pedagogy are critical areas that 

need more attention (Cooter & Perkins, 2011). 

Non-Proficient Readers 

Motivating the reluctant or non-proficient reader to read and learn in the content 

classroom may become an easier task ï or increase intrinsic motivation - once students 

are able to find and make connections between the topic of the lesson and their everyday 

practices (Hinchman, Alvermann, Boyd, Brozo, & Vacca, 2003/2004). The instruction 

will build on their prior knowledge to generate a purpose and motivate them towards 

learning as well as confirm what students know to connect new ideas and concepts for 

understanding. Vacca, Vacca & Marz (2011) suggest the use of anticipation guides, 

preview of vocabulary, predicting, and questioning activities to activate prior knowledge.  

It is said that adolescentsô motivation to read consists of their perception of themselves as 

readers and the value they have toward reading (Pitcher et. al, 2007). 
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Little has been written about the non-proficient college student ï especially those 

enrolled in developmental reading classes (Barga, 1996). There are currently college 

students who are of average or above average ability who struggle to learn in traditional 

ways. This struggle is prevalent in their adolescent years. According to Pitcher, et. al 

(2007), adolescents may soon become alliterate, or nonreaders, when they hold a belief 

that the activities surrounding literacy are not fulfilling or too challenging. To compound 

the issue, when adolescents realize they are having difficulty with reading, they construct 

a self-perception that they are ignorant ï not capable of learning.  Because they don't 

want other individuals to perceive them the same way, they begin to avoid reading or 

display resistant behaviors.  These individuals may misbehave in a way that others think 

they are "difficult" - anything but incapable of learning.  Before post-secondary 

education, they would rather be disciplined, sent to the principalôs office, placed in an 

alternative school setting, or even drop out - because anything is preferable to letting 

others know they cannot read well. These students become steadfast in their means of 

motivation to resist recognition, (Pressley, 2005). Some fall through the crack and never 

reach their potential as learners or readers. 

Smithôs (2009) recommendations reveal that educatorsô daily instructional 

decisions determine the extent to which struggling male readers will be able to make the 

connections needed to create and maintain school literacy success. Furthermore, the 

experiences remind us that struggling readers need teachers who are committed to 

reaching out to parents, adapting their instruction, partnering with colleagues, and using 

innovative instructional approaches to decrease failure for struggling readers. 
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African American Males 

It is important that everyone is given equal opportunity to achieve his or her 

potential (Stracher, 1993). This opportunity is important for African American males 

identified as non-proficient readers.   

Too often, educators are afraid to acknowledge that differences exist 

between black males and others. This is due to a commonly held 

misperception that educators who acknowledge such differences are in 

some way supporting a racist agenda. They are not. Instead, part of our 

collective failure to meet the needs of black males is a fear of 

acknowledging that they are always being compared to a white middle 

class norm from which they often differ. This culture of fear, stoked by 

political correctness, only serves to hamper efforts to meet their needs and 

will inevitably maintain achievement gaps. (Emdin, 2012, p. 12) 

It is urgent to understand what motivates them to read. Tatum (2009) informed 

that  his ERIC search in the hopes of gathering empirical studies using the descriptors 

ñreadingò, ñboysò, ñadolescentò, and ñAfrican American/blackò yielded zero results.  He 

mentioned that the NAEP trends in reading data revealed that one in 100 African 

American 17 year olds could read and attain information from specialized text.  He 

emphasized that the presence of African American males in research for reading is 

dismal, especially as it relates to reading intervention/developmental reading experiences.  

The research explored, Tatum insisted, focused on them being ñat riskò while not 

drawing on their strengths.  He recommended that to see an increase in the reading 
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development of these adolescent males, interesting texts that are reflective of their lives ï 

speaking to them personally - must be incorporated into the curriculum by educators. 

In his work on improving literacy development for African American adolescent 

males, Tatum (2005) stressed the criticality of the experiences and the voices of African 

American males in the reading classroom, curriculum, teaching, and school leadership 

reform. Morrellôs (2007) work with urban youth in classrooms and communities also 

served as a reference point for how young people are empowered to interrogate African 

American adolescent males, via the use of a critical literacy framework. Both Tatum and 

Morrell reminded readers of the importance of drawing on African American linguistic 

and rhetorical traditions (Ball, 1992; Lee, 1993), spoken word traditions (Fisher, 2007), 

and critical and hip-hop literacies (Hill, 2009; Morrell & DuncanȤAndrade, 2004).  In 

doing so, they authenticated customs that are often times positioned outside of or as an 

alternative to traditional forms of schooling. Ponder on this: Is it that African American 

males are failing in schools or that our schools are failing African American males?   

Media perceptions, portraying negative images and stereotypes impact the 

academic achievements of African American males as well. Although many are 

successful, the media rarely portrays this image. There are many educated, hard-working, 

financially stable, ethical African American men who are building strong family units as 

well as edifying their communities. Boles (2007) contend that most of our African 

American youth fail to see these role models in the media. Instead, they are bombarded 

with images that reinforce and propagate stereotypes which negatively impact their 

motivation and overall development.  
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Boles (2007) suggested that media distortions endorse the following outcomes: 

(1) a desire for instantaneous financial gratification, and (2) the devaluation of attainable 

role models or positive influence. These conclusions perpetuate cultural inequities within 

the African American community. With media images that continue to emphasize 

misplaced values, negative messages and perceptions are sent on behalf of African youth, 

specifically males. There needs to be more attention on the positive, encouraging 

environments on African American men.  Boles suggested this focus is critical so that 

individuals are able to glean wise counsel and guidance from those demonstrating such 

attributes. Through positive role models, African American males can learn how to 

contest the negative images that the media portray, and ultimately change the worldôs 

perceptions of the African American male. 

Family Expectations, Values, and Community Involvement 

Parents, children, extended family, and community are vitally important to the 

educational experiences and outcomes of African Americans. Expectations of all play a 

pivotal role in students 'educational outcomes. For more than four decades, expectations 

about grades, number of years of schooling to complete, and future career prospects have 

been related to school performance (Hill, 1971). Just like their teachers, the expectations 

parents have are important to the positive academic outcomes in a childôs life.  The 

community/neighborhood plays a crucial role in the experiences and outcomes for 

African Americans.  Belgrave and Allison (2006) discovered that community provides 

the structural factors to help shape necessary foundations to succeed within the dominant 

social structure of society.  A neighborhood that is unified in its promotion of fostering 

successful youth offer more opportunities for successful academic outcomes. It is 
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believed that a community can foster or hinder the graduation or retention of African 

American youth. 

Kinloch (2007) investigated the literacy perceptions of youth connected to their 

classrooms and the Harlem community. She further explored how those connections were 

rooted in sociopolitical struggles.  By working in the spaces students were within ï 

school and community ï she was able to identify the dispositional patterns they had 

toward success.  These dispositions were embedded with discourse on power, struggle, 

and rights across spatial contexts.  One of the questions she addressed was ñWhat impact 

do youths who use art to document community experiences have on adult learning?ò (p. 

38).  The participants communicated that Harlem was not just a lot of impoverished 

people living in government housing who do not care about its community.  They 

expressed that participating in the research project was indicative of their level of care. 

The participants further communicated that if adults knew they cared and accepted that 

reality, they could learn from them. Students used art forms for transformative reasons in 

the study. The researcher of this study said:  

This study has taught me that as an adult committed to preserving 

Harlemôs history I must take responsibility for the stories of community 

and struggle that I share. I, as well as other adults, should better value 

civic participation, create counter narratives to negative portrayals of 

urban community, collaboratively inquire into the historical signs that 

make a community artful, increase our level of activism, and establish 

apprenticeship models for other adults and youngsters. Doing these things 
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can enhance adult learning and draw positive attention to lived realities of 

young people in urban communities. 

Efforts towards Reading Proficiency within  K-12 Schools 

 In previous decades, it has been noted that elementary children who are 

motivated to read engage in more reading than those lacking motivation (Guthrie, 

Wigfield, Metsala, & Cox, 1999; Wigfield & Guthrie, 1997) Researchers have found that 

studentsô motivation declines as they transition through elementary and high school 

(Guthrie, Wigfield, Metsala, & Cox, 1999; Wigfield & Guthrie, 1997).  Harter (1984) 

discovered that students in third-ninth grades gradually declined in their intrinsic 

motivation.  It was documented by Gottfried, Fleming, and Gottfried (2001) that a decline 

in intrinsic motivation also occurs from fourth grade through high school.  Lepper, 

Corpus, and Iyendar (2005) agreed that the intrinsic motivation among students in Grades 

3-8 deteriorated greatly.  

ñInterventions focusing on bolstering a childôs reading skills, although necessary, 

may ultimately prove insufficient in helping him or her become a proficient reader unless 

they also help strengthen poor motivationò (Morgan & Fuchs, 2007, p. 179). It was 

discovered by Guthrie and Wigfield (2000) that as students get older, their motivation for 

academic reading declines.  This is especially noticed throughout their adolescent years 

(Ivey, 1998). Biancorsa and Snow (2004) found that as adolescents transition through the 

grades, they become less motivated and more disengaged.   

Among the research of motivators to read among adolescents, there were two 

common strands: (a) reading text outside of school relative to their needs (Alverman, 

2003; OôBrien 2001; Strommen and Mates, 2004) and (b) adolescents feeling victimized 



31 
 

  
 

of schools that primarily valued context-area, print based text instead of digital text 

(electronic mail and messaging, media text , video productions) that they are competent 

and literate in (Alverman, 2001 ; OôBrien; Smith & Wilhelm, 2004).  Stanton-Salazar 

(2001) informed that school systems are essential to the establishment of social networks 

among adolescents and children of low socio-economic status backgrounds. School 

systems can provide adolescents with human knowledge that allows them to navigate the 

social, political, and economic areas of society. They can assist young adolescents, such 

as African American males, in developing social relationships outside of their family and 

community. They can also establish vital relationships between school personnel and 

peers. If there is a lack of trust felt towards school personnel (administrators, teachers, 

and counselors), this may contribute to poor academic achievement and discontent with 

reading any text ï within or outside of school. 

Efforts within Colleges and Universities 

Seldom are considered the perspectives and perceptions of the African American 

students relative their own literacy ability at the collegiate level.  Banks (2005) stated 

ñfew studies include the perceptions of students when determining the influence of 

language, school preparation, and culture on literacy performance.  [Having a] focus on 

these factors without student input may hinder identification of factors that most 

significantly affect literacy performances of African American studentsò (p. 23). This 

suggests a need for teacher education at the collegiate level with an emphasis on 

language, school preparation, and culture as it relates to literacy performance. 

Attending college has become ubiquitous in the United States.  African 

Americans ñrepresent no more than 12% of all college enrollees, 9.4% of all 
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undergraduate degrees and 9.0% of all masterôs degreesò (Vital Statistics, 2007).   The 

low percentage of African Americans enrolled in colleges and universities in the United 

States could also be a contributing factor to the small pool of research found on African 

American college students in general.  Of those that are enrolled, the obstacles of African 

American male students in higher education are highly noted in literature (Cuyjet, 1997; 

Harper, Carini, Bridges, & Hayek, 2004; Harvey, 2002; Mason 1998; Perrakis, 2008).  

Retention, low degree attainment, and lack of readiness for collegiate-level coursework 

characterize their experiences (Allen, 1992; Cuyjet, 2006; Hagedorn, Maxwell & 

Hampton, 2002).  Within the community college setting, low academic success, 

motivation, and graduation rates have been noted by scholars (Brown, 2007; Jordan, 

2008; Stevens 2006; Wilkins, 2005).  According to the Perrakis (2008), among all male 

ethnicities, Black males have the lowest graduation rate and grade point average.  These 

poor measures of success have led some to criticize community colleges (Cohen & 

Brawer, 2003; Richardson, 1987).   It was stated by Bush (2004) that community colleges 

did not support African Americans who view such institutions as an avenue for 

successful lives.  The lack of support led to low entrances into four-year universities 

(Pope, 2006; Riley, 2007).  This is tragic because the majority of Black (63.1%) males 

access higher education through private two-year and public colleges (U.S. Department 

of Education, 2006). 

In a study to establish consistency and high quality across the California Statue 

Universityôs campuses for the reading/language arts methods courses for secondary 

teacher candidates, (Fleming et. al, 2007) listed principles and statements that offered a 

snapshot of the overall scope for its reading courses: 
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1. Reading Processes: The literacy processes and factors that affect 

reading development and proficiency are complex. 

2. Comprehension and Content Learning: Comprehension and content 

learning are increased through vocabulary development and writing, 

listening, discussing, and reading texts. 

3. Adolescent Literacy: Proficient adolescent readers engage in reading 

texts critically and deeply. 

4. Assessment: Informal and formal literacy assessments guide effective 

secondary content instruction. 

5. Differentiation: Adolescents learn most effectively when instruction 

addresses their academic, linguistic, and cultural needs and interests. 

6. Planning and Integration: Effective content lessons include the 

integration of literacy strategies for the purpose of content learning.    (p. 

10) 

Embedding sociocultural context within a model for reading processes, a number of key 

components to reading were included: fluency, word recognition, comprehension, long-

term memory, internal text representation, and metacognition. The research (Fleming et 

al., 2007) was an effort to establish continuity throughout the collegiate institution in 

developing teacher preparatory courses with relevant content. The findings were used as 

reading resources for those in the K-12 community. 
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Motivation and the Theoretical Framework 

 The following will provide information on the four major theories of motivation 

outlined in this study: Acquired Needs Theory, Drive Theory, Extrinsic Motivation 

Theory, and Intrinsic Motivation Theory.  For many studies, the theoretical framework is 

found in its introduction.  Because the theoretical framework emerged after reviewing the 

four theories of motivation, it was added to the Review of the Literature for this research.  

Motivation, that which creates a desire, is critical to the learning process. It is 

motivation that harnesses the relationship between reading potential and achievement.  

Acquired Needs Theory 

McClelland (1975) informed that needs are developed with experiences over time.  

These needs fall into the categories of achievement, affiliation, and power. Succeeding 

Kurt Lewinôs (1938) proposal that an individual acquires an incentive or ñvalenceò after 

there is a need within, McClelland and Burnham (1976) proposed the acquired needs 

theory. 

Known as the acquired needs theory, it is said that one of these three needs may 

affect us more and adjust our behaviors accordingly: 

¶ Achievers seek to excel and appreciate frequent recognition of how well 

they are doing. They will avoid low risk activities that have no chance of 

gain.  They will also avoid high risks where there is a significant chance of 

failure. 

¶ Affiliation seekers look for harmonious relationships with other people.  

They will thus tend to conform and shy away from standing out. They 

seek approval rather than recognition.  
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¶ Power seekers want power either to control other people (for their own 

goals) or to achieve goals (for the greater good). They seek neither 

recognition nor approval from others ï only agreement and compliance. 

(Changing Minds Database , 2012, June) 

Returning to Lewinôs (1938) model, there is a sequence in which such needs when 

joined with incentive begin to force, or drive, an individual to approach that which is 

sought after.  Hullôs (1943) drive theory affirms this as he attested that we all have needs 

that lead us to internal stimuli and prod us into action.  These needs drive individuals to 

reduce those stimuli by satisfying the relevant needs.   

Drive Theory 

The primary creators of the drive theory (Hull, 1943; Spence, 1956) believed 

motivated behaviors ñdepend on the magnitude of bodily strength multiplied by the 

pertinent behavioral patterns that had been strengthened by rewardsò (Weiner, 2010, p. 

28).  With the finding that we all have needs (Hull, 1943), these needs are said to prod, or 

drive, us into action.  The drive theory segments needs into two categories: primary and 

secondary.  Primary drives are those that relate to the fundamental aspects of survival 

and reproduction. Secondary drives are those not essential for survival, but are related to 

identity and social factors. In satisfying needs, individuals acquire habits and 

subconscious responses or reactions.  Changes in behavior are attributed to needs not 

being satisfied.  If drives are frustrated or needs are not met, negative emotions or anxiety 

surface within individuals. Pink (2009) suggested that the negative emotions within may 

also occur if rewards or incentives [to do a certain task, such as read]are not given 

properly.  
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Extrinsic Motivation Th eory 

This theory framed by researchers (Deci,1971; Lepper, Green, & Nisbett, 1973; 

Petri , 1991) refers to motivation evoked by tangible, external rewards.   Rewards given 

externally ï tangible compensation - may decrease the internal benefits. In Green and 

Lepperôs (1974) study, it was observed that preschoolers who were asked to draw with 

felt tip markers knowing they would receive a reward showed less interest, or motivation, 

in using them. College students that worked on a puzzle based on competition was less 

motivated to complete it than those that were not completing (Deci et. al 1981). There are 

three types of extrinsic motivation: external, introjected, and identified.  External 

motivation is when an individual works because they are paid. Introjected motivation 

occurs when monetary compensation is desired to sustain a family.  Identified motivation 

is when an individual performs a task or job because it is what he/she desires to do.  

Dweck (2006) informed that praise [an identified motivation] based on studentsô 

efforts can raise their achievement level.  On the contrary, when a teacher praises a 

studentsô intelligence, this action seemed to lower studentsô academic performance.  It 

appears that teachers should allow students to discover for themselves how smart they are 

and celebrate their efforts while performing a given task or assignment.  This praise of 

effort overtime may lead to intrinsic motivation. While researchers (Dweck 2006, Guthrie 

2010) embrace praise, others (Ryan 1982, Butler 1987) believed praising efforts and 

grades can wane interest, or internal motivation, in an activity. 

Intrinsic Motivation Theory  

The intrinsic motivation theory tells of those personal, internal benefits such as 

the satisfaction of a job well done.  Individuals are driven to complete a task because he 
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or she believes it is the right or good thing to do or just for the excitement of it.  Intrinsic 

motivation is perceived to yield greater results. However, extrinsic motivation may alos 

act to displace it (Deci, 1971 and 1975; Deci & Ryan 1985). 

 The literature reviewed, including the theoretical framework, served as portfolio 

of discussion for the sought after reading motivators of African American males. 

Culturally Relevant Instructional Practices 

One of the primary goals of culturally relevant teaching is for students to achieve 

academic success.  According to Tatum (2009), there are many teachers and 

administrators that experience ñlearned powerlessnessò once called upon to deliver rich 

instruction to African American males struggling in their life experiences and navigating 

their way through schools. He articulates it as The Failure Dance: 

 It is common knowledge among many African American adolescent 

males that teachers use us as training grounds. Although your intentions 

are good, we know that you do now want to be around us for long. You 

will cut out when a better opportunity presents itself. (I would too!) We sit 

in the classroom squandering and acting out with substitute after substitute 

as you continue to collect your paychecks.  This is not hidden from our 

eyes. We experience your abandonment as we abandon ourselves.  We 

know what you say when you go home and talk about those black boys in 

those schools. We hear the voices of your spouse and parents who tell you 

that you need to get out as soon as possible. They do not understand why 

you put up with that lost generation (or whatever name they call us). We 

know this. We are not lost. We are right here, but you fail to see us. We 
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hardly see ourselves. You have to prove yourself to us before we give you 

the chance. Maybe it should not be that way, but we lack the emotional 

maturity to act otherwise. You are not teaching me anything anyway with 

your skill and drill sheets that require little thought to plan. You simply 

make copies, pass the sheets along, and voice how I need to be serious 

about my future. You are banking on those pages to help shape my future 

while you are planning a way to abandon me for your own future ï your 

own inner sanity. How can I take you seriously when you do not take 

yourself seriously? But we got each other so I guess we will continue the 

failure dance until the new administration comes. You will escape or leave 

and we will remain trapped. Good luck at your next interview when you 

share your inner-city teaching experience with the hiring team at your new 

school. They will be impressed, while we remain oppressed. We are all 

guilty. (p. 15-16) 

There is a need for culturally relevant instructional practices for teaching 

academic content areas ï especially Reading. Freeman (2003) is an advocate for the 

continued assessment of teaching practices beyond course evaluations to ensure faculty 

have theoretical and practical knowledge of culturally relevant pedagogy.  Previously, 

Ihekwaba (2001) advocated for Afrocentric curriculum and programming in an effort to 

enhance the ñdevelopment of self-esteem, persistence, and success of African American 

studentsò (p. 268-269). It is important for faculty to listen to students and give attention 

to their experiences and perceptions (Bush, 2004; Jordan, 2008).  This can serve as a safe 

environment (Beckles, 2008) where students feel comfortable communicating about 
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critical issues ï including Reading.  As Villegas & Lucas (2007) assert, ñIt demands a 

new way of looking at teaching that is grounded in an understanding of the role of culture 

and language in learningò (p. 29). 

Howard (2010) details the findings from a study that sought to assess African-

American elementary studentsô interpretations of culturally relevant teachers within 

urban contexts. Student responses indicated that culturally relevant teaching strategies 

had a positive effect on student effort and engagement in class content and were 

consistent with the theoretical principles of culturally relevant pedagogy. The qualitative 

data revealed three key findings that students preferred in their learning environments (1) 

teachers who displayed caring bonds and attitudes toward them, (2) teachers who 

established community-and family-type classroom environments, and (3) teachers who 

made learning an entertaining and fun process. Coinciding with this study has been the 

emergence of scholarship on culturally responsive instructional strategies for African-

American and other culturally diverse students (Gay, 2000; Ladson-Billings, 1995; Lee, 

1995; Lipman, 1995; Shade, Kelly, and Oberg, 1997).  

Ladson-Billings (1995) encouraged that the way to impact the achievement of 

African American males is to recognize studentsô culture as a basis for instruction. 

Culturally relevant/responsive teaching permit students to more effectively construct 

mental representations of new ideas concepts, procedures, and strategies. Such teaching 

practices, allow teacher to become culturally responsive to students.  In her book, The 

Dream Keepers, she shared practices that exemplary teachers of African American 

students utilized in their use of culturally responsive instruction: 
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¶ Culturally-responsive teachers see their teaching as an art rather than as a 

technical skill. 

¶ Culturally-responsive teachers believe that all of their students can succeed rather 

than that failure is inevitable for some. 

¶ Culturally-responsive teachers see themselves as a part of the community and 

they see teaching as giving back to the community. 

¶ Culturally-responsive teachers also help students make connections between their 

local, national, racial, cultural and global identities.  

¶ Culturally-responsive teachers establish relationships with students which are 

fluid and equitable and extend beyond the classroom. 

¶ Culturally-responsive teachers demonstrate a connectedness with all of their 

students and encourage that same connectedness between the students. 

¶ Culturally-responsive teachers encourage a community of learners. 

¶ Culturally-responsive teachers encourage their students to learn collaboratively. 

¶ Finally, Culturally-responsive teachers are identified by their notions of 

knowledge: They believe that knowledge is continuously re-created, recycled, and 

shared by teachers and students alike. Culturally-responsive teachers view the 

content of the curriculum critically and are passionate about it. Rather than 

expecting students to demonstrate prior knowledge and skills they help students 

develop that knowledge by building bridges and scaffolding for learning. (p. 25) 

Advocates of culturally responsive teaching (Irvine, 1990; Ladson-Billings, 1992, 1994; 

Lee, 1995; Villegas & Lucas, 2002a, 2002b) state that learning is most effective when 

students are able to draw upon knowledge of ideas, concepts, procedures, and strategies 
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they know well. Incorporating culture as a part of teachersô instructional practice holds 

promise for academic success ï especially for African American males. Gay (2000) 

envisioned the use of Culturally Relevant Teaching (CRT) as a teacher using studentsô 

prior knowledge, cultural experiences, and performance styles in such a way that it makes 

learning more appropriate and effective for students. Gay references CRT as empowering 

because it teaches to and through the strengths of students, particularly African American 

males. 

Gay (2000) also described culturally relevant or responsive teaching: 

¶ Culturally responsive teaching acknowledges the legitimacy of the cultural 

heritages of different ethnic groups, both as legacies that affect studentsô 

dispositions, attitudes, and approaches to learning and as worthy content to be 

taught in the formal curriculum. 

¶ Culturally responsive teaching builds bridges of meaningfulness between home 

and school experiences as well as between academic abstractions and lived 

sociocultural realities. 

¶ Culturally responsive teaching uses a wide variety of instructional strategies that 

are connected to different learning styles. 

¶ Culturally responsive teaching teaches students to know and praise their own and 

each otherôs cultural heritages. 

¶ Culturally responsive teaching incorporates multicultural information, resources, 

and materials in all the subjects and skills routinely taught in schools. (p. 29) 
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Culturally Relevant Leadership 

Since the 2001 No Child Left Behind (NCLB) legislation, there has been dialogue 

on the achievement gap existing in American schools (Lee & Wong, 2004). While the 

attention on this issue has been continual, more prevailing is the complexity of how 

African American males play into the achievement gap statistics (Noguera, 2003).  An 

investment of personal attention to these students by [administration and] faculty 

members must be undertaken (Wood & Turner, 2011).  

Brooks and Mills (2010) recognized the need to recruit and prepare leaders to 

sustain equity and social justice in school.  They found, ñthere was distance between the 

way educational leaders and researchers generally discuss social and cultural dynamics 

and how said dynamics operate in practiceò (p. 21).   Building on this research, an earlier 

study on cultural proficient leadership (Terrell & Campbell, 2009), Horsford, Gosland, 

and Gunn (2011) presented a framework for culturally relevant leadership. They realized 

that educators were at times unprepared to meet the unique needs of students representing 

underserved ethnic, racial, cultural groups. The framework for culturally relevant 

leadership included four dimensions: political context, pedagogical approach, personal 

journey and professional duty. This built a bridge between leadership and special 

education by encompassing all students and their abilities (Beachum, 2011). 

 Beachum (2011), stated faculty membersô personal engagement to all students, 

including African American males, should be integral during tenure, promotion processes 

and ñshould be included on all course evaluations and be weighed with importance in 

overall assessment of faculty performanceò (p. 148). Engagement and positive 

interactions are integral to student achievement (Jordan, 2008; Riley, 2007) and foster 
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personal motivation.  Having a personal motivation to read is more valuable than a social 

motivation to read for others (Ivey & Broaddus, 2001).  It is vital that reading tasks ñbe 

seen as social tasks because expectations around the acts of instruction, giving symbols 

meaning, interpreting text, and demonstrating understanding are defined within any given 

Discourse Community, thereby making them social and cultural tasksò (Pransky & 

Bailey, 2002/2003, p. 383).  When working with non-proficient readers and those 

enrolled in developmental reading classes, it must be considered if a mismatch among 

learning expectations, the nature of the task, and social norms are contributing to poor 

performance or lack of or devaluing of motivation. A closer look with this among African 

American males takes precedence in this study. 

 In her address at the 2006 AERA annual meeting, Gloria Ladson-Billings spoke 

to the intricacy of this achievement gap. In her address she opens with the following 

quote:  

To my knowledge, there is at present nothing in the vast literature of social 

sciences treatise and textbooks and nothing in the practical and field 

training of graduate students in social science to prepare them for the 

realities and complexities of this type of involvement in a real, dynamic, 

turbulent, and at time seemingly chaotic community. And what is more, 

nothing anywhere in the training of social scientists, teachers or social 

workers now prepares them to understand, to cope with, or to change the 

normal chaos of ghetto communities. These are grave lacks which must be 

remedied soon if these disciplines are to become relevant to the stability 
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and survival of our society. (Clark, 1965; as cited by Ladson-Billings, 

2006)  

This quote attends to the issues that undermine the work of addressing the 

achievement gap. Although Clarkôs research was conducted approximately 50 years ago, 

it is still at the forefront of discussion in educational arenas. In her address, Ladson-

Billings (2006) asserts that although researchers have conducted many studies on 

marginalized groups that populate many school districts, scholars rarely offer remedies to 

help them. She goes on to make sense of the complexity of the achievement gap by 

comparing the national deficit to national debt.  Our national debt causes the government 

to pay annual interest that exceeds132 billion dollars; making it our third largest 

expenditure. To reduce or eliminate a deficit and make no significant dent in the debt that 

is steadily growing, is a futile act. She asserts that there is a symbolic connection between 

our education deficit and our national fiscal situation.  She drew upon four key points that 

contribute to the education debt:  

1. Historical Debt ï The practices throughout American history that have significantly 

contributed to the achievement gap. Historical precedencies that were mentioned 

included the forbidden education of slaves, substandard education opportunities for 

African Americans, boarding schools for the compulsory assimilation of Native 

Americans, exclusion of equitable schooling for Hispanic Americans, Plessy v. Ferguson 

and Brown v. Board of Education.  All were said to be all factors that significantly 

contribute to the historical debt in education.  
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2. Economic Debt ï Inequitable funding of urban public schools in comparison to their 

suburban counterparts and the affluence cavity between whites and blacks in American 

have contributed to the education debt.  

3. Socio-political Debt ï the degree to which marginalized groups were excluded from 

the civic process.  This included African Americans once denied the right to vote.  

4. Moral Debt ï This refers to the discrepancy between what we know is right and what 

we actually do. The unethical conditions that have been imposed upon traditionally 

marginalized groups have considerably impacted heirs of the victims.  

Ladson-Billings (2006) concluded her discourse by exposing the urgency in 

which the nation must attend to the educational debt.  The efforts made eradicating the 

achievement gap was said to be undermined by the ongoing, mounting debt accumulated. 

This debt continues to manifest itself in the doubt and notions of what schools can and 

will do to serve students of color. She argued that before an individual can address the 

complexity of the achievement gap, one must address the insurmountable education debt 

that prohibits true educational progress. 

The debt which Ladson-Billings (2006) refer to is a problem internationally as 

well.  There is a body of evidence that suggests a huge part of student achievement 

nationally can be attributed to teachers (Shannag, Tairab, Dodeen, & Abdel-Fattah, 

2013). Educators have the greatest impact on students.  To meet the needs of students, it 

is imperative to build relationships and have discussions on how to best serve them 

academically.  

While there is research available for literacy instruction and efforts within the K-

12 setting, few studies have examined that which creates a desire for collegiate students 
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to read. With the purpose of exploring what motivates reading in African American males 

enrolled in developmental reading classes, the core of the study sought to explain how 

those motivational behaviors occur so that the findings could be applied to those from 

entry into Kindergarten to college graduation.  The following chapter will explain the 

methodology used. 
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CHAPTER 3 

Methodology 

 This chapter explains the research methodology. It begins with a restatement of 

the research questions and continues with the sample and setting of the study. Subsequent 

sections include information about the qualitative method and research design, data 

collection and analysis, establishing credibility and ethical considerations, and the 

researcherôs positionality. These sections describe the research protocols used 

incorporating the guidelines for collecting and analyzing data (Creswell, 2007, 2008, 

2009; Hatch, 2002; Merriam, 2009; Mertens, 2005 Morse and Richards, 2002; Stake 

1995, 2010). 

Restatement of the Research Questions 

The central research question is ñHow are African American males enrolled in 

developmental reading classes motivated to read? The sub-questions are:  

¶ What extrinsic factors do African American males perceive motivates them to 

read? 

¶ What intrinsic factors do African American males perceive motivates them read? 

¶ How do external factors (family, friends, and community) motivate African 

American males to increase their reading proficiency? 

¶ How do internal factors (joy of learning, personal satisfaction, self-confidence) 

motivate African American males to increase their reading proficiency? 

¶ What do instructors/teachers perceive motivates African American males to read? 
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Sample and Setting 

   The population of students attending the Community College was 

predominately African American, with less than 1% being other ethnicities. Because of 

the heavy influx of African American students at the Community College and the courses 

offered in developmental reading, this site in Central Alabama was chosen to recruit nine 

students and three instructors as participants to explore reading motivators for African 

American males identified as non-proficient readers.   

The nine African American males that participated in this study were enrolled in 

developmental reading classes. The scores from their reading assessment reflected three 

stages of development: intensive, strategic, and progressive. Three developmental reading 

teachers participated in the study to attain their perception of studentsô motivation to read. 

Two were African American; the other teacher was Caucasian. This study included a total 

of 12 participants recruited using the Recruitment Letter in Appendix A.   

 Maximum variation sampling was the purposeful sampling that I employed for 

this study. According to Creswell (2008), this sampling strategy is used when ñthe 

researcher samples cases or individuals that differ on some characteristic or trait (e.g., 

different age groups)ò (p. 214).  I selected a range of students that differed in their 

performance level and method of entry to study what motivated African American males 

to read. Some of the students were students that had previously taken the course, those 

that transferred from other institutions of higher learning, first-year college students that 

had recently graduated high school, students that dropped out of high school, and adults 

returning from the workforce to get a college education.   
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Method Selection 

Creswell (2009) presented characteristics of qualitative research with newer and 

traditional perspectives.  They included having a natural setting with the researcher being a 

key instrument of data collection using multiple sources of data.  ñIn the entire qualitative 

research process, the researcher keeps a focus on learning the meaning that the participant 

hold about the problem or issue, not the meaning that the researchers bring to the research 

or writers express in literatureò (p. 175).  Using theoretical lens (Mertens, 2005), I derived 

at interpretive data that yielded a holistic picture of the central phenomenon: reading 

motivators for African American males enrolled in developmental reading classes. 

With the purpose of the study dedicated to understanding what motivated reading in 

African Americans enrolled in developmental reading classes, a multiple case study 

approach took place in a natural setting - the studentsô local community college in Central 

Alabama.  Data was collected by observing the participantsô reflective journal notes and 

from interviews held from the beginning to end of the semester term.  Observations of 

writing and interviews from the voluntary participants were synthesized.  The study was 

ñpersonalisticò ï it presented an understanding of individual perceptions (Stake, 2010).  

From the asking of general and open-ended questions, themes emerged from transcribed 

text.  Ivankova (2011a) suggested that qualitative research presents the need for researchers 

[like myself] to listen to views of participants, ask open and general questions where 

participants live and work, while also taking the role of an advocate for change or a better 

life of the individual(s).  I used a flexible and emerging design (Hatch, 2002) in my 

qualitative report to discover how African American males enrolled in developmental 

reading classes at a Central Alabama Community College were motived to read. 
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Research Design 

 A multiple case study was the design for this qualitative research.  Because this 

study incorporated student and teacher participants in developmental reading courses, 

each case (or class) was a complex, functioning thing. It was a bounded and integrated 

system.   With the study occurring during the semester in which African American males 

students were enrolled within three different classes on two campus locations, the 

students and instructors were specific cases bounded by time and space. Cases were 

investigated using in-depth data collection procedures that involved gathering multiple 

sources of information over one semester. Findings and discussions were developed from 

the cases. Stake (2005) mentioned a collective case, or multiple case analyses. This type 

of analysis is used when a researcher chooses to study several individuals, programs, or 

other entities instrumentally in order to learn about a specific question that a researcher 

are interested in. Units of analysis for this study were the student and teacher perceptions 

of reading motivators. Since the purpose was to give audiences a better understanding of 

a group of individuals, African American males, this was the most appropriate design for 

this research study. 

Data Collection Procedure 

Data collected for this study occurred the semester of the year students were 

enrolled in the developmental reading courses.  A part of this process included retrieving 

data from a set of transcribed audio-recorded interviews from students and teachers. 

Interview time allotments were one hour for students and ranged from 30 to 45 minutes 

for teachers.  The studentsô interviews were segmented into two sets to give a break (if 

needed) after 30-minutes. While planning questions to include in the interview, I was 
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mindful of the purpose of this study.  That focus launched a desire to retrieve more 

information in the form of participant reflective journals located in Appendix C.   

Before interviewing the student participants, they were each be given ice breaker 

questions to review to help prepare responses as needed. These are presented in Appendix 

B. Probing questions were added to the interview protocol and used to ñclarify points or 

to have the interviewee expand on ideasò (Creswell, 2008, p. 229).  A template for 

students to give their ñbookprintò was also included as an ice breaker activity.  Scholastic 

Inc. defines a book print as ña list of five books that leave an indelible mark on our lives, 

shaping who we are and who we become.ò The template had a sixth box where students 

illustrated the book that most reflected who they were.  The incorporation of this to the 

interview protocols emerged from Tatumôs (2009) conversations of textual lineage. A 

textual lineage refers to ñtexts (both literary and nonliterary) that are instrumental in 

oneôs human development because of the meaning and significance one has garnered 

from themò (p. xiv). 

The one-on-one interviews for participants occurred at the library of the campus 

of the Community College and at other campus locations requested by the participants.  

Open-ended questions were asked knowing ñparticipants can best voice their experiences 

unconstrained by any perspectives of the researcher or past research findingsò (Creswell, 

2008, p. 225).   In addition to audio-recordings of interviews, I took notes on blank 

spaces of the Interview Protocol. At the conclusion of the interview, I asked participants 

for a pseudonym that they would like to use to protect their anonymity when referring 

them in the study. 

The participantsô reflective journals were scheduled to be completed at the end of 
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four class periods, lasting no more than 10 minutes each, as agreed upon by the class 

instructor. The purpose of these participant reflective journals was to have students 

record their thoughts and experiences as it relates to what, if anything creates a desire to 

read on particular days. Stake (2010) mentioned, ñQualitative researchers seek data that 

represent personal experience in particular situationsò (p. 88).    

Data Analysis Procedure 

 Data analysis, although a challenging aspect of qualitative research, had a 

systemic procedure. The process of collecting, analyzing, and reporting data was 

ñinterrelated and often go on simultaneously in the research projectò (Creswell, 2007, p. 

150).  After collecting the participantsô reflective journals and conducting two sets of 

interviews (students and teachers), I transcribed the data retrieved from the audio-taped 

interviews into Microsoft Word and reread it several times looking for relevant issues to 

emerge. While doing this, I realized it took quite a while. I concur with what Morse and 

Richards (2002) said about qualitative researchers, ñThey all share the goal of getting 

from unstructured and messy data to ideas about what is going on in the dataò (p. 111).  

According to Creswell (2008), ñQualitative researchers analyze their data by reading it 

several times and conducting an analysis each timeò (p. 245).   

 I transcribed the interviews and wrote marginal notes to form a list of codes.  

Afterwards, I analyzed these and the participantsô journal responses. By reviewing the 

reflective journals of the participants, I sought to add to the knowledge base of what 

motivated African American males to read as they reflected on their classroom and home 

settings.  Looking over all notes and revisiting the audio recordings allowed me to form 

categories for the data.  This process involved me, the researcher, ñmoving from the 
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reading and memoing loop into the spiral to the describing, classifying, and interpreting 

loopò (Creswell, 2007, p. 151).  Upon coding the data, I developed themes and subthemes 

to unveil what motivated African American males enrolled in developmental reading 

classes to read. The highest level of data analysis, Stakeôs cross analysis matrix, was 

implemented to gather data on how the students were motivated and the perceptions their 

teachers had of their reading motivators. 

Establishing Credibility/Trustworthiness  

In qualitative research, data collecting involves a plan that yields credibility in the 

researcherôs findings.  This section of the study will review four strategies implemented 

when conducting the study.  Creswell and Miller (2000) wrote, ñValidityé is one of the 

strengths  of qualitative research, and itôs based on determining whether the findings are 

accurate from the standpoint of the researcher, the participant, or the readers of an 

accountò (p. 191).  Creswell (2009) recommended using multiple strategies to ñenhance 

the researcherôs ability to assess the accuracy of findings as well as convince readers of 

that accuracyò (p. 191).  Through the use of inter-coder agreement, triangulation, 

clarifying researcherôs bias, using member checks, and encouraging transferability with 

rich, thick descriptions, I established credibility of all data and findings in this qualitative 

study. 

According to Ivankova (2011b), ñestablishing inter-coder agreement while coding 

and analyzing the data is one of the most powerful verification strategies in qualitative 

research.ò Thus, I chose to utilize inter-coder agreement in this study.  This agreement 

was based on agreeing ñon codes used for the same passages in the textò (Creswell, 2009, 

p. 191).   
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Triangulation for the multiple case studies assured a clear picture that was 

appropriately meaningful. It is ñrelatively free of our own biases and not likely to mislead 

the reader greatlyò (Stake, 2006, p. 77). To add validity to the study, triangulation 

occurred when checking with the participants ï students and teachers ï to verify accuracy 

of reporting.  They read and viewed all parts of the manuscript of their unique cases and 

shared personal thoughts on what the findings meant to them; this afforded both students 

and teachers an opportunity to find any fault before making final conclusions. 

In the Researcher Positionality subsection of this study, I commented on my 

unique biases, past experiences, prejudices, and positioning that shaped my approach and 

interpretations of the study. According to Creswell (2009), ñGood qualitative research 

contains comments by the researchers about how their interpretation of the findings is 

shaped by their background, such as their gender, culture, history, and socioeconomic 

originò (p. 192). The strategy of clarifying researchersô bias was implemented to allow 

the reader to understand any assumptions or biases that impacted the inquiry.  It also 

allowed bracketing, ña specific strategy for separating impressions, feelings, and early 

interpretations from descriptions during qualitative data collectionò (Hatch, 2002, p. 86). 

Member checking was another verification strategy used.   Creswell and Miller 

(2000) explained that when member checking is used, the researchers yield the validity 

procedures back in the hands of the participants of the study.  Creswell (2009) also 

specified that sharing raw transcripts is not part of the accepted procedure of member 

checking, but rather the researcher ñtakes back parts of the polished product, such as the 

themes, the case analysis, the grounded theory, the cultural description, and so forthò (p. 

191).   Hatch (2002) said, ñParticipants should have the chance to consider and give their 
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reactions to the interpretations included in the summaryò (p. 188). At the conclusion of 

the data collection and analysis, I presented the findings to the instructor and the 

participants within the study.   

The use of rich, thick descriptions was threaded throughout the study as a part of 

its data credibility plan. ñThe purpose of a thick description is that it creates 

verisimilitude, statements that produce for the readers the feeling that they have 

experienced, or could experience the events being described in the studyò (Creswell & 

Miller, 2000, p.6).  The ability to transport readers to the situation with rich descriptions, 

using vibrant and descriptive words, helps establish credibility.  For this study, the 

information from the interview protocol and findings were written in the dialect and 

grammar usage provided by the participants. Though it may not resemble what is 

considered Standard English, it was done in an effort to accurately resound the voices of 

the participants so that the reader may experience the event. 

In 1997, Schwandt (as cited in Creswell & Miller, 2000) defined validity as ñhow 

accurately the account represents participantsô realities of the social phenomenon and is 

credible to themò (p. 2).  With the use of inter-coder agreements, member checks, 

clarifying bias as a researcher, and encouraging transferability with rich, thick 

descriptions, trustworthiness and credibility of the findings were validated.  

Ethical Considerations 

The American Psychological Association (APA) has a code of conduct and 

ethical principles that should be implemented in research. According to these guidelines, 

those who participate in a research study have certain rights, including the right to gain 

something from a study.  In many cases, college research has to receive approval from 
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the Institutional Review Board (IRB) along with parental consent of the participants.  

Because participants in this study were over 19 years of age, parental consent was not 

necessary. However, aligned with the requirements of IRB and considering that my 

participants were enrolled in developmental reading classes, the readability of 

recruitment letters and information related to study is lower than eighth grade. The 

following paragraphs provide details on the ethical considerations aligned with the APA.  

One ethical consideration in this qualitative study involved the selection of a site 

where participants felt comfortable and had voluntary choice to participate. ñTeachers or 

students (or studentsô parents) may experience the authority of the researcher [me]éas a 

pressure to participate in the study even if they do not want to participateò (Bogdan & 

Biklen, 2003, p. 44).  It is suggested that one should only study within his or her school if 

authenticity of cooperation can be guaranteed. The selection of the interview site was one 

where all interviewing took place in a closed room ïwhere conversations could not be 

overheard upon the closing of doors(s).   

 Another ethical consideration in qualitative research relates to the informantsô 

privacy.  Provision of choice as it related to participation and degree of disclosure 

occurred.  I distributed copies of recruitment letters for participation that thoroughly 

informed participants and promoted freedom of participation. Moreover, pseudo names 

were selected by the participants and used throughout the study to protect participantsô 

anonymity. These were the only names recorded on the reflective journals. Individuals 

were not identified in any publication. These ethical considerations are aligned with those 

in qualitative research. 
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   A third ethical consideration within the study involved attaining informed 

consent of the participant for interview times and dates.  Bogdan and Biklen (2003) 

informed that in qualitative research, ñPeople you interview often change their minds as 

they talk with you, and end up wanting much of your timeò (p. 45).  Perhaps this is 

because during the interview the questions and purposes may change. Creswell (2008) 

stated, ñThe qualitative inquirer allows the participant to set the directionò (p. 141).   The 

participants interviewed set the direction for the interviews.  Upon voluntary consent, 

participants were given interview questions ahead of time to alleviate any discomfort in 

the process. The participant selected the interview site while being treated respectfully as 

they gave of their responses and time. The probing questions allowed the gathering of 

essential information connected to the central phenomenon. 

  Other considerations related to ethical behavior in qualitative research involve 

protecting retrieved information, treating participants with respect, abiding by the 

contract of the study agreement, and being honest in writing up the findings.  According 

to Jones, Torres, and Arminio (2006), ñThe ethical principles of confidentiality, 

anonymity, informed consent, privacy, respect, and do no harm are central to the process 

of conducting qualitative researchò (p. 161).  These ethical issues were implemented 

within this qualitative study.  Moreover, data (responses from interviews and reflective 

journal) collected were stored in computer files, password-protected, and shared only 

with the participants and researcher involved. All printed data was destroyed immediately 

after they were transcribed.  In addition, all data was destroyed within six months of the 

studyôs completion. 
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Researcher Positionality 

 My role as a researcher within this study is one in which I am situated as a female, 

African American reading coach at a local public school. A doctoral student with fifteen 

years of teaching experience, I am also a former instructor at a Community College, 

having taught similar developmental reading courses in which the participants were 

enrolled.  With National Board Certification in English Language Arts and the 

background knowledge of working with developmental readers, currently as a Reading 

Coach at a local elementary school and formerly at a Community College, I bring 

knowledge on what proficient reading is and looks like on an elementary and collegiate 

level.  Jones, Torres, and Arminio (2006) said ñmost qualitative researchers look for 

research topics from their own personal experiencesò (pp. 95-96).  The subjects involved 

were at the forefront of the research process. Being an African American female, I share 

the experience and knowledge of what it is like to be included within a marginalized 

group.  This could result in me, the researcher, experiencing sensitivity of issues centered 

on my own ethnicity and culture.  Because I previously taught a Developmental Reading 

course, I am aware that doing research in my former backyard could ñlead to 

compromises in [my] ability to disclose information and raise difficult power issuesò 

(Creswell, 2009, p. 177).  Aware of this, my attention was placed on establishing a good 

rapport with participants while maintaining the appropriate distance to identify my 

personal story. 

As a Reading Coach, situated in a Pre-Kindergarten through Fifth grade school, I 

see students passing me in the halls daily.  Some are transitioning to their reading 

intervention classes.  Others are going to their gifted education classes.  Before coming to 
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this school in Central Alabama, I taught in a middle school setting and observed students 

in my 6
th
 Grade Science class struggling to decode their text and comprehend the 

contents within. Prior to teaching in the middle school setting, I spent five years teaching 

developmental reading classes at a local community college while teaching third graders 

in a rural elementary school.  Throughout those years, I witnessed that most of the 

collegiate students enrolled in the developmental reading classes were African 

Americans.  The vast majority of students enrolled in the K-12 setting that needed 

reading intervention and support were African American males.  

   Reflecting on my role as a researcher along with the biases, values, and personal 

background that could influence the study, I kept a personal journal throughout the data 

collection process. This helped me interpret data reflexively and extract personal thoughts 

and opinions (my own perceptions of motivations) from those of the instructors and 

students. By doing so, I was able to establish powerful relationships with the participants 

and retrieve how they [students] were motivated to read.  

Summary 

 An exploration of what motivated reading among African American males 

enrolled in developmental reading classes in a Central Alabama Community College was 

sought. Upon interviewing nine students and three developmental reading instructors, a 

qualitative multiple case analysis was used to explore each case.  Information was 

gathered in a natural setting using interviews and reflective journals to attain the 

perceptions of reading motivators.  This gathering of essential information on how to 

better prepare students, African American males, to be college and career ready provided 
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culturally relevant pedagogy and pertinent interventions for students of all ethnicities to 

become proficient readers. 
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CHAPTER 4 

Findings 

This chapter presents a review of data from interviewing nine students enrolled in 

a community college and three instructors within. The data collection began at the onset 

of fall 2013 session and concluded at the end of the summer semester. The data in this 

qualitative study was observed and not measured.  Qualitative data analysis is designed or 

tailored; it canôt be fashioned or duplicated from something else.  

 The analysis of qualitative data, thus, took a spiral form. I entered with words and 

phrases and exited with this narrative account of the data.  Students and teachers were 

selected from the same Community College in two geographic settings (one urban and 

one suburban) in Alabama.  

Setting/Context 

The Community College in Central Alabama was chosen as the site because it is 

surrounded by inner city schools that are populated with families of low socio-economic 

status.  With a student population over 6,500, 65% were enrolled as full-time students. 

The school consisted of males representing 49% of the student body; and females 

comprising 51% of the student population.  The median age of students attending was 21 

years of age.  Situated in a high poverty area with 85% of the student enrollment 

receiving financial aid, this Community College served as a beacon of community 

outreach as summer programs were offered for academic enrichment and recreational 

purposes. The elementary, middle, and high schools surrounding the Community College 

had previously been placed on academic alert by the State Department of Education for 

low performance in academic areas including Reading.  There was a program within the 
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Community College that networked with surrounding inner city high schools attracting 

graduates encouraging participation and advancement to higher education. The summer 

college enrollment was one that was recommended by local guidance counselors at the 

surrounding high schools for easy transitioning into the Community College.  Students 

that sought admission were given an assessment which yielded information about the 

studentsô interests and abilities, including their reading performance. Upon doing so, 

students were placed in certain courses, including the developmental reading course, to 

develop them as learners. 

   Population of students that attend this Community College was predominately 

African American, with less than 1% being other ethnicities. Because of the great 

population of African American students at the Community College and the courses 

offered in developmental reading, this site in central Alabama was chosen to recruit 

participants and explore reading motivators for African Americans males identified as 

non-proficient readers.   

The research study was designed to explore reading motivators among African 

American males enrolled in developmental reading classes. Findings in this chapter are a 

result of classroom observations, interviews, and analysis of artifacts (studentsô journal 

entries) that answered the following questions: 

How are African American males enrolled in developmental reading classes 

motivated to read?  

¶ What extrinsic factors do African American males perceive motivates them to 

read? 
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¶ What intrinsic factors do African American males perceive motivates them to 

read? 

¶ How do external factors (family, friends, and community) motivate African 

American males to increase their reading proficiency? 

¶ How do internal factors (joy of learning, personal satisfaction, self-confidence) 

motivate African American males to increase their reading proficiency? 

¶ What do instructors/teachers perceive motivates African American males to read? 

Participants 

The participants for this study included nine African American males enrolled in 

developmental reading classes at the Community College and three instructors of those 

courses. To maintain anonymity, the participants selected pseudonyms to protect their 

identity. The table on the next page highlights demographic components of the 

participants, including their selected names. The paragraphs that follow provide a 

synopsis of each of the student participants.  
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Table 4 .1 

 

 

 

Student and Teacher Participant Demographics Table 
 Participants Title  Major  Highest 

Degree 

Age Student/Teacher Status 

1 Noah Student Psychology High 

School 

Diploma 

42 1
st
 Semester at CC 

2 Q Student Criminal 

Justice 

High 

School 

Diploma 

23 Completed 1 Year at another 

CC  

 Transfer ï 1
st
 Semester at 

CC 

 ñPlaced in classò 

3 John Smith Student Computer 

Science 

High 

School 

Diploma 

Not 

Stated 

Completed 1 Year at HBCU  

Transfer  ï 1
st
 Semester at 

CC 

4 James 

Lemour 

Student Bio-

Medical 

Minor: 

Biology 

High 

School 

Diploma 

19 Completed 2Y from 

University -  

Transfer - 1
st
 Semester at CC 

5  Tony Student Biology High 

School 

Diploma 

29 Final Semester at CC  

Transferring to University in 

the Fall 

6 Darius Student Computer 

Science 

GED 21 1
st
 Semester  at CC 

 Transferred Out of State 

7 C-Mike Student General 

Studies 

GED Not 

Stated 

Completed 1 Semester at CC  

Transferred in from Out of 

State   

8 C Tech Student Computer 

Program-

ming 

High 

School 

Diploma 

19 1
st
 Semester at CC 

High School Graduate  

Public School 

9 Ralph Student Undecided Male 18 1
st
 Semester at CC 

High School Graduate 

Private School 

1

0 

Beth RDG 

Teacher 

NA Masterôs 

Degree 

Not 

Stated 

Retired K-12 Teacher 

1

1 

Freda RDG 

Teacher 

NA Ed. 

Specialist 

Not 

Stated 

8 Years of Teaching 

Experience in Elementary 

and Middle School 

1

2 

Nancy RDG 

Teacher 

NA Masterôs 

Degree 

Not 

Stated 

Retired K-12 Teacher 
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Student Participants 

Noah  

Noah, a 42-year-old Psychology major, was in his first semester at the 

Community College at the time of the study. Attending the suburban geographic location, 

he graduated from his local high school (within 10 miles) in 1990.  After high school 

graduation, he took a path of selling crack and cocaine; and smoking marijuana.  The 

events of his life caused a transformation so that by the time of the study he was drug-

free (from intake and distributing) and an active member of his church.  

Noahôs mother died in 1975. He and five other children went to live with his aunt. 

His high school football coach kicked him off of the teaméñfor no reason.ò He saw that 

there was ñmore in him.ò Noah received scholarship offers during his senior year; one in 

the amount of $15,000 from his cityôs main University.  All of his friends in the 

neighborhood had single parents.  After his heartache of getting kicked off the football 

team by his coach, Noah decided to ñget with the fellasò and smoke. Eventually, he sold 

drugs. He married and had three children. One day his 12 year old saw him smoking 

Marijuana.  He didnôt know what it was.  When asked, ñWhat are you doing?ò Noah 

fearfully commanded him to ñGet home.ò This experience with Noah occurred seven 

years before the research study; it caused him to stop smoking. A year later, he ñgot 

savedò and stopped selling drugs. It was at 41 years of age that he got a ñreal jobò 

working at a plant and became a member of a local church. He began serving in the 

ministry. He later divorced; realizing that he and his wife were now on different paths 

with different beliefs.  He decided to enroll in the Community College to pave an avenue 
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of success for his children and to inspire the youth in his neighborhood. Among all 

participants, Noah disclosed the most.  

Q. 

At the time of the study, Q had completed one year at the Community College.  

He began attendance in the fall of 2012 after transferring from another community 

college situated near his hometown ï 55 miles away. I recalled interacting with him in 

another project during my graduate studies. Working off-campus as a part time student, Q 

was placed in the developmental reading class ñbecause I transferred.ò  Q, twenty-three 

years old during the study, loved Criminal Justice. Before arriving to any institution of 

higher learning, he declared Criminal Justice as a major because he ñloves crime and 

justice.ò Q was interested in reading sports magazines. He enjoyed browsing the latest 

fashion (shoes and clothing) on EBAY and reading current events ñto stay in the know of 

whatôs going on.ò When differentiating academic and recreational reading, Q said, 

ñThereôs really not a difference.ò  According to Q, he ñlearn a lot of new thingsò from 

both.  He mostly read in the evenings while listening to music. However, he viewed 

reading in the local library as a pleasant experience. He ñlikes to [just] sit there and read.ò 

John Smith 

John Smith was a third participant that provided data included in the findings of 

this study.   A Computer Science major, he came to the Community College after 

completing a year at a historically black college/university (HBCU).  There he played 

football. John Smith enjoyed reading Sports magazines and ñquotes from the greatest that 

played.ò After unsuccessful attempts to confer in person, primarily due to the 

participantsô work schedule, Johnôs interview was conducted online instead of in-person 
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via FaceTime and electronic mail. He communicated his interest in reading Sports 

magazines with reading favorites being Beowulf and Gone with the Wind. Although I did 

not have the opportunity to interview him face-to-face, an extension of knowledge and 

discoveries of him as a reader ï in addition to perceptions of motivators to read ï were 

derived using the same data protocols used with other participants. 

James LeMour 

ñJames LeMourò whom I will also refer to as James was a transfer student from a 

nearby University.  He had been enrolled at that University for two years as a Biomedical 

major with minor in Biology.  He came to the Community College because the tuition 

was cheaper than the University he had previously attended.  Books and their titles 

intrigued James.  He enjoyed reading and classes that required a lot of writing.  James 

preferred ñfun teachers.ò He cautioned students to ñnever judge a book.ò He shared how 

some of his teachers didnôt appear to be good teachers on the surface, but were ñpretty 

good when you give óem a chance.ò  His favorite class was the developmental reading 

class which he was enrolled in. He said, if an individual will just ñfocus on itò and ñfind 

what you get, Reading becomes easier.ò   

James wanted to transition into the area of Forensics to be a ñLab Forensicsô 

Cardiologist.ò  He said reading and writing were the most important things to help him 

get there.  He added that because he will need toò investigate a lot of cases, chart things, 

and summarizeò, reading will give him a better opportunity to excel towards his goal.  He 

said, ñPeople who have greater reading capacities make more money than other people.ò 
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Anthony 

 During the study, Tony was enrolled in his final term at the Community College 

with plans to attend a local university in the fall of 2014.  He was at another Community 

College in the summer of 2012 and had to discontinue school due to demands of his 

job/family needs. While completing an assignment for a research class during my 

doctoral study program, I was introduced to him again.  He had previously participated in 

and provided responses for a research class I was enrolled in as a graduate student. In the 

summer of 2004, he began college after graduating high school. The college was chosen 

because it was ñcloser to home.ò A part-time student who worked off-campus, Anthony 

was placed in the developmental reading course.  Anthony, twenty-nine years old during 

the study, liked Biology. He selected this as a major in his summer semester of the 

previous Community College. He found interest in the subject matter after taking classes 

that were required.  Anthonyôs textual interests were ñadventureò and ñdrama books.ò He 

was fond of the Percy Jackson series and enjoyed reading the local newspaper. When 

differentiating academic and recreational reading, Anthony said recreational reading was 

ñfun and easier.ò He prefers it over recreational text.   His preference was to read in the 

evenings, alone. According to Anthony, he ñmostly find a deeper meaningò when reading 

texts for school.  

Darius 

Darius is a biracial a student who marks ñAfrican Americanò on his school 

records and documents where he has to enter demographic information. At 21 years of 

age at the time of the study, he was a Computer Science major who had completed his 

first year at the Community College.   After the interview, Darius said he would transfer 
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to a University the following semester.  He enrolled in the Community College as a 

Computer Science major, wanting more than his GED could offer at that time. His 

ambition in life was to become a graphic designer. Some of his favorite texts read while 

growing up were Dr. Seussô Green Eggs & Ham  and The Cat in the Hat. He also enjoyed 

reading The Holy Bible. He shared that his older brother ñalways took me to church.ò 

While there, Darius said he learns ñScripture from church [and has an opportunity] to 

share during Sunday school.ò 

 C-Mike 

 C-Mike had only been at the Community College after transferring in from 

Louisiana.  His desire was to become the CEO of his own fashion outlet.  This, he said, 

explained why he enjoys reading Gentlemanôs Quarter, known as GQ, Magazine.  Fitness 

and fashion magazines in print and digital media were of great interest to C-Mike. He 

expressed that having those interests and reading his Bible would prepare him for success 

in the future.  A reader who preferred to read when it was quiet, C-Mike is a Mechanical 

Product Developer.  When asked how this related to his interests, he shared that he hoped 

to gain insight on how to develop products, so he can develop his own. In addition to this, 

he desired to have his own business and design his own clothes. At the time of the study, 

his highest grade of completion was 11
th
 Grade. 

C Tech 

C Tech enrolled in the Community College ñto get a better understanding of 

computers.ò  A Computer Programming major, he had a desire to create a broad range of 

multimedia. He, like C-Mike, enjoyed reading magazines and digital media.  He 

passionately expressed his disinterest in ñschool reading.ò  He voiced that he preferred 
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reading ñwhat he likes and wants to read; and not when called upon.ò  The ñpopcorn 

reading is the worst where everybody has to read when she [the teacher randomly] calls 

on youéI hate that!ò He said he followed directions and read the text because he 

understood how it would increase his knowledge about things he needed to learn. 

Ralph 

Ralph was the youngest participant in the studyéonly 18 years of age at the time.  

With an undecided major, he said he ñenrolled to get a better future. I got to be 

responsible and take advantage of it.ò During his high school years, Ralph attended a 

private school for Grades 9-12.  He enjoyed reading sports magazines and described 

school reading as ñharder because youôre learning.  Itôs so hard when the subject is 

boring.ò When asked what made it difficult, he responded, ñYou have to think critically.ò 

The participantsô voices are the core of qualitative research. Their thoughts, like 

qualitative research, are custom designed and not fashioned or duplicated from something 

else. With the analysis of data taking a spiral form, I entered with words and phrases and 

exited with this narrative account of the data.  The results presented next involve both 

across and within case analyses of students and their instructors, in no particular order as 

it relates to ranking. 

Student Themes 

The themes and subthemes presented in this section of the study derived from the 

analysis of studentsô data as referenced in the data protocol (Appendix B).   The four 

major themes found were: Motivators to Read, Obstacles That Impede Motivation, What 

Students Feel Will Help Them Become Better Readers, and What Being a Better Reader 
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Could Do/Qualities of Effective Readers.   Following is detailed information on these 

themes and subthemes.  

Student Themes and Subthemes

 

 

         Figure 4.1 

 

Motivators to Read 

ñMotivators to Readò was one of the themes that emerged from the data.   This 

major theme had the following subthemes: Family, People, Online Media, Nonfiction 

Text, The Bible, Keep It Interesting or Me Interested, and Novel Projects. The following 

paragraphs will present them in that order: 

Family. When answering the question ñWho or what has greatly impacted your  
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reading development throughout the years?ò the participantsô answers communicated 

their familiesô influence. Noah shared that his one-year old brother impacted him 

ñbecause he just reads and reads. Our stepdad influenced us both. I would see both of 

them reading and heôd say to me óDid you knowé?ôò James LeMour lives with his 

mother and spoke to recollections of her reading to him when he was little. ñShe even 

asked questions about the words,ò he said. Tony responded, ñMom reads the newspaper 

oftenò and continued by saying, ñMy dad reads a lot of inspirational books like the 

Bible.ò   He revealed that his father was a pastor and so was Qôs, another male participant 

in the study. According to Q, ñ[His father] reads the Bible almost just about every day. 

And itôs just amazing how he draws up all that knowledge from the Bible. He can, he can 

quote you them scriptureséitôs just amazing.ò Q also shared how proud he was that his 

mother went back to school and received her Residential Nurseôs certification. She 

motivated him to read by being a ñreal life exampleò of how reading can be rewarding. 

ñShe justéme and her like really like be in competition. We always be in a competition 

like who can make the best grades.ò He continued: 

Yes...like if she does something I feel I gotta like out beat her. Now I can 

see the outcome since she graduated... Since she graduated and since she, 

you know got her, you know what Iôm saying degree or whatever. I see 

like itôs good to go back to school just [to] get a better learning. 

Q continued, ñShe reads and makes me read. Every since I was young she always makes 

me read.ò  He expressed that she impacted his reading since Kindergarten by adding ñshe 

used to stay on my brothers and sisters.ò  When asked if this influence continues to shape 

his current development at the Community College, Q said she made him go in his room, 

get his work done and all that [reading] ñjust like Iôm in high school.ò Darius indicated 
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that his brother played a role in his motivation to read as well.  He said, ñMy brother told 

me to read the Bible when I was young.ò 

 The familyôs posture in being a motivator for reading extended to siblings.  

During the interview, I asked the participants, ñWho in your family has had the greatest 

impact on your reading development?ò Q responded, ñI would have to say my lilô sister 

cause she reads a lot! She reads a lot.ò He shared how his fourteen-year old sister inspired 

him by reading books from the series Goosebumps. He added that his mother was the one 

who got her motivated to read as well. On the other side of sibling motivation, when I 

asked Tony if his brother or sisters motivated him to read, he responded ñNah!ò He 

considered them ñnot readers.ò C-Tech said, ñMy wife is my biggest influence to 

readingéand everything.  She knows how to push me in the right direction.  Before my 

wife, it was my mom.ò C-Mike shared how his sister graduated from college.  He said he 

had to read because seeing her graduate ñmakes me want to as well.ò 

 Family members motivate African American males to read. The disclosure of 

reading among mothers, [step]fathers, foster parents,  sisters, brothers, and wives were 

mentioned as a great influence in the lives of the participants.   

People. People such as friends, teachers, pastors, community leaders, and 

television stars were also found to motivate African American males to read. The 

information within this subtheme is divided into three main categories and shared in the 

following paragraphs. 

Friends share many things, including the ability the motivate each other to read.  

During the interview, Noah said that the pastor of his church ñalways challenges me to 

read scripture. I get a lot of knowledge from him and a deacon in our church.ò  
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He continued:  

He is an Omega and I like the way he presents things. He illustrates it and 

you know he did some studying. He gives it to you and leaves a blank in 

the middle. Heôs like a suspense movieékeeps you on your toes, Man!...I 

mean Maôam. Then one day, my teacher had a man come. I enjoyed seeing 

ñanother one of usò come to challenge us to read with understanding and 

look at key words. 

Q expressed that he and his friends listened to rap music and explored the lyrics to one of 

his favorite rappers: Lilô Wayne.  He commented, ñLike me and my friendséwe real big 

on musicéwe research our favorite rappers.ò When I asked the question, ñEven when 

you were talking about Lilô Wayne and researching him, do you think that has had an 

impact on your reading performance?ò Q responded that it did ñbecause, like, when I read 

I gain knowledge.ò 

C-Mike said, ñPeople in the community pushed me forward.  City Councilman 

(this lady running in District 9)éthey encouraged me.ò  When asked how, he said, ñIt 

was just good to see them passing out stuff to readéand her saying , óRead all about me, 

make a difference!ôò 

Teachers motivate African Americans to read when they ñshowò that they 

themselves love reading. C-Mike said, ñMy teacher for this class is very passionate, 

really cool. She makes reading funny and interesting. She makes it fun and easy to 

understand.ò Both Anthony and Q. expressed interests in what the teacher presented in 

class particularly: Maslowôs Hierarchy of Learning. The participantsô responses to their 

instructorsô teaching on this resounded with comments such as, ñYou want to go learn 
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about him, see okay what is the pyramid about é. You want to understand. Okay, see 

what itôs about,ò says Q. Tony realized that the character in the novel he was reading 

reached self-actualization.  He said, ñMy character had self-actualization when he was a 

kid and didnôt know how to show it until later.ò  The participants shared how their 

instructorôs teaching made them want to ñread more to find out.ò  Tony said, she ñget on 

subjects and it makes you want to read more!ò Darius affirmed how his teacher made a 

difference.  He said, ñMy teachers in 4
th
/5

th
 Grade made things very suited. Passing tests 

with them and people who motivate is good.ò  

A final category of the subtheme People that surfaced as a motivator to read was 

centered on television and music stars.  The desire to read more was sparked from 

rappers in music videos of  Lilô Wayne while other glitters of motivation related to 

sports, watching ESPN, the local news, and talk show hosts.  

ñSportsò was mentioned in the interviews of C-Mike, Q, and Tony as a motivator 

for reading. C-Mike said he ñlike[s] to read and hear what people are talkinô about in 

fitness magazines and those like Sports Illustrated.ò The Maury Povich Show, according 

to Q,  was accounted for as a motivation for reading, , ñThe Maury Showéto be 

somethingéto be something like that, you have to be smart and just know he probably 

reads a lot to have his own TV show.ò 

 During the interviews, the participants expressed how athletes gave them 

motivation, dedication, courage, strength, and perseverance.  Music stars and people in 

the media such as talk show hosts and rappers motivated them as well. The common 

thread in this study is that African American males presented ideas and events 

happening in the ñreal worldò as things they enjoy ï giving them a desire to read more. 
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With the influences and supports of friends, teachers, and television/media influences, I 

noticed that People sparked a desire for the participants to read. 

Online media. Online media arose as another motivation for reading. Findings 

from participants communicated that they were inspired to read online text. Some of the 

mediums mentioned were Facebook and EBAY. Other comments from Q explained, ñI 

get myself on the computer and like lookinô up like ESPN cause I like sports.ò  Tony 

commented that he liked to ñread comments of the dayò on Facebook.  Conversations of 

researching trials like ñ Casey Anthonyò on the computer took place with continued 

discussions by Q of going on the Internet to research and learn more about Maslowôs 

"Hierarchy Theoryò. C-Tech said, ñI like to read stuff like what comes up on my phone in 

Yahoo or a comment from someone online.ò  Another way online media played a role in 

this study was mentioned in the Student Participants section of the chapter, After 

unsuccessful attempts to confer in person, primarily due to the participantsô work 

schedule, Johnôs interview was conducted online instead of in-person via FaceTime and 

electronic mail. While academic reading often encourages the reading of printed text, a 

motivational tool that could bridge the gap is that of Online Media.   

Nonfiction text. Nonfiction text such as biographies and stories from the real 

world emerged as motivational factors as well. Noah said, ñI like to read about history, 

the Bible and other books. He shared that he loved reading anything written by Dr. 

Martin Luther King, Jr. ñThey [The text] gave me insight on where I came from and how 

to deal with every day.ò  Tonyôs desire for reading was, ñSomething that interests me like 

Biology, or something that is going to happen in the real world.ò  The students referenced 

textbooks, particularly those that were of interests to them as motivators for reading. 
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James LeMour said he liked reading books on Calligraphy and Chinese Art. Ralph 

enjoyed reading books related to football and basketball. C-Mike and John Smith 

mentioned the love of reading magazines related to sports.  John Smith said, ñReading 

sports magazine had a big impact on me because it got me where I am today; and I 

learned a lot about sports and all the sportsô greatest. I like reading their quotes.ò 

Learning things of and from the real world ignited a passion for students.  They 

perhaps felt they could apply the new learning to aid in survival or promotion in the real 

world. Nonetheless, books, magazines, novels, and text of ñreal peopleò including the 

Bible were spoken of.   These mediums are considered Nonfiction. 

The Bible. The Holy Bible emerged as a motivator for African Americans to 

read.   References of the Bible took place when speaking of people as a motivational 

factor.  Darius shared, ñItôs enjoyable reading the Bibleéthey have different stories.ò  He 

continued, ñit makes me more confident when I read it.ò Tony and Q also spoke of seeing 

this text and expressed thoughts of amazement at how their fathers knew the contents 

thereof. From an early age, it appeared that this ñnonfictionò text was within the home 

setting and served as a motivator for Darius, Tony, and Q to read.  Ralph and Noah 

referred it one of the books in their bookprints. C-Mike said:  

I read the bible. It was very interesting. Scripture is very interesting. My 

Pastor encourage me to read The Word.  When he preaches, he needs a 

reader. I read. It challenge me. I read the Bible a lotétrain people to 

prepare for life. I like 2 Corinthians 9:7. It talks about being a cheerful 

giver. 
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   With educational attributes, the Bible was seen as a nonfiction text that motivated 

individuals, like C-Mike, Darius, Noah, Q, Ralph, and Tony to read. Because of the 

recurring codes found within the analysis of data among six of the nine student 

participants, The Bible was extracted as a subtheme in this study for a motivator to read. 

       Keep it interesting or me interested. ñKeep It Interesting or Me Interestedò 

emerged as a sub-theme to ñMotivators to Readò as well.  Many of the participants 

indicated in their reflective journals that interest in what they were reading played a role 

in them developing the desire to read. Ralph said, ñItôs so hard when the subject is 

boringéhaving to think critically.ò C-Tech said, ñReading is easy when you read 

something you want to read, not just something you are being made to read.ò Tony wrote 

ñit [an in-class reading assignment] was interesting early onò but ñslowed downò as the 

reading progressed.  Tonyôs expressed how his desire to read waned as he continued 

reading the story.  The story he and his class were reading was based on the real life 

account of a man named John Thompson.  When asked ñWhat could have made todayôs 

reading more enjoyable?ò his journal response stated; ñThey could have talked more 

about John Thompson.ò  This indicated that his motivation was linked to his interest in 

the topic, but the length of the text brought about disinterest.   John Thompsonôs Story 

was an account of ñreal eventsò. Many of the students expressed interest and motivation 

to read the narrative.  I noticed students asking questions about the main characters and 

connecting the events to their personal lives. Motivation to read this text allowed 

participants to employ reading strategies such as Making Connections, Asking Questions, 

and Visualizing. These conceptions acknowledged Keep It Interesting or Me Interested as 

a sub-theme. 
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Novel projects. During the month of July, students enrolled in the reading class 

read a text entitled Motivations and Emotions. While perceptions of that reading selection 

were ñgoodò, Q found himself ñtiredéhe was not as exciting as he was when reading 

John Thompsonôs story.ò With this realization, his mind began to shift and think about 

the novel project that was due in a few weeks.  ñRealizing that the novel project is due 

soon gave me a desire to read my novel, in order to finish the projectéI feel the urgency 

to finish the novel project.ò Although this was not the focus of the lesson, Q arrived at a 

motivator to read. He took ownership and responsibility for the assignment.  The Novel 

Project and its approaching due date sparked a desire for reading. While Q made mention 

of this in his participantôs journal, Tony shared his thinking aloud during an interview 

saying that he completed the reading of Man-Child in the Promise Land, ñso I can finish 

my project.ò  

C-Mike shared how he enjoyed when the class had opportunities to present and do 

various reports in class.  He said: 

The teacher shows us how to do it. I love how she breaks it down. She 

makes it fun.  This and Speech are my favorite class. I love when we have 

those dates to turn in and present stuff. Sheôs good at reminding us when 

they are due. I like that. That means she care about us. 

 C-Mike, Q., and Tony seemed to be driven or motivated to read by novel projects, 

deadlines, and due dates. Motivation among the three was sustained, even when a sense 

of urgency was perceived.  With reminders and timelines clearly communicated, these 

projects were viewed as enjoyable and appreciated.  In a developmental reading class, for 

this study, Novel Projects motivated African American males to read. 
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Praise, passing grades, money and success. Topics of praise and attaining 

passing grades to acquire more money for success were threaded throughout the 

conversations.  The four (praise, passing grades, money, success) were motivators for 

students to read. C-Tech mentioned that he enrolled in the college to get a better 

understanding of computers.  With Computer Programming as a major, he desired to get 

a job in multimedia.  Similarly, Ralph said: 

Making a lot of money isnôt all thatégetting what you get done is what 

counts to me. I want to work on computers; do updates on them. I have to 

read to do that.  Thatôs why Iôm in this class. You can be good as long as 

you know what you know. You donôt have to be a good reader to make 

more money than someone who is a good reader. Iôm in this class to pass, 

so I can learn more about computers. People should read more often.  

Your ability to comprehend allows you to say, ñOh, I get it!ò  Iôm trying to 

take this class to pass and learn more about computers. 

C-Mike said, ñWe should be honest with ourselves, find our weakness and 

challenge them. I did not graduate high school because of a Reading examéI had 

to take that 2 or 3 times.  I had to push myself.  People like my family and friends 

were saying, ñPush yourself!ò  C-Mike disclosed how praise was an important 

motivator in him passing a test in order to graduate high school. Darius also 

talked about the praise given by his mother rendering Foster Care. He shared how 

she encouraged him to read so that he would have a good job someday. He said, 

ñMy foster parent does banking. She has to cut loans. She has to read to make 
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sure info is correct. Any job you have to read.  They give you a packet.ò He 

continued: 

I give praise to myself. I get Scripture from the church and [they] share 

during Sunday school. Maybe itôs for the better. It might change me. I 

want to be a graphic designeré.and make more money. Everybody needs 

some dollars.  Being a good reader will help me get that job. Passing tests 

with teachers who motivate you is good. I tend to motivate myself a lot 

though.  Success is a great feeling. 

Ralph shared how his developmental reading teacher, Beth, praised him.  Although he 

mentioned school reading ñisnôt easy. The more I read or have to read, Iôll probably feel 

better about it.ò He talked fondly of her: 

She taught me how to make myself self-motivated. She tells about the 

story and relates it to her life. It helps you comprehend. Iôm glad I had the 

same teacher for English.  She is just joyful. I think without her I would 

have really struggled in this class. I know I would because sometimes I get 

excited after all the reading occurs in class and [I] move on to broader 

stances. 

Motivators for reading create a desire to read. Although these factors involved 

things within the studentsô personal lives including family and their readings of the Bible, 

nonfiction texts such as biographies and other educational texts motivated the students as 

well.  A recurring code or phrase throughout this data analysis was the word 

ñinteresting.ò  There is motivation for students to read if the text is kept interesting and 

they - the readers ï are kept interested as well. Other motivators were praise, passing 
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grades, money, and success. Upon hearing the voices of African American males students 

enrolled in developmental reading classes at a Central Alabama Community College, the 

theme Motivators to Read emerged. 

Obstacles That Impede Motivation to Read 

 A second major theme within the study evolved when the participants identified 

items that hindered or squelched their motivation to read. These items formulated into the 

above theme which included subthemes related to boredom and inabilities to understand 

vocabulary or text based on the semantics and syntax of words. 

Lack of relevance / boring text. There were several factors that were said to 

hinder or impede studentsô motivation to read. Some of them included the lack of 

relevance to studentsô lives, which often led to text boredom. Noah expressed that 

reading ñhas to be interesting. If not interesting, I wonôt read it. I took AP courses back 

when I was in high school.  Itôs overwhelming now, with all the 

responsibilitieséespecially now that Iôm going through a divorce.ò  Q lost interest in text 

that was not relevant. He communicated that when text was ñboringò, it was difficult to 

understand.  During middle school , he was interested in the chapter book, The Watsons 

Go to Birmingham. Although Q was not born in 1963, he was able to find relevance in 

the text through the sibling rivalry between the older and younger brother, Byron and 

Kenny.  Q, like many of the students that read this text, recognized that Byron often took 

advantage of his brother. He recalled the revenge that Kenny rendered because of this 

mistreatment. Making a point of relevance, Q. shared that family members can 

sometimes cause embarrassment. 
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In his interview, Tony stated he was ñdisinterestedò in reading books related to 

History.  ñItôs just so slow paced,ò he said. Ralph expressed, ñSchool reading is harder 

because you are learning stuff they wantékinda boring; itôs not like when Iôm reading 

Sports Magazines Now that I like!ò The lack of relevance or interesting text seemed to 

interfere with his and other participantsô motivation. 

Big words. Vocabulary was discussed among the participants when sharing 

information related to what motivates them as readers. Tony mentioned that the 

developmental reading classes he had taken ñhelped with different vocabulary words.ò 

He seemed motivated to read and saw himself as a ñpretty good, confidentò reader.   I 

discovered, based on his responses during the interview, that at the time of the study, he 

had been enrolled in his third developmental reading class. Perhaps many opportunities 

and exposure to teachings of the ñbig wordsò helped. Q expressed a passion to learn such 

words.  According to him, ñI would like to learn bigger words.ò He expressed disinterest 

in only having knowledge and using ñé. the same old words.ò C-Tech said when his 

reading teacher exposed him to vocabulary words, ñI sound smarter like I know what Iôm 

talking about when I read.ò 

Confusing language. With the wide variety of genres, diverse language floods 

the pages of text and can become confusing to some readers. As with Tonyôs reaction to 

A Tale of Two Cities, ñThe book was difficult to read all the way through.ò  Q. also 

indicated how confusing language interfered with his comprehension. Some of the words 

communicated during the interview had to be rephrased so he could understand.  From 

listening, I observed that he had a stuttering pattern which might have impeded his 

reading as well.  Nonetheless, he often asked throughout the interview, ñWhat you 
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mean?ò  C-Tech mentioned, ñThe hardest part of reading is coming across words or 

sayings youôre not familiar with and it slows down the pace of your reading.ò The sub-

theme of confusing language was mined as a factor that impeded comprehension. 

What Students Feel Will Help Them Become Better Readers 

  Near the end of each interview session, participants were asked, ñWhat could 

someone do to help them as a reader or a learner?ò The following subthemes emerged: 

Interesting or engaging text, vocabulary instruction, explaining and providing a rationale 

for reading, and explicit teaching strategies with time to practice. 

Interesting or engaging text. The participants shared that they were motivated 

and better readers with text they were interested or engaged in.  Tony responded that he 

liked when he could ñsee connections in [the] real world from class discussionsò. Darius 

shared, ñA poem makes you feel better. My teacher [Beth] gives soothing poems.ò  

Interesting and engaging text seemed to evoke or solicit a response from readers. Q said, 

ñthey make me want to learnò and these new leanings ï ñthey carry over.ò  From the 

participantsô journal responses, some of the listed items read for the day were ñphone 

texts.ò It was observed that mediums read that day, including text messages, were 

referred to as ñeasy.ò Seeing text in smaller volumes as with text messages on a cell 

phone and/or technology innovations engaged readers. This often read medium for text 

was perceived as ñnothing difficult.ò C-Tech spoke candid and passionately about his 

feelings about text and the reading class. 

 He said: 

Give me something I want to read rather than just tell me what to read.  

This class hasnôt helped me to become a better reader. This class is a 
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waste of time and money. The teacher is helpful, but it seems all about the 

lab time where we read and answer questions on the computer. The call 

isnôt needed. 

Ralph expressed how he wanted to read more exciting and enjoyable books. He 

said, ñThe Company who makes the books should be more vivid with their study 

and bring their information out more broadly.ò Darius recalled a time during his 

reading class where he was very engaged. He said, ñThere was a teacher that 

came to our classéheôs down the hall.  Heôs an actor.  He read poems like a 

óradio voiceô in class.ò  Poetry and reading aloud text with expression motivated 

African American males in the developmental reading class as well.  

Vocabulary development instruction. The language and words within text may 

impede both comprehension and motivation to read.  C-Tech mentioned that one of the 

hardest part of reading was when he came across words he did not know. Tony 

mentioned that his developmental reading class ñteaches vocabulary words [that he has] 

seen in other books.ò He informed that the vocabulary (words within the story) was not 

taught in isolation, but in context by his instructor.  It appeared that vocabulary 

instruction, in general, may be a solution to enhance motivation for readers.   

Explaining and providing a rationale for reading. A common subtheme in the 

study was that the instructor, ñwhen [he] talks about it, it carries over.ò This was said by 

Q to occur because ñshe give you a reason to look something up.ò   He later added, ñShe 

explain what we have to do.ò  This, according to Q, is told, ñstep by step.ò James LeMour 

said it helps when ñteachers give an overviewò and relate it to real life. When the purpose 

of a reading selection is explained and a rationale is provided for that reading, as Tony 
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said, ñthe instructor makes it interestingò and worthwhile.  He mentioned how was then 

able toñsee connections in real world from class discussions.ò  

ñTranslatingò or explicit teaching strategies with time to practice. Tony said 

he needed to know ñhow to translate, find the theme.ò If teaching on this occurred, Tony 

said, ñI would be able to brainstormé think of what's going on in a book.ò Q. mentioned 

how he would be able to pass the test and ñget more knowledgeò.  He added that when it 

came to having an instructor, ñI always like a teacher who like to explain or I can explain 

to seeé and say okay, read this.ò  Tony and Q. desired skills that would teach them how 

to read. Q expressed his interest of wanting to ñtranslateò so he could ñlearn some 

positive things for my life.ò 

John Smith said, Reading ñwas easy and understandable when we read short 

stories and talked about them first.ò He continued by saying that the teacher paused, 

talked about it and reviewed different skills for them to practice.  He said at times, ñIt 

was easy because we did some group reading.ò  As they prepared for the final reading 

assessment, John Smith said: 

I like that we took a fake exam and got to see what we would make. Weôll 

take the real one after she teachers more stuff. Taking the fake tests make 

me want to do betteréreading short stories about people make me want to 

do better and move forward in life. 

With the desire of wanting time to practice with texts, Darius wished he could have had 

the practice using his native language in schools. He said: 

I used to speak Polynesian. My mom is African American. My dad is 

African American and Hawaiian Pacific. I wish I had a way in school to 
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keep my old talk.  I used to speak Polynesianélike my dad.  I donôt know 

it now. 

While appreciation was expressed in learning the second language (English), the 

desire to preserve and practice the use of native language was included as a factor 

to help students become better readers. There is a large body of research that 

supports translation as a means to build student understandings of language.  

These increased understandings are an important lever for improving reading 

comprehension (Brisk & Proctor, 2012; Palinscar, Symons, & Schleppegrell, 

April 2013).  Translation allows students to use their native language, facilitate 

transfer of those skills, allowing them to make mental connections to what is 

known, which Williams and Snipper (1990) said allows for enhanced retention of 

new information.  Increased metalinguistic awareness ï phonological, 

morphological, semantic, and lexical ï is also associated with increased reading 

achievement (Goodwin, Gilber, and Cho, 2013).  Brisk and Proctor (2012) found 

that majority of the skills English Learners needed to master the new Common 

Core State English Language Arts Standards were ñhighly metalinguistic in 

nature; that is, they require students to be particularly attention to the features and 

use of languageò (p. 117). This research informed that studentsô practice using 

their native language along with the second language, in this case English, enables 

them to transfer reading skills and make connections to what is known. They, 

then, are equipped to master standards requiring the use of language to interpret 

items that are extremely metalinguistic in nature.  
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Studentsô Perceptions: What Being Motivated Can Do/ 

Qualities of Effective Readers 

 A final theme illuminated as studentsô perceptions of what being motivated to 

read could do. Q. declared that when you read ñyou gain knowledge.ò Participants shared 

how they were motivated by family and friends; they also referenced having the ability to 

motivate others themselves as readers. John Smith said, ñReading sports magazines had a 

big impact on me because it got me where I am today; and I learned a lot about sports and 

all the sportsô greatest.ò He expressed that he loved reading the quotes from the 

magazines and he ñshare[s] them with other young bucks so they can become something 

big someday.ò Tony said, ñI would probably read a whole lot more than I do nowò if he 

had thought about the idea of being a role model.  Darius knew that his improved reading 

skills could make him a greater role model. He shared: 

I failed two grades. Teacher said, ñDude, youôre stupid!ò [I] was ready to 

dropout, but DHR service gave me a chance to prove others wrongédid 

good in there. [I] skipped two grades to 12
th
é passed all except Reading 

part. I was focused on all the hard stuff; but failed the easy. Others cheated 

off me and they passed. I didnôt feel bad. Foster Mom [at that time] teased 

meéI was out to prove óem wrong!ò 

Ideas were shared and expressed by the participants that could be consolidated 

into this statement of Q, ñWhen you read you gain knowledge.  Thatôs the most 

important [thing] that I can sayéYou get the understanding of.ò Q continued by 

giving an example of what could occur when and if an individual is motivated, 
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ñLike big words. I donôt understand a lot of big words. So thatôs why I keep on 

reading to understand. So I can get a better understanding.ò 

Teacher Participants 

 

 

 

 

 

         Table 4.2 

The paragraphs below provide a synopsis of each of the teacher participants. The 

following descriptors were derived of field notes from observations at the schools. 

Beth 

Beth was passionate about making sure that her students heard and understood her 

in the classroom. She walked around the classroom, up and down the rows, gently 

tapping on the shoulders of students as she taught. She did not appear to be make random 

taps or conversations with students; each touch seemed to have a purposeéalmost as if 

she saying ñI care about you.  Hang in here with me and this will all make sense.ò She 

constantly reminded them that they ñcan do it.ò  She added jokes and humor to her daily 

lessons and opportunities for questions after each section of the text before moving on. 

She was great at clarifying questions, making students think about the things they were 

not sure of.  After providing clarity, she ended conversation with, ñNow tell me what you 

now know that you didnôt before you asked the question.ò This was a great way of having 

students orally express their thinking and learning.  It provided an opportunity to further 

Teacher Participant Demographic Table 

Pseudonym Title  Highest 

Degree 

Teacher Status 

Beth RDG 

Teacher 

Masterôs 

Degree 

Retired K-12 Teacher 

Freda RDG 

Teacher 

Ed. 

Specialist 

8 Years of Teaching Experience in 

Elementary and Middle School 

Nancy RDG 

Teacher 

Masterôs 

Degree 

Retired K-12 Teacher 
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clarify, if needed. An educator, positioned as the researcher in this study, I wrote in my 

journal a memo to recall this method when asking my own students questions in class. 

Freda 

Freda was keen in monitoring the progress of all of her students. This was 

observed through her interactions with students in classroom lessons and the monitoring 

of lessons she facilitated in the technology lab. I notice that after every class when 

students completed an activity on the computer, Freda was quick to review the 

scores/data from the lesson.  I saw her not only making notes in her gradebook, but 

adding sticky notes to offer explanations of scores and next steps for instruction.  One 

sticky note read, ñ60 ï Go back and review main ideas.ò  When asked her to explain the 

note, she informed that if any of her students made below 70, she offered a mini-lesson 

before the next class meeting.  Students were invited to come 30 minutes before class to 

have skills and strategies retaught before beginning a new lesson.   Freda informed that 

she offered this tutoring as a courtesy, free of charge, because ñI just want all of my 

students to get it!ò 

Nancy 

Nancy did not use any of the lab time reading studentsô written work.  Her 

involvement in the lab extension was an avenue in which she modeled high expectations 

for students. She offered a collaborative approach of accountability during the learning 

process by perusing the aisles of computers.  She informed that she did this to make sure 

all the technological equipment was working and that students carefully read each item, 

answering accordingly.  She informed that at the beginning of the year, some students 

rushed through the lab and scored poorly.  Her presence offered accountability and a 



91 
 

  
 

reminder that she wanted them to do their personal best. I noticed that when one student 

looked up at her, she smiled and said, ñIôm proud of you. Hang in there!ò  She could tell 

the student was getting a bit exhausted from reading the text on the computer monitor.  

However, after she said those words of encouragement, the student smiled back, rolled 

his head and shoulders backwards in a stretching manner, and continued the online 

reading checkpoint with a smile on his face.  As I watched Nancy that day, one of the 

statements I wrote in my journal read, ñThis goes to show that a little encouragement and 

go a long way.ò 

Teachersô backgrounds and beliefs allowed each of them to offer their individual 

perceptions of studentsô reading motivation. Beth was Caucasian, while Freda and Nancy 

were African American. All of the teacher participants understood the importance of 

equity and excellence in education. They discussed student expectations within their 

classrooms and talked on the importance of students maintaining a ñspirt of excellenceò 

in their academia and personal lives. They created opportunities for collaboration within 

classroom settings and promoted relationship building.    Their personal passions for 

excellence allowed them to monitor studentsô work and discussions intricately to assure 

accountability of learning experiences. Each of the teachers believed it was their 

responsibility that students were motivated and that they excelled in Reading. They 

understood the complexity of the work they were doing. Their actions held students to 

high expectations; and they made it a practice to monitor those expectations. 

Teachers in the study had faith, or believed in the success, of their students.  Each 

of them repeatedly stated their high hopes and expectations. They modeled positive 

behaviors and outlooks towards reading along with the expected attitudes from the 
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students. All three teacher participants in this study taught with a sense of urgency that 

was filled with compassion, love, and respect of each individual student. 

Teacher Themes 

The themes and subthemes presented in this section of the study were derived 

from the analysis of teacher data as referenced in the data protocol (Appendix B).   Their 

perceptions fostered four major themes: Motivators to Read, Factors That Impede 

Motivation, Ways Students Can Become Better Readers, and Qualities of an Effective 

Reading Teacher (Appendix B).    

 Teacher Themes and Subthemes  

 

           Figure 4.2 
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Teacher Perceptions of What Motivates Reading and Factors That Impeded 

Motivation  

Reading motivators from the teachersô perceptions were primarily based on 

studentsô behavior, participation in class, and retention of knowledge from classroom 

assessments. From the teachersô perceptions, it was important that students displayed 

positive reactions towards Reading to create a passion or desire to learn. This behavior, 

coupled with the ongoing scaffolding, facilitated the learning process. Finally, the 

teachers viewed their teaching and studentsô learning as critical components in 

motivating students to read.  They communicated that family, community, and teachers 

served as role models motivating students to read.  According to them, students were 

motivated by the media as well. Having love, high expectations and building confidence 

were a few things they believed made them effective.  The need to keep learning 

meaningful and relevant, providing students with applications they could relate to were 

demonstrated in their practices.  Teachers in the study identified that the same things that 

motivated students to read were the same as those things that hindered them to read. 

Students Becoming Better Readers and Qualities of an Effective Teacher 

 Teachers communicated that if  students believed in themselves, had trust and faith 

within to take risks, and read a wide variety of text that they would become better 

readers.  The educators knew that these factors were motivators for students to read.  

Beth told her students how much she loved theater. She informed them of her experience 

in theater and local plays.  The students enjoyed the readerôs theater and poetry she 

brought into class. She said, ñStudents just love these genres of text.ò The following 

paragraphs provide more insight into teachersô practices as observed during the study. 
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Teacher Practices 

The teachersô commitments to equity and excellence were grounded in an attitude 

that they could transform individuals.  Educators held beliefs that perpetuated ñfunds of 

knowledgeò (Lee, 2007) and their actions demonstrated this commitment. With 

courageous conversations as a starting point, the candid expressions of day-to-day 

diligence steered conditions that made achievement permissible for all students. Bethôs 

actions were deeply rooted in conversation and collaboration with her students. She 

created an organic accountability system. Students were responsible for certain tasks and 

for delivering outcomes of excellence. Beth stated repeatedly, ñHang in there!  Weôre 

going to get through this.  Itôs all going to make sense.ò Her accountability system was 

more than an evaluative based on grades; it was one that established expectations for 

behavior and stamina. At the Central campus of the Community College, Beth created a 

culture where expectations were clear. More importantly; the accountability came from 

within as each students held themselves accountable for student achievement. The theme 

gathered at the Central Community College sites was the collaboration between the 

teachers and students. This led to the continuation of conversations held about beliefs, 

practice, and expectations.  

At the Southern Campus, Freda had a different style of monitoring and 

accountability for student achievement. The common theme at this site was evident as 

Freda and Nancy demanded excellence at all timeséfor all students and on all levels. 

Both continuously expressed their expectations. With Freda and Nancyôs intense 

monitoring of instruction ï both in the classroom and the computer lab, conferring with 

students and ensuring that their learning aligned to the daily lessons were continuous. The 
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educators held students accountable. Using this approach, positive expressions of 

motivation were apparent. The teachers were committed to ensuring that students 

received high-quality educational experiences. They did not accept excuses and did 

whatever it took to help students get on board, even by offering tutoring outside of class 

hours. The use of a rigorous and relevant framework helped them accomplish their goals 

and objectives.  

All three teachers, at the central and southern site, were grounded in their 

commitment to holding stakeholders accountable. Although the students were considered 

adults, they believed it was the responsibility of all parties ï teachers of various 

subjects/courses, leaders within the institution ï to be involved, ensuring that optimal 

student achievement occurred at the Community College. While the three teachers 

challenged the teaching practices of faculty of other subjects (non-developmental 

courses), they showed their appreciation by inviting them in as guest speakers to share 

their own personal Bookprints.  The leader of the developmental reading program 

understood the complexity of advancing student achievement and felt that everyone 

benefited when the school was successful in doing so. The leadership of the Director of 

the Reading along with the day-to-day practices of highly qualified teachers included 

having conversations with faculty and students - constantly assessing where the school 

was in relation to achievement and establishing learning goals.  

Teachers at the Community College and their leader, the Director of Reading, 

modeled a passion for culturally relevant pedagogy and content delivery.  Each 

challenged students and made learning rigorous and relevant. All had quality teaching 

experiences prior to becoming a teacher/instructor at the Community College. Because of 
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this, targeted instruction came naturally; making it effortless to express what they desired 

from students while also motivating and holding them accountable for their own learning. 

 

Cross Case Analysis

 

Figure 4.3 

With the purpose of this study dedicated to exploring how African American 

males are motivated to read, there were four themes that emerged from the cross case 

analysis of the interviews and artifacts collected: (a) Motivators to Read (b) 

Obstacles/Factors That Impede Motivation (c) Ideas for Personal Improvement (d) 

Qualities of Effective Readers/Teachers. A cross case analysis was conducted to denote 

similarities and differences among students and teachers regarding their perceptions on 

what motivates reading among African American males enrolled in developmental 

reading classes.  The list of themes and subthemes, derived from student and teacher 

participants is located in Appendices E and F.  The figures within this section of the 

paper reflect the similarities and differences using a cross case analysis. A summative 

table is presented in Table 4.3.   

Teacher and Student 
Themes 

Motivators to Read
  

Obstacles / Factors 
That Impede 

Motivation to Read 

Ideas for 
Personal 

Improvement 

Qualities of Effective 
Readers/Teachers
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Table 4.3 
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Praise        

Passing 

Grade 

       

Money/ 

Success 

       



98 
 

  
 

Motivators to Read 

Table 4.4 

 

 

 

 

 

 

 

 

 

 

 

 

 

Similarities. Data from the two cases (student and teacher participants) revealed 

that family, teachers, and media motivated African American males to read. While 

student participants disclosed that friends, television and music stars were influential in 

their motivation, the teacher participants shared how Community positively affected 

studentsô motivation.  Beth said that she and Freda, another teacher of the developmental 

reading class, invited guest speakers into their classrooms ñto motivate and serve as role 

models.ò The impact on the students was noted when Noah shared, ñMy teacher had a 

man come.  I enjoyed seeing óanother one of usô come to challenge us to read with 

understanding and look for key words.ò  Other observations of the influence the external 

Motivators to Read 

Students Teachers 

Friends Role Models 

 

Family *Family 

Teachers *Teachers 

Television / Music Stars *Community 

 

 

Online Media Media / Imaging (Status) 

Passing Grade  

Money / Success  

The Bible  

Nonfiction Text  

Keep It or Me Interested  

Novel Projects  

Praise  
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factor of community had on reading motivation surfaced when participants were asked 

who had the greatest impact on their reading development throughout the years. Ralph 

responded that his motherôs friend motivated him to want to ñdo good in my studies.ò  He 

specified that the individual was a doctor in the cityôs main hospital.  Ralph had not seen 

the friend reading, he addressed how the friend assisted his mother.  He said, ñI 

remember when we were in [another town], mom was having a hard time and she 

helped.ò He explained that he had a lot of respect for someone who had a great career and 

could also provide an encouraging word. Overall, students and teachers conceded that 

motivation was sparked by a quest to receive passing grades to be successful as those 

they have seen in the community, on television, and those they ñlook up toò as role 

models. Though some were implicitly described, the extrinsic and external factors of 

family, friends, community, passing grades, novel projects, and text emerged from both 

cases as motivators to read.  

Online Media such as emails, Facebook, text messaging, Yahoo, Internet and 

television and music stars were mentioned by the student participants.  McLaughlin 

(2015) shared that studentsô love of music can be a fun, creative way for them to express 

their thinking.  She said it increases motivation and be used to teach summarization as 

well as review thoughts on the specific content studied. Teachers, within this study, 

acknowledged that media motivated their students to read.  Beth said that although she 

had been teaching ñfor quite some time, she never thought that a cell phone could become 

a tool to teach Reading.ò She stated that her students enjoyed ñCell Daysò where they had 

an opportunity to share a text aloud that related to a concept being taught.  Sometimes 

that concept was Questioning, Main Idea, Summarizing, or Inferring.  Beth would have 
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the student read aloud the text message and begin the dayôs lesson with text that was both 

relevant and engaging for students. The external factors of online media and image of 

success through the eyes of others were gleaned as similar themes among both cases 

(students and teachers) as well. 

 Differences. There were some unique items to the cases that differentiated them.  

Students stated that nonfiction text and the Bible were motivators.  Those themes along 

with Keep It or Me Interested were not gathered from the teacher interviews.  Neither 

were the motivators of doing novel projects and offering praise that students specified. 

Although the theme Praise did not emerge from the teacher participants, the catalyst 

behind it, love, emerged as a quality of an effective teacher. When sharing ideas for 

personal improvement, teachers conveyed the importance of reading text that was 

enjoyable, relative, and relevant to sustain studentsô interest. Teachers knew this was an 

area for personal improvement and distinguished it as a quality of effective teachers. 

Obstacles/Factors That Impede Motivation to Read    

Table 4.5 

 

 

 

 

 

 

 

Obstacles/Factors That Impede 

Motivation to Read 

Students  Teachers 

Boring Text Family 

Big Words Community 

Confusing 

Language 

Teachers 

 

 

 

 Media/ Imaging 
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Similarities. Obstacles or factors perceived to impede African American malesô 

motivation to read contrasted greatly.  There were no similarities among the cases, 

teachers and students. The differing themes depicting perceptions of what factors or 

obstacles impede African American malesô motivation to read suggested a need for 

professional development to bring awareness to both students and teachers.   In other 

words, what is perceived to be a barrier or obstacle to reading by teachers may not be to 

the African American male himself (Table 4.5). This finding reveals that there may be 

misunderstandings or misinterpretations of African American males and his teachers as it 

relates to what impedes or hinders motivation. 

 Differences. Obstacles or factors that students perceived to impede their 

motivations were boring text, big words, and confusing language.  The perceived 

hindrances to motivation of teachers were said to be the same things that motivated 

African American males: Family, Community, Teachers, and Media/Imaging.  Although 

Teachers were stated as a factor that impedes motivation, the researcher [I] found it 

ironic the perceived obstacles of motivation to read depicted by students (boring text, big 

words, and confusing language) were are all variables that a teacher can control, or 

address in his or her instruction. Still, they were not explicitly stated by the teachers.  

This finding from the cross case analysis implies that although teachers are aware that 

they are the primary motivator and influence of a childôs academic success in schools, 

they may not be cognizant or aware that it is the explicit teaching strategies delivered by 

them ï not others ïare needed to remedy ñboring text, big words, and confusing 

languageò so students can grapple with making meaning. 
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Ideas for Personal Improvement  

Table 4.6 

 

 

 

 

 

 

 

 

 

 

Similarities. Ideas for Personal Improvement confirmed that there is a need to 

provide students with interesting and engaging text. All three of the teacher participants 

said that reading aloud and having enjoyable text was a way to improve studentsô 

motivation.  The students expressed their opinions on this throughout the interviews and 

journal responses.  Ralph said, ñThe hardest part of reading is when the subject is 

boring.ò Previously, I referred to some of the candid responses of C-Tech when he 

mentioned that the developmental reading class was a waste of time and money.  He 

retorted, ñThis class hasnôt helped me to become a better reader.ò Although this was 

expressed in his interview with the researcher, when C-Tech read ñLetters to a Young 

Brotherò by Hill Harper, he wrote in his journal entry, ñSome of the reading in general 

can be dull. But this book is very exciting and lively.ò 

Ideas for Personal Improvement 

Students Teachers 

Interesting / Engaging Text Faith / Belief 

Vocabulary Development Instruction Trust / Take Risks 

Explaining and Providing a Rationale 

for Reading 

High Expectations 

Translating or Explicit Teaching with 

Time to Practice 

Read, Read, Read  

(Text they enjoy!) 



103 
 

  
 

C-Tech seemed to enjoy reading narratives that contained formats of a friendly letter 

within. The 2
nd

 question on the journal entry read: 

What happened in class that excited or created a desire for you to read? 

How do you feel that individual item caused such motivation today? If 

nothing excited or motivated you today, who or what could have made 

todayôs reading more enjoyable? 

John Smith responded: 

We talked about his experience and tried to put ourselves in his steps.  It 

made us realize that we too as people can go through struggles and come 

out to be dominant people. I was completely motivated. 

Discovering that interesting, engaging text can motivate students to read was affirmed in 

C-Techôs transition from being unmotivated to motivated.  As he said, ñGive me 

something I want to read rather than just tell me what to read.ò The desire to have relative 

and relevant options was communicated. 

 Differences. Among the studentsô ideas on how to increase motivation were (a) 

vocabulary development/instruction (b) explaining and providing a rationale for reading 

and (c) translating or providing explicit teaching with time to practice.  All of the student 

participants related becoming a better reader to teachersô instructional practices.  Ideas 

crafted by the teachers related to teacher behaviors. These included (a) have faith [in 

students], (b) high expectations (c) trust them and take risks. 
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Qualities of Effective Readers/Teachers      

Table 4.7   

 

 

 

 

 

 

 

 

 

 Similarities. Both teachers and students provided qualities that disclosed how to 

become more effective. Students provided ideas of how to become a better reader; and 

teachers provided ideas on how to become better teachers of reading. Common themes 

were aligned with academic and personal success.  Students communicated that effective 

readers have increased knowledge, the ability to challenge and apply a wide variety of 

text while serving as role models; able to motivate family and friends by their success.  

The teachers delivered similar characteristics. They shared that an effective teacher 

promotes high academic success by having high expectations (Banks, 2005). 

 Differences. A major difference between the characteristics shared under this 

theme was the notion of Relativity and Relevance. Although students did not state it 

directly when asked during the interview, a commonality was observed when they 

communicated their thoughts on the following: (a) Keep It or Me Interested, (b) Novel 

Qualities of Effective 

(Readers/ Teachers) 

Students Teachers 

Increased Knowledge Promote Academic Success and  

High Expectations 

Challenge and Apply Strategies to 

a Wide Variety of Text 

Relativity and Relevance 

Become Successful or  

a Role Model 

Love 

Motivate Family Members and 

Friends 

Build Confidence and Collaboration 
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Projects, and (c) Boring Texts. Q, like many of the students that read The Watsons Go the 

Birmingham, recognized that Byron often took advantage of his brother. He recalled the 

revenge that Kenny rendered. He mentioned that although family can perform acts of 

embarrassments, the memory of those acts may be enjoyed later.  Other students that read 

this text made points of relevance with the embarrassment of family members. Reading 

text may be viewed as interesting instead of ñboringò if points of relevance can be 

connected with students.  The participantsô believed motivation would improve with 

Interesting/Engaging Text. This supports teacher practice of being relative and relevant.  

 Although students did not directly state it in their interviews, journal responses or 

observations during class, the teachersô belief that love coupled with the building of 

confidence and collaboration makes an effective teacher was verified by the studentsô 

responses. James said that his teacher is ñpatient and takes time to answer questions.ò  He 

communicated thoughts on his awareness of her level of care, ñThe teacher reminds us to 

read and write about itéjust to know.  Sheôs like my mom. She reminds me to discipline 

myselféto sit down, set a goal, and walk towards it.ò    

Finding from Studentsô Bookprints 

 An icebreaker where students listed bookprints was a part of the interview 

protocol for this study.  Students were to list books that impacted their likes.  This is 

known as a ñbookprint.ò The books could be ones that were recalled from childhood, 

elementary, middle, high school or college.  Participants could include books or mediums 

from their adult lives.  Any book that left an impression upon students causing them to 

laugh, cry, create change in a person, place or thing was listed on the form (Appendix B).   
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The following table compiles the data retrieved by the students. The paragraphs that 

follow explain the findings observed. 

Bookprint Data      Table 4.8 

 

Data from the bookprints revealed that African American males were mostly 

impacted by the Bible and other inspirational texts.  Magazines (Sports, Fashion, and 

Fitness) and other nonfiction texts including newspaper, media (current and historical 

events), calligraphy, and cultural arts motivated students. 

Books that fostered early literacy skills, those of Dr. Seuss, and fairy tales were also 

included. Classics appeared in studentsô bookprints along with texts related to the content 

areas Biology and Crime.  Books that were a part of a series and those that involved 

Student Book Title Book Title Book Title Book Title Most Impactful 

Book 

Noah 

 

The Three 

Little Pigs 

Little Red 

Riding Hood 

MLK: 

History of 

Civil Rights 

MLK  The Bible 

Q Bible Crime Sports 

Illustrated 

Different Fitness 

Magazines 

The Bible 

John 

Smith 

V is for 

Vendetta 

Beowulf Gone with 

the Wind 

Pit and the 

Pendulum 

Sports Illustrated 

James 

Lemour 

Chinese Art The Hunger 

Games 

Artemis 

Foul 

Calligraphy The Death Cure 

Tony Percy 

Jackson 

Series 

Biology 

Books 

Newspaper Google Adventure and 

Drama Books 

Darius The Cat in 

the Hat 

Green Eggs 

and Ham 

The Bible NA The Bible 

C-Mike MLK  Goosebumps Sports 

Illustrated  

The Bible God Still Speaks 

C Tech Frankenstein The Lion, the 

Witch and 

the Wardrobe 

Bud, Not 

Buddy 

Holes The Fallen 

Ralph Holes Uncle Sam The Bible ñ A book about  

some Geyser 

boyséold gangò 

The Heavenly 

Man 
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action emerged such as Goose Bumps, The Hunger Games, Artemis Foul, and The Percy 

Jackson Series were noted.  

There were a plethora of books that motivated African American males to read.  

Morrell and Duncan-Andrade (2002) informed that all students should interact with 

diverse and challenging text based on popular and urban culture made relevant and 

exciting for them.  The researchers engaged high school students with literacy activities 

connecting to hip-hop culture. Using a wide variety of texts and connecting to multiple 

literacies, such literacy activities can transform both curriculum and pedagogy. 

As Tatum (2008) recommended, to see increase in the reading development of 

adolescent males, interesting texts that are reflective of their lives ï speaking to them 

personally - must be incorporated into the curriculum by educators. There are numerous 

examples of youth using controversial images to express critical thought and identity.  

Some include a poetry performance of New York City teens (Fisher, 2007), tattoos of 

Black males from the Midwest (Kirkland, 2009), and rap lyrics from youth in multiethnic 

communities within Southern California (Paris, 2009). As Kirkland (2011) informed, it 

helps when reading is perceived as an extension of selfé something greater than an act 

of literature. It is a lens that requires the engagement of self-knowledge in a broader 

spectrum. He said teachers could begin by addressing the following in their classes: 

1. What are my studentsô ideologies of reading; that is, how might they wear 

books like clothes? 

2. Once I understand my studentsô reading ideologies, how might I tweak my 

teaching of reading to match their beliefs about and understandings of 

reading in their lives?  
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For teachers of Black male students, answering these two questions can 

provide vast opportunities for engaging texts (as opposed to disengaging 

ones). That is, the practice of reading for young Black men is rarely about 

reading alone. It is about who they are, what they believe, and who they 

want others to see them as.  p.206 

Researcherôs Synthesis 

With data from student and teacher interviews and artifacts from the study 

(bookprints and studentôs reflective journal), the researcher derived at a visual model that 

explains how African American males are motivated to read.  Motivation is described as 

that which creates a desire to do a certain thing (read, in this study).  The researcher 

believes that an individuals is motivated at all times.  Motivation is ongoing.  It is a cycle.  

After beginning an activity, an individual goes through several stages before choosing to 

stagnate or bring closure to it.  Once this choice is made, he or she has the option to 

revisit, extend, or develop a  new plan. The researcher [I] defined this as The Motivation 

Cycle. It is presented and explained in the figure and paragraphs that follow. 
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The Motivation Cycle                                                                                          Figure 4.4 

 

The stages of The Motivation Cycle are: 

1. Beginning (Choice) 

2. Emotion (Choice) 

3. Stimuli or Barrier 

4. Make Adjustments (Choice) 

5. Revisit, Extend, or Develop New Plan (Choice) 

6. Emotion (Choice) 

7. Stagnation or Closure (Choice) 

8. Revisit, Complete, or Develop New Plan (Choice) 
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Using the cental theme of this study, motivation to read, the cycle is explained here: 

1. Beginning. All student participants communicated that they began their K-12 

journey with a desire to read.  They were motivated when they entered their first 

year of schooling and upon enrolling in the developmental reading class.  They 

had a choice to move forward, putting forth effort toward the activity or task at 

hand or not put forth effort. 

2. Emotion.  Once enrolled, they experienced an emotion.  For some it was 

excitement.  Others were a bit nervous, but eager to embark upon what the class 

had to offer. They had a choice on the emotion displayed based on their personal 

perceptions of the new activity (class) awaiting them. 

3. Stimuli or Barrier.  Throughout the time they were enrolled in school and the 

developmental reading course, there were many intrinsic and extrinsic things and 

people that motivated them.  There were also internal and external barrier that 

affected them as well. These stimuli and barriers were not sought after.  They 

were not chosen by the students, but surfaced in time.  These stimuli and barriers 

influenced the studentsô drive, internal stimuli that prod them into action. Such 

stimuli and barriers may arise at any point within the motivation cycle as denoted 

by the arrows in the Figure 4.3. 

4. Make Adjustments.  All of the participants had the option to make adjustments 

once faced with stimuli or barriers. These adjustments related to their personal 

lives.  Some included modifications in attitudes, perceptions, schedules, and daily 

routines.  
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5. Revisit, Extend, or Develop New Plan (Choice). The option chosen by students to 

make adjustments resulted in their decisions to revisit the fundamentals goals of 

the activity, class or school, their decision to extend the activity or assignment at 

hand, or their decision to develop a new plan, an alternative option other than the 

present activity, class, or school enrolled in. 

6. Emotion (Choice).  The studentsô decisions evoked emotion. Depending on the 

choice made (revisit, extend, or develop new plan), emotions ranged from 

optimism and hope to skepticism and fear. The choice of emotion at this phase 

depends on the stimuli and/or barriers present. 

7. Stagnation or Closure.  When emotions surface based  on stimuli and barriers and 

the decision made (revisit, extend, or develop new plan), the student either 

remained stagnant in the class (perceived as unmotivated by teachers) or chose to 

bring closure, drop out of the activity, class, or school.  

8. Revisit, Complete, or Develop New Plan.  Upon doing so, students continue 

through the cycle and ultimately decide through the course of time, if they desire 

to revisit the original plan, complete it at this point, or develop a new plan 

altogether.  Once students make this choice, or decision, the process continues 

based on the new task, activity, or assignment endeavored upon. 

Summary 

 This chapter provided findings of student and teacher perceptions of what 

motivated reading in African American male students enrolled in developmental reading 

classes. The experiences may be similar to those of teachers and learners in K-12 settings.  
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From the student journal entries and interviews, four major themes emerged: (a) 

Motivators to Read, (b) Obstacles That Impede Motivation, (c) What Students Feel Will 

Help Them Become Better Readers, and (d) What Being a Better Reader Could Do. From 

the teacher participants interviews, four major themes also emerged: (a) Motivators to 

Read, (b) Factors that Impede Motivation (c) Ways Students Can Become Better Readers 

and (d) Qualities of an Effective Reading Teacher. All of the participants conveyed 

commitment to teaching and learning, as noted in the thick, rich descriptions. These were 

helpful in observing the themes that emerged from the cross case analysis of  data 

collected from students and teachers: a) Motivators to Read (b) Obstacles/Factors That 

Impede Motivation (c) Ideas on Personal Improvement (d) Qualities of Effective 

Readers/Teachers. As mentioned previously, the cross case analysis was conducted to 

denote similarities and differences among students and teachers regarding their 

perceptions on what motivates reading among African American males enrolled in 

developmental reading classes. A summary of findings from the ice breaker of studentsô 

interviews were included in this chapter as well.  It featured book titles, texts, from the 

textual lineage of the African American males in this study. The final section of Chapter 

4 provided a synthesis of findings from the data collected.  It was defined and named by 

the researcher as The Motivation Cycle. Chapter 5 will elaborate on the major findings 

and highlight implications for future research related to African American males and 

Reading. 
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CHAPTER 5 

Discussion 

The research study was designed to explore reading motivators among African 

American males enrolled in developmental reading classes. The discussion in this chapter 

is a result of classroom observations, interviews, and analysis of artifacts (studentsô 

journal entries and bookprints). 

Summary of Major Findings 

The purpose of this qualitative study was to explore what motivates reading in 

African American males enrolled in developmental reading classes at a central Alabama 

Community College.  Because few studies examined what motivated collegiate students 

who were not proficient in reading to read, this study added to the limited body of 

research and projected the marginalized voices of African American males.  

Central Research Question 

Reflecting on the central question, ñHow are African American males enrolled in 

developmental reading classes motivated to read?ò It was found that family, people, 

online media, interesting text and teachers, projects, experiences from the real world, 

explicit teaching strategies with a rationale and a focus on vocabulary and language 

development motivated African Americans enrolled in developmental reading classes to 

read.   

The perceived motivational factors created a passion or desire for students to read.  It 

allowed them to put additional effort in completing various reading assignments and 

projects while also giving them inspiration to explore other mediums of text. The 

instructor/teacher and family played a profound role in shaping the perceptions that 
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affected studentsô motivation for academic reading.  This finding was disclosed almost 

two decades ago by Cuyjet (1997) when in an effort to help African American men 

succeed in college, he noted:   

Positive classroom experiences are critical to successful inclusion of 

African American men in the campus community. Faculty relationships 

are known to have a critical effect on whether black male students are 

marginalized or embraced in the college environment. The goal is to 

develop and use classroom teaching strategies that allow all students a 

place where they can safely express their personal experiences, examine 

differences among students from various backgrounds and social strata, 

and explore the particular issues relevant to their own cultural identityðin 

short, a nurturing place for all students in general and black men in 

particular. (p. 94) 

Tony, though in development reading classes for a 3
rd

 year, was confident because 

he was supported by parents and a teacher who cared and exhibited a love of 

reading. Teachersô and parentsô influences seemed to permeate through the 

studentsô self- identity as a reader.   

 It appeared that friends sparked studentsô motivation to read for recreation. Overall, 

family, teachers, and friends greatly impacted studentsô motivation.  The church 

community also played a vital role in motivating African Americans to read. The Bible 

emerged as a subtheme in motivators for reading. Students were motivated to read by 

making connections with real-word events, engaging in text and media that they were 

interested in, and surrounding themselves around people and role models that further 
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encouraged them to read. It appears that teachers, family, community, and media make a 

difference.  They have the ability to motivate students internally and externally. On the 

contrary, they may hinder motivation. 

This study revealed that there were several things that motivated or created a desire 

for African American males to read including, but not limited to: family, people, 

nonfiction text, the Bible, online media, interesting text or teaching style, and the 

completion of novel projects. It was discovered that the obstacles that deterred or 

hindered motivation were ñbig wordsò, boring text, and confusing language.  I gleaned 

from the participants that interesting and engaging text along with vocabulary instruction, 

clear explanations and rationales for reading, and explicit teaching strategies with 

translations included could foster better readers. McKeown, Crosson, Artz, Sandora, and 

Beck (2013) expanded studentsô vocabulary by having them find words in the media. 

They said, ñOur data suggest that asking students to look for their vocabulary words 

outside of school appears to be a way to enrich word learningò (p. 52). Since African 

American males said online media motivated them to read, using this approach to teach 

academic vocabulary could be effective. The researchers said: 

Even though the words students were learning are academic words, they 

easily were able to find them on television, on the radio, in novels, at the 

movies, and in a wide variety of other media. It became a motivating 

challenge to see just where they might discover the next word. (p. 52) 

  After noticing the things that motivated African American males to read, I gathered 

insight on African American college studentsô perceptions on what being motivated to 

read could do.  These detections included increased knowledge, the ability to motivate 
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family and friends, and the idea that they would become successful and perhaps even a 

role model. A final thought on what was learned is that through the use of member 

checking on August 1, 2014, participants were in 100% agreement with the codes and 

themes that emerged from this qualitative study.  These themes, subthemes and codes 

reflect the internal/intrinsic factors (Deci,1971 and 1975; Deci & Ryan 1985), 

external/extrinsic factors (Deci,1971; Lepper, Green, & Nisbett, 1973; Petri ,1991), and 

acquired needs that can be synthesized together to capture what motivated African 

American males enrolled in developmental reading classes to read.  Acquired needs 

(McClelland and Burnham, 1976) surfaced as participants expressed that they were 

motivated based on achievement, affiliation, and power through wealth and promotional 

status.  These needs adjusted their behaviors to read. Studentsô motivation funneled 

through internal/intrinsic factors, external/ extrinsic factors, acquired needs and a host of 

primary and secondary influences (based on perceptions).  All of these factors prodded 

them into action (Hull, 1973). They were the drive behind their motivation. 

Figure 5.1 
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Sub- Questions 

Question 1. What extrinsic factors do African American males perceive 

motivates them to read? The extrinsic factors of praise from people (family, friends, 

teachers, community leaders, including television and movie stars) were motivational 

factors.  The idea of getting a passing grade on completed assignments and coursework 

served as motivation.  During his interview, Q mentioned ñI want to make more money.ò 

Yearning for external rewards in the form of grades and money was seen as a motivation 

to read. Reading to receive recognition of success by monetary gain, positive evaluations 

from teachers, or the desire to outperform other students was due to an external goal or 

requirement, are all extrinsic types of motivation. In contrast to intrinsic motivation, 

extrinsic motivation comes from an external source such as rewards. (Deci,1971; Lepper, 

Green, & Nisbett, 1973; Petri ,1991;Wang & Guthrie, 2004).  

Question 2.What intrinsic factors do African American males perceive motivates 

them to read? Other intrinsic motivators were gratifications gleaned from 

interesting/engaging texts, vocabulary development, and comprehension due to explicit teaching 

that providing a purpose and rationale for learning. The students knew that being a proficient 

reader could give them the ability to motivate others (family and friends), positioning them to 

serve as role models for their own friends and family. Many of the participants (C-Mike, 

Darius, John Smith, Q, and Tony) valued this. The intrinsic motivation came from their 

interest, beliefs and value of reading for its own sake. Readers with high intrinsic 

motivation were said to achieve higher levels of conceptual understanding of text and 

were more interested in the text read (Benware & Deci, 1984). Intrinsic motivation has 

been linked with mastery of a learning goal. It was found to be positively correlated with 

studentsô grades in school and scores on standardized tests (Gottfried, 1985; Lepper, 

http://jdsde.oxfordjournals.org/content/15/2/120.long#ref-42
http://jdsde.oxfordjournals.org/content/15/2/120.long#ref-8
http://jdsde.oxfordjournals.org/content/15/2/120.long#ref-16
http://jdsde.oxfordjournals.org/content/15/2/120.long#ref-27
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Corpus & Iyengar, 2005).  Wiggan (2008) found that African American students who 

spent their time working to attain academic goals such as academic scholarship or a 

competitive GPA achieved great school success. Relating to academic achievement, 

Estell and Perdue (2013) informed that behavioral engagement is interrelated with 

emotional and cognitive engagement. All of these relate to intrinsic motivation. 

  Question 3. How do external factors (family, friends, and community) motivate 

African American males to increase their reading proficiency? People such as friends, 

teachers, pastors, community leaders, and television stars motivated African Americans 

to read. These individuals were listed as extrinsic motivators based on the praise, or 

positive affirmations they delivered. Praise given by these individuals made students 

want to read more. When teachers offered praise and opportunities to do other projects 

(novel studies), it was seen as a reward in completing a task. Responsibility and 

ownership of the learning occurred, as it did with Q.  Students were more motivated to 

complete projects or do novel studies to get a passing grade and complete the course.  

The completion of the course was not only desired to increase studentsô knowledge, but 

to advance income and status as well.   The African American males in this study 

disclosed information on what could develop them into better readers.  These factors 

were listed in detail in Chapter 4. 

A range of text motivated African American males to read as well.  Such text 

included online media that involved people they viewed as role models. The Holy Bible 

was a text that most of the participants referenced as an external motivational factor.  The 

desire to read more proficiently, as observed by their parents and ministers, increased 

motivation as well. 

http://jdsde.oxfordjournals.org/content/15/2/120.long#ref-27
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Question 4. How do internal factors (joy of learning, personal satisfaction, self-

confidence) motivate African American males to increase their reading proficiency? The 

joy of learning and personal satisfaction gave African American males confidence in 

themselves ï not just as readers, but also individuals. The teachersô high expectations 

increased their self-esteem and gave them a desire to take risks and read more. Kincaid 

(2010) asserted that teacher expectations are critically important in the development of 

positive self-images in African American students.  

 Question 5. What do instructors/teachers perceive motivates African American 

males to read? The teachers (instructors) in this study disclosed that role models and 

ideals created from the media motivated African American males to read.  These roles 

models ranged from a variety of individuals:  family, community members, and teachers. 

In contrast to these individuals being ones that could motivate African American males to 

read, the developmental reading instructors felt that the same individuals could be the 

catalyst or explanation as to why some students lack motivation. Boles (2007) suggested 

that media distortions endorse the following outcomes: (1) a desire for instantaneous 

financial gratification, and (2) the devaluation of attainable role models or positive 

influence. These conclusions were said to perpetuate cultural inequities within the 

African American community. If media images emphasize misplaced values, negative 

messages and perceptions are released on behalf of African youth, specifically males. 

More attention is needed on positive, encouraging environments.  This is critical so that 

individuals are able to glean wise counsel and guidance from those demonstrating such 

attributes, including teachers and parents. When teachers and parents collaborate they 

learn from the other and enhance student performance (Cartledge et al, 2009).  
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Through positive role models, African American males can learn how to contest 

the negative images that the media portray, and ultimately change the worldôs perceptions 

of the African American male. 

  The instructors/teachers said if students knew how to become better readers that 

it would motivate them. Along with positive role models, explicit teaching and modeling 

is needed. While not specifically sharing that such explicit teaching was needed, teachers 

in this study identified teachers as motivation for students as well.   

Overall Significance 

While addressing the central phenomenon, reading motivators of African 

American males enrolled in developmental reading classes, the findings offered 

practitioners in the field added insight of the learned behaviors of motivation. It was 

mentioned that K-12 students are encouraged by parents, teachers, and others to be 

enrolled in school. Participants of this study, community college students, did not have to 

be influenced by others. Motivational efforts that existed upon previous schooling (K-12) 

need to supplement with findings of this study, extending into studentsô community 

college experience. 

Upon doing so, collegiate faculty along with administrators and teachers within 

the K-12 school settings will have access to pertinent strategies to prepare students for 

college, employment, and to become productive members of society.  This establishes 

continuity of motivational efforts from entry into Kindergarten throughout the post-

secondary setting. It benefits African American males by giving them the necessary skills 

they need in order to reach their full potential of becoming proficient in reading and 

functional in their literacy-based homes and jobs. Because the acquisition of literacy 
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skills is essential to individuals of all ethnicities, knowing what motivates reading among 

African American males enrolled in developmental classes could serve as a gateway to 

intervention- especially as the motivators to read are utilized. Moreover, it would provide 

school leaders, those in K-12 and post-secondary institutions, with a blueprint for 

culturally relevant instructional reading practices; graduating students who will be 

college and career ready. Realizing how they are motivated, in turn, will offer knowledge 

that can be generalized as the motivators, given by African American males, are 

presented.  Information could be shared continuously at local professional development 

opportunities within the local school districts and Community College.  Other K-12 

schools, districts, and even post-secondary institutions may use the findings for 

curriculum development and teacher preparatory courses. 

Although this study was a case study focusing on a marginalized group, the 

contributions in the field of education could be applied to any developmental reader.  

Schools and institutions of higher learning may implement these findings to increase the 

desire to read, possibly yielding more educated, productive citizens. Surrounding 

churches may harness the findings to network with various schools to influence 

motivation for reading since the Bible was found to be influential within the study.  The 

finding that the choice inspirational literature provided motivation for reading may serve 

as an argument that prayer be implemented back into schools among Christian believers. 

Participants viewed The Bible as a ñHolyò and ñnonfictionò text, motivating them to read 

and acquire hope for most of their needs. Christians believe that the 66 books within the 

bible are accurate accounts of history inspired through the creation of the world along 

with the birth, death, and resurrection of Jesus Christ, the son of God, whom is 
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considered the Savior.   Because Christian believers hold this faith, this text was coded as 

nonfiction in genre. For generations within the African American culture, religion has 

appeared as a cornerstone through which inspiration and revelations for things in life 

could be found.  Attending church was found to benefit adolescents by providing them 

community support (Saggio and Rendon, 2004; Mello and Warren, 2008).  It was also 

linked to positive motivation and academic achievement (Walker and Dixon, 2002).  

Byfield (2008) studied a group of academically successful college students and 

discovered that most were spiritual and expressed that their beliefs helped them persevere 

and cope in ways that influenced their achievement. The finding among African 

American males, as those within this study, correlated to the theoretical frameworks 

acquired needs and drive.  

Overall, reading ñincreases knowledgeò and with the knowledge gained from 

reading this study, society ï including employers ï may be instrumental in developing 

more successful, productive individuals. 

Implications for Educational Teachers and Leaders 

Reflecting on the poem, I Am Here, there is a need to recall that Lessen (2010) 

said, ñIf the characters do not resonate with contemporary readers because they are from 

different culture, religion, ethnic group, or gender, there still can be touch points between 

other aspects of the story and readersò (p. 9). Readers bring to books their background 

knowledge.  Within that background knowledge is a lineage of books, those read and 

those heard.  Bookprints, or textual lineages, are studentsô housed topics that motivated 

them to read.  They are ñtouch pointsò into a literature world. The findings from this 

study provide touch points that educators could use to increase reading motivation among 
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African Americans. Some of those touch points that educators may connect with African 

American male students are shared below. 

Praise, Love, and Care 

It is noteworthy that African American males said they were motivated by praise.  

Dweck (2006) informed that praise [an identified motivation] based on studentsô efforts, 

rather than intelligence, can raise studentsô achievement level.  This is significant 

because, in the study, teachers acknowledged that they [teachers] are obstacles that can 

impede motivation.  Kunjufu (2002) discussed how critical it is that strong relationships 

are built to make learning productive and fun.  It is imperative that educators demonstrate 

love, care, and appreciation for students and the unique deposits they contribute to the 

learning process. By rendering affirmations to students, educators have the power to mold 

students into optimal achievers. Guthrie (2010) encouraged educators to: 

Praise childrenôs success. Kids will succeed if you get the right texts for 

them, and they love to hear that theyôre doing it well, and they can almost 

not hear it enough. And praise is best when itôs very specific: ñéThat was 

an outstanding sentence that you just read out loud for all of us.ò Thatôs 

the kind of thing children can benefit from. And so praise is especially 

valuable. (p. 2) 

The research revealed that love is a characteristic of an effective teacher.  Years 

ago, Singleton (2006) revealed that teachers should maintain loving, caring relationships 

with students. They must care for and about their students. He said this is the initial step 

in creating a culture and environment that demonstrates the effort required to become 

successful. Educational leaders should do the same. By doing so, they establish key 
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relationships and build a positive rapport through trust, empathy, and respect for those 

under their leadership [teachers and students] (Ashton & Duncan, 2012). 

In this study, teachers and students expressed that high expectations are ways to 

become effective readers and teachers. Teachers must believe in their students.  If not, 

they will have difficulty believing in themselves.  For nearly 30 years, the research has 

pointed out that many African American students respond positively to high expectations 

and interactions between student to student and teacher to student (Kuykendall, 1992). 

Kuykendall (1992) emphasized that teachers must speak in a loving, firm voice, 

demonstrate equity and fairness with all students, incorporate humor with the class, and 

develop a rapport with students (p. 63).  In this study, Ralph was glad that he had the 

same teacher for English as he did for Reading.  His rationaleé ñShe is just joyful.ò C-

Mike expressed that his teacher was ñvery passionate, really cool, makes reading funny 

and interestingéshe makes it fun and easy to understand.ò His response was positive to 

the high expectations his teacher set for him.  He said, ñI love how she breaks it down. 

She makes it fun. This and Speech are my favorite classes.ò His teacher was one of his 

favorites. 

There is a need for educators to demonstrate equity and fairness with all students 

as Kuykendall (1992) expressed. African American males have been the victims of 

extreme racism for generations in the United States.  African American male students 

today are still engaging in difficult journeys produced by stereotypes and acts of racism.  

It is important that educators consider the consequences that African American males 

endure when events occur (i.e. murders by police officers, killing of African Americans 

in a Charleston, South Carolina church, etc.) because they have a direct impact on their 
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motivation to learn. Racial profiling where people of brown skin are being suspected as 

criminals occurs today. African American males face incidences of racial profiling when 

they are gathered with friends in neighborhoods and when walking down streets or into 

stores.  These acts of racial profiling have a negative impact on studentsô motivation to 

excel, particularly in the classroom. It is critical that educators praise, love, and care for 

all students, including African American males. Jamal Cooks (2007) said in an interview, 

ñWhat the students say they want is a teacher who cares.ò 

Provide the Best Teachers and Resources 

Lubienski (2007) supports the notion that developmental students require the best 

of teachers with quality instructional resources, small class sizes, and guidance (love) to 

move in the right direction. They also must be equipped with a more meaningful 

understanding of skills and concepts to develop them in depth.  Some teachers do not 

have the necessary instruction to prepare students, including African American males, to 

reach levels of proficiency. A change is needed in the behaviors and attitudes of teachers 

(Smith, 2005; Walker, 2007).  It was said that the some teachers think there is something 

wrong with students from single-parent households.  Notions that they are at-risk (Hale, 

2001) need to be eradicated.  Having low expectations and negative impressions of these 

students and African American males will minimize the opportunities he has to reach his 

full potential. Talbert-Johnson (2005) informed that the solution to helping a child 

achieve high goals can be found in the quality of school, the curriculum studied, and the 

teacher who instructs them.  The curriculum, of high standards, must be relevant to 

studentsô cultures and the perspectives they bring into the classroom. Nieto (2012) said 

teachers need to learn about their students.  She said the best educators know that 
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teaching is not about imparting knowledge only, but about forming learning communities 

where students become teaches and teachers become students. 

Within Chapter 1 of this study,  Figure 1.1 showed that 62% teachers reported 

that their institutions of higher learning did not prepare them for ñclassroom realitiesò 

(Levine, 2006).   Meece and Wingate (2010) mentioned, ñMany others ï both white and 

African American students ï have spent their school years in an educational setting that is 

racially homogenous. Hawley and Nieto (2010) said, ñTeachers need opportunities to 

witness diversity responsive practices. By closely and openly examining evidence on 

student performance, schools can identify teachers who are more effective than others 

with students of diverse backgroundsò (p. 70).  Jamal Cooks (2007) offered diverse ways 

teachers can view literacy.  He said, ñLiteracy is any verbal or nonverbal form of 

effective communication for a particular discourse community. That form can be through 

music, poetry, spoken word, reading, writing, communication, text messaging, emailingï

all those are effective forms of communication for specific communities. Thereôs always 

a value to different types of literacy, based on the context.ò Being aware of these 

culturally relevant instructional practices are pertinent, required, and needed to increase 

the reading proficiency of African American males ï especially those enrolled in 

developmental reading classes.  

Embrace Culturally Responsive Teaching 

 Culturally responsive teaching offers a way to best support diverse learners by 

looking at where students are empowered emotionally, intellectually, politically and 

socially using cultural referents to instill knowledge, attitude, and skills (Ladson-Billings, 

2009). There are strategies teachers and educational leaders can employ that exhibit 



127 
 

  
 

culturally relevant practices that move them beyond celebrating only on holidays. Gay 

(2010) said teachers must learn cultures represented in classrooms so that they may 

translate gained knowledge into deliberately planned instruction.  A decade prior to this, 

Gay (2000) described ways teachers may be culturally relevant and responsive in their 

teaching: 

¶ Culturally responsive teaching acknowledges the legitimacy of the cultural 

heritages of different ethnic groups, both as legacies that affect studentsô 

dispositions, attitudes, and approaches to learning and as worthy content to be 

taught in the formal curriculum. 

¶ Culturally responsive teaching builds bridges of meaningfulness between home 

and school experiences as well as between academic abstractions and lived 

sociocultural realities. 

¶ Culturally responsive teaching uses a wide variety of instructional strategies that 

are connected to different learning styles. 

¶ Culturally responsive teaching teaches students to know and praise their own and 

each otherôs cultural heritages. 

¶ Culturally responsive teaching incorporates multicultural information, resources, 

and materials in all the subjects and skills routinely taught in schools. (p. 29) 

Culturally responsive teaching constructs channels of relevance between home 

and school experiences and academic learning.  In the study, Q acknowledged that he 

preferred reading at night and listening music. He disclosed that he loved rap music.  

Music is appealing to many African American males, particularly hip hop music as with 

C-Mike, Tony, and Darius. Teachers must be familiar with the messages of the music ï 
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especially if the lyrics squelch the magnetism of classroom learning. By gaining an 

awareness of the music African American males listen to, educators can better interact 

with him.  They are able to reinforce the positive aspects of learning that music can offer 

and counteract any negative aspects towards learning.  Words and lyrics are powerful. 

They open up a world of hip hop literacies (Hill, 2009; Morrell & DuncanȤAndrade, 

2004). Nieto (2012) informed that although there is not a recipe for transforming into 

culturally conscious and responsive educators, the critical ingredients are having an open 

mind and a giving heart. 

Another component of embracing culturally responsive teaching relates to the 

instruction using appropriate classroom texts.  By selecting and utilizing appropriate 

reading text, Tatum (2006) said that teachers can engage African American males, 

particularly those students who have not mastered the skills, strategies, and knowledge 

that will lead to positive life outcomes. This productive shift in literacy takes into account 

students' four literacy needsðacademic, cultural, emotional, and socialðand relies on 

instructional practices that have proven effective with African American males. 

In 2013, less than one-third of one percent of childrenôs literature published 

within the United State reflected of people of color.  This finding, 92 of 3,200 books, was 

printed in the New York Times dated March 14, 2014.  It was given by Walter Dean 

Myers, a prolific author that died shortly afterwards. Within the article Myers (2014) 

said, ñThere was something missing, I saw that these characters, these lives, were not 

mine.ò During the same year, the United States Census of 2013 indicated that 62.6% of 

the populations in America were ñWhite alone, not Hispanic or Latino.ò While attending 

the National Council of Teachers of English Conference (NCTE) in Washington D.C., I 
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listened to Walter Myerôs son, Christopher Myers, extend upon his fatherôs thought and 

surmised: 

Perhaps this exclusivity, in which children of color are at best background 

characters, and more often than not absent, is in fact part of the 

imaginative aspect of these books. But what it means is that when kids 

today face the realities of our world, our global economies, our 

integrations and overlappings, they all do so without a proper map. They 

are navigating the streets and avenues of their lives with an inadequate, 

outdated chart, and we wonder why they feel lost. They are threatened by 

difference, and desperately try to wish the world into some more familiar 

form. As for children of color, they recognize the boundaries being 

imposed upon their imaginations, and are certain to imagine themselves 

well within the borders they are offered, to color themselves inside the 

lines. November, 2015 

 For nearly thirty years, Style (1988) encouraged a curriculum that 

provided "window frames in order to see the realities of others and...mirrors in 

order to see her/his own reality reflected" (p. 1) She said schools should be spaces 

where children have opportunities to explore the unfamiliar, but also can see their 

own lived experiences valued and validated. For students whose economic 

backgrounds, cultural, linguistic, or race differs significantly from that of 

mainstream, the "mirrors" of the metaphor can be extremely powerful.  It was 

concluded that children need books that display a mirror ï reflect their personal 
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identity and experience ï and a window ï that allows them to see into othersô 

experiences.  

While the need has been communicated by researchers for African American to 

have access to books that allow them to have ñmirrors and windowsò into the world, the 

following are concrete things teachers can do with texts to foster reading proficiency:  

1. Match students to ñjust rightò texts on their reading level that they can 

read without difficulty. 

2. Provide a wide variety of texts that are interesting and appropriate for 

studentsô age ranges and personally relevant to individual students. 

3. Empower students by allowing them to select their own texts. 

4. Let students know what to expect. They can get excited about whatôs 

coming. 

5. Encourage students to take an interest in monitoring their own reading 

progress. 

6. Talk, talk, talk about booksðdiscuss the characters, settings, and plots 

of stories and the content of nonfiction books. 

7. Support students with immediate, continuous feedback and 

encouragement.  

8. Use technology to excite studentsô interest. 

9. Set expectations for success. (Huntley, 2010) 
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Converse with Students (African American Males) 

 Upon analyzing all the themes and subthemes, including the cross case 

analysis, the ñbig revealò to the researcher [me] was that what was perceived to be a 

barrier or obstacle to reading by teachers was not to the African American male himself. 

Wolcott (1994 as cited by Hatch, 2002) indicated ñWhen the claim is made that an 

interpretation derives from qualitative/descriptive inquiry, the link should be clear and 

relevantò (p. 37). This finding reveals clear misunderstandings or misinterpretations of 

African American males and his teachers as it relates to what impedes or hinders 

motivation. There is a need to converse with students.  While a teacher may love, care, 

and provide effective strategies and optimal resources, until a teacher hears the thoughts 

of African American males on given concepts, he or she leads, guides, walks alongside, 

and teaches in ignorance, a lack of knowledge.   

The voice of the African American male needs to be heard and validated.  His 

thoughts matter.  His perceptions matter. He matters.  As educators and instructional 

leaders grapple with what motivates and how to motivate the African American male 

enrolled in developmental reading classes to read, the research and researcher urge that 

you talk with him. Allow him to share his thoughts, ideas, and offer his perception on 

given topics ï especially ones that relate to how to motivate him to read. Realize the role 

[you, the educator and instructional leader] play in helping him reach his goals. Maintain 

high expectations and standards for him, regardless of obstacles and challenges. Help him 

set learning goals and collaborate to develop a plan of action to reach those goals.  Hold 

him accountable for striving onward towards the goals throughout the year. Be familiar 

with the personal aspirations of all students.  Focus on the pursuit of a college degree 
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and/or the essential skill training required to meet those aspirations. Motivating students 

must be connected with knowledge of their aspirations. By talking with students, 

educators can cultivate studentsô thinking so they see, or perceive, limitless possibilities 

and opportunities to college and/or career paths.   

When students and teachers engage in rich conversations (Dozier, Garnett, & 

Tabathia, 2011) that involve discussing ideas or ways to assist African American males in 

an effort to improve their proficiency, an effective strategy begins (Sanderson, 2005; 

Linton & Singleton, 2006).  Teachers at all grade levels, including college and 

universities, must convince students that they can and will be successful. The teachers in 

the study said that having faith, belief and trust in students while maintaining high 

expectations are ideas for improving studentsô motivation.  

While there are many extrinsic and intrinsic motivators to read among African 

Americans, the research in this study also presented factors that are obstacles and barriers 

for motivation.  Tatum (2006) disclosed additional barriers to achievement for African 

American males. The internal factors included self-concept and identity issues. He 

reminded us that African American male students may exhibit cultural-specific coping 

mechanisms.  These behaviors are viewed as ñacting tough, failing to retreat from 

violence, avoiding self-disclosure, and dissociating from school. [They] are often subject 

to disproportionate and sometimes unfounded grade retentions and suspensions because 

teachers and administrators misinterpret these behaviors and find them offensiveò (p. 44).    

The external factors presented by Tatum (2006) included structural racism, 

community patterns, parents' education attainment, socioeconomic status, and 

structural racism.  
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He said:  

These adolescents must also deal with negative stereotypes in and out of 

school, a scarcity of positive role models, and a lack of culturally 

competent instruction and direction. Moreover, many of them experience 

problems associated with low socioeconomic status and high-risk 

neighborhoods. Students in such neighborhoods are often too consumed 

with concerns about mortality and safety to think seriously about either 

schooling or their uncertain futureséSeveral solutions proposed over the 

last [20] years specifically address the literacy needs of African American 

adolescent males. They include providing culturally responsive literacy 

instruction that links classroom content to student experiences; developing 

character development programs, rites-of-passage programs, 

comprehensive literacy programs, and academically oriented remedial 

programs; and establishing all-male academies or alternative schools and 

programs designed specifically for African American males. 

Recommendations for Future Research 

A delimitation of this study is that it was bound to African American males.  With 

the exclusion of females, the motivational factors related to gender and reading 

achievement may need further study. Additionally, the sample within this study included 

African American males enrolled in developmental reading courses in a community 

college.  Thus, student and teacher perceptions of motivation were limited to this 

particular setting within Central Alabama. The exploration of motivation across genders, 
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among other ethnicities, and within broad geographic locations was not sought after in 

this particular study.   

In this study, Tony said that the character within the novel he was reading reached 

self-actualization when he was a kid, but ñdidnôt know how to show it until later.ò  I 

wonder if the African American males enrolled in the developmental reading classes 

would have been able to communicate the ideas to or motivators to read when they were 

in the K-12 setting. A follow-up study could explore the motivational factors for 

elementary, middle, or high school students with underdeveloped reading skills.  Another 

study could seek understanding of the role gender plays among these motivational 

factors.  With love and care interwoven as themes and subthemes this study, a future 

study on the level of care displayed among teachers in Grades K-12 and the effect it has 

on studentsô motivation to read could reveal more.  Such a study would also disclose 

more information on studentsô drive as it relates to with internal and external motivators. 

A final study could explore teachersô self-efficacy as it relates to teaching students of 

diverse backgrounds.  

Conclusion 

While intrinsic and extrinsic motivators are intertwined with a studentôs drive, it 

is the teacher, family, community, and media that can greatly impact perceptions as well. 

Among these, the teacher is the most critical factor in determining if a child succeeds in 

school.  Their perceptions may catapult the individual forward or allow him to remain 

stagnant.  The role of culturally relevant pedagogy urges that we make use of its 

dimensions. By incorporating practices that are not only relevant, but also relative, 

connections can be made so that comprehension and meta-inferences can occur.   
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A final thought is that students in the developmental reading class were unaware 

of the names and/or information about other students in the class. In interacting with the 

nine student participants, they shared that they read aloud, but no mention was made of 

discussions with the people in the class. Tony shared, ñI donôt know the people in my 

class.ò  Q stated, ñI canôt think of anyoneôs name, but we all read aloud.ò Even John 

Smith, one day after class while conversing with another researcher, commented that he 

didnôt know ñthese peopleò in his class. Because conversations about what one reads can 

motivate and inspire deeper meanings of text, one recommendation for teachers wanting 

to increase motivation among their students is to allow interaction and connections to be 

made with individuals in the class. Dozier, Garnett, and Tabatabai (2011) realized, ñthese 

conversations serve as a foundation to engender trust. From this, teachers can imagine 

possibilities for [growing and] learningò (p. 638). Pairing this with the discoveries of this 

qualitative study, African American males enrolled in community colleges in central 

Alabama may become more knowledgeable, able to motivate others, and develop into 

successful individuals and role models.  As they move forward to do so, educators must 

be the first to praise and encourage them. It is important for educators and school leaders 

to not only praise students, but to love them and make certain that subject matter 

presented is culturally relevant or as the participants communicated related to their ñreal 

worldò experiences.  While teaching various classes and subjects, educators should 

provide diverse texts, including those that connect to them personally, offering students a 

wide range of ñmirrors and windows.ò 
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 In her speech, Danger of a Single Story, Chimamanda Adichie  (2009) said: 

So what the discovery of African writers did for me was this: It saved me 

from having a single story of what books areéThe single story creates 

stereotypes, and the problem with stereotypes is not that they are untrue, 

but that they are incomplete. They make one story become the only 

storyéStories matter. Many stories matter. Stories have been used to 

dispossess and to malign, but stories can also be used to empower and to 

humanize. Stories can break the dignity of a people, but stories can also 

repair that broken dignityéwhen we reject the single story, when we 

realize that there is never a single story about any place, we regain a kind 

of paradise. 

As the researcher of this study, I hope you, the reader, keep in mind that this is a 

single study, the story of African American males enrolled in developmental reading 

classes with a purpose that sought what motivated them to read.  While it was discovered 

what motivated them to read and how they were motivated to do so, the reality is that 

many stories matter.  At the core of this study is knowledge to empower educational 

leaders to ñregain a kind of paradiseò for African American males.  The findings and 

information in this study will help them reach their full potential in reading, promoting 

success in their literacy-based homes and jobs.  
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Appendix A: Participant Recruitment Letter with Decision Form 

Participant Recruitment Letter  

 

Dear Developmental Reading Student,  

This letter is an invitation asking you to participate in an exclusive qualitative 

research study in fulfillment of dissertation for receiving a Doctor of Education degree in 

Educational Leadership. I am a student currently enrolled at the University of Alabama at 

Birmingham.  According to the literature review for my study, many African Americans 

are not developing the necessary motivation to become proficient readers.  The purpose 

of my research is to explore what motivates, or creates a desire for reading in African 

Americans males enrolled in developmental reading classes at a central Alabama 

community college.  The information you provide may help educators, students, and 

society understand how to increase motivation and promote reading success in African 

Americans. 

The time frame for my project is January 2013 through early August 2013. This 

invitation involves participating in one audio recorded interview, lasting approximately 

one hour. This interview will also be transcribed. Before the interview, you will be given 

a list of questions that will be asked during the interview.  Looking over these will be 

helpful as you prepare your responses. Near the end of the inquiry process, you will be 

asked to answer a few questions during class with your instructor.  This will be done at 

the end of four of your classes in a journal we will provide, and will last a maximum of 

10 minutes. 

I have purposely selected you for this study because I value hearing your voice as 

an African American male student enrolled in this Developmental Reading class. The 

insight and information shared will allow me to accomplish the purpose of my research. 

Your anonymity is of extreme importance to me and will be protected throughout the 

research process. The data collected will only be available to me, the researcher. A 

pseudo (artificial) name will be substituted in the place of yours in all transcribed 

materials of group members. 

Participation in the study is voluntary with the option of withdrawing at any point.  

There is no compensation for participation or penalty from withdrawing. For the purpose 

of completing this study, I will compile a dissertation that will be published and shared 

with my dissertation committee and the general public for educational growth.   

I appreciate your consideration and participation in my study. Feel free to address 

any questions or concerns using the contact information below. I look forwarding to 

hearing your voice. Please indicate your decision to participant on the form attachment. 

Sincerely, 

 

Dominique Prince (d3prince@gmail.com)    
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Participation Decision Form 

 

       YES!  I have read and am interested and willing to participate in the research study 

explained in the Participant Recruitment Letter.  Please contact me at the email and/or 

number below. 

 

______________________________     ________________________/____________ 

 Research Participantôs Name      Contact Information (Email and /or Phone) 

 

 

 

Circle your availability:      AM                         PM 

 

 

 

  List any specific days here:  ______________________ 

 

 

 

  List any specific times here:  ______________________ 

 

 

 

 

 

 

 

       No.   I have read the research study explained in the Participant Recruitment Letter 

and am not interested, willing, or available to participate in the study. 

 

 

 

 

Thank you! 

 

 

Dominique Prince  
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Appendix B: Interview Protocols 

Teacher and Student Perceptions Of What Motivates Reading In African American Males 

Identified As Non-Proficient Readers: A Qualitative Multiple Case Study 

Setting _______________________________________ 

Time of interview: _______________________________ 

Date: _________________________________________ 

Place: ________________________________________ 

Interviewer: ____________________________________ 

Interviewee: ____________________________________ 

Position of interviewee: ___________________________ 

Introduction:  

(Participant), I want to thank you for taking the time to talk with me today. Everything 

we say is on the record unless you request otherwise during the interview. As stated in 

the recruitment letter, I am conducting a qualitative multiple case study for completion of 

the degree of Doctor of Education at University of Alabama. The purpose of our study is 

to explore what motivates, or creates a desire for reading in African American males. 

Remember, I am audio-recoding as well as taking notes during our discussion.  

Recordings will be transcribed in their entirety for review by me, the researcher, involved 

with this study. At the conclusion of this interview, I will ask you for a pseudonym that 

you would like me to use in order to protect your anonymity when referencing you in the 

study. 

Icebreaker #1: Start off by telling me a little bit about why you enrolled in this 

community college. 

Icebreaker #2: Talk about your college experience you have had thus far. 

Icebreaker #3: What are your interests as it relates to reading? 

Icebreaker # 4: List five books in your ñBookprint on this template. Illustrate the book 

that had the greatest influence on you as a reader in the 6
th
 box.  

 

Name_______________________________________________   
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Teacher and Student Perceptions of What Motivates Reading in African American 

Males Enrolled in Developmental Reading Classes: A Qualitative Multiple Case 

Analysis 

 

 

Form for Student Interview Icebreaker Question 

List any books that have made a mark on your life.  This is called a ñbookprintò.  These 

can be books from as early as you can remember ï home, elementary, middle, or high 

school.  They may include books you have read since enrolled in the community college 

or in your adult life.   Such books may have made you laugh, cry, or caused you to want 

or create change in a person, place, or thing. 

In the boxes below, write the titles of these books that have left a mark on your life.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



158 
 

  
 

First Set of Student Interview Questions 

1. How do you like school? 

 

2. What is your favorite class? 

 

3. Do you enjoy classes that require a lot of reading? 

 

4. What do you think an increased reading proficiency will get you? 

 

5. What type of job do you want to get when you finish school? 

 

6. Will being a good reader help you get that job? 

 

7. Do you think people who have great reading capacities make more money than 

other people? Explain. 

 

8. Does making a lot of money have a high priority for you? Tell why or why not. 

 

9. Does reading bring you joy/pleasure? 

 

10. Do you think people like to read because it is personally satisfying? 

 

11. What do you think makes or could make reading enjoyable/satisfying? 

 

12. Do you think reading increases person self-confidence? 

 

13. How does reading influence your confidence of yourself? 

 

 

14. Does your family motivate or create a desire for you to read? 

 

15. Tell how you have read to or with your friends.   

 

16. Do you prefer to read with yourself, a buddy, or a group? Explain why. 

 

17. Who in your community has impacted your reading? 

 

18. Who in your community would you consider a good reader? Explain why. 

 

19. Does he or she motivate or create a desire for you to read?  How? 

 

20. Are you naturally motivated to read? Explain what contributes to that. 

 

21. What in your life encourages, helps, or motivates you to read?  
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First Set of Student Interview Questions 

1. How do you like school? 

 

2. What is your favorite class? 

 

3. Do you enjoy classes that require a lot of reading? 

 

4. What do you think an increased reading proficiency will get you? 

 

5. What type of job do you want to get when you finish school? 

 

6. Will being a good reader help you get that job? 

 

7. Do you think people who have great reading capacities make more money than 

other people? Explain. 

 

8. Does making a lot of money have a high priority for you? Tell why or why not. 

 

9. Does reading bring you joy/pleasure? 

 

10. Do you think people like to read because it is personally satisfying? 

 

11. What do you think makes or could make reading enjoyable/satisfying? 

 

12. Do you think reading increases person self-confidence? 

 

13. How does reading influence your confidence of yourself? 

 

 

14. Does your family motivate or create a desire for you to read? 

 

15. Tell how you have read to or with your friends.   

 

16. Do you prefer to read with yourself, a buddy, or a group? Explain why. 

 

17. Who in your community has impacted your reading? 

 

18. Who in your community would you consider a good reader? Explain why. 
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Second Set of Student Interview Questions 

1. What is the difference between what you read for school and what you read for 

recreation? 

a.  Do the same things that motivate you to read for school also motivate you 

to read for recreation? Provide some examples.  

 

b. If not, please explain why. 

 

2. What do you find is the easiest part about reading?  

 

a. Explain, in detail, why you think this is not a challenge. 

 

* If stated that it is not easy, ask the participant the following:  Explain why you think 

this way. 

3. What do you find is the most difficult part about reading? 

a. Explain, in detail, why you think this is a difficulty. 

 

* If stated that it is not easy, ask the participant the following:  Explain why you think 

this way. 

4.  Which mediums (books, magazines, digital media, etc.) interest you? 

 

a. Name your favorites in the mediums that interest you. 

 

b. Are there any mediums that you do not like to read?  

 

i. Why? 

 

5. What do you do while reading? (sit, lie down, listen to music, drink coffee, etc.)  

a. Why? 

b. Do you like read in a company? 

i.  If yes, with whom?  

c.  What part of the day do you like to read? 

6.  What school reading experiences can you remember? 
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a.  Do you think your current school reading experiences are more or less 

similar to past experiences you have had? 

 

b. What makes them different? 

 

c. Can you give me an example of some pleasant experience of reading at 

school? 

 

d. Can you give me an example of some negative experience of reading at 

school? 

 

7. Who or what has greatly impacted your reading development throughout the years 

(family, friends, and community)? Explain how. 

 

a. Do these same people influence your current development as a reader? 

 

b. Who has the greatest influence? 

  

8. What motivates you to read? How has this impacted your reading performance? 

 

a. How do reading assignments in college that prompt you to read? 

 

b. How does seeing something on TV prompt you to read? 

 

c. How does discussing something of interest with your friends prompt you 

to read? 

 

d. How do you feel this reading affected your reading performance? 

 

9.  How would you describe your instructorsô influence on your reading? 

 

a. Does he have comments or other verbal cues that motivate you to read for 

class? 
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b. What does the instructor do to motivate you to read? 

 

10. How do you think your instructor feels about reading in general? 

 

a. Does this affect your feelings towards reading in any way? 

 

11.   How would you describe your familyôs (mother, father, sibling, etc.) influence 

on your reading? 

 

a. Has your familiesô influence on your reading increased or decreased over 

time? 

 

b.  Do you feel this has affected your desire to read? 

 

c. Who has had the greatest influence? 

 

12.  How can someone help you as a reader/learner? 

 

a. What can this person do to motivate you to read? 

 

13.  What are your expectations of this Developmental Reading class? 

 

a.  How are these expectations different from other reading classes you have 

been enrolled? 

 

b. How does this class help you become a better reader? 

 

14.  Is there anything else you would like to include as it pertains to your overall 

feelings towards reading? 
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Set of Teacher Interview Questions 

Name ____________________________________ Date__________________ 

Location of Interview: _____________________ Time_________________ 

 

 

1. How would you describe __________________________ as a reader? 

a. Participant 1: 

b. Participant 2: 

c. Participant 3: 

2. What do you perceive comes easily to _______________________ as a 

reader? 

a. Participant 1: 

b. Participant 2: 

c. Participant 3: 

3. What do you perceive is a challenge for _____________________ as a 

reader? 

a. Participant 1: 

b. Participant 2: 

c. Participant 3: 

4. What do you think motivates -____________________ to read? 

a. Participant 1: 

b. Participant 2: 

c. Participant 3: 

5. What do you do to motivate ___________________ to read? 

a. Participant 1: 

b. Participant 2: 

c. Participant 3: 

6. How do you feel about reading in general? 
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Appendix C: Participant  Reflective Journal 

Name __________________________________                   Date ______________ 

Journal Reflections 

             * All questions will recur weekly. 

 

1. What did you read today? 

 

 

a. How do you feel about todayôs reading?  

 

 

b. What part of todayôs reading was easy for you? 

 

 

c. What part of todayôs reading was difficult or frustrating? 

 

 

d.  Did you connect or relate to anything in your own life? 

 

i. What was the same? 

 

 

ii.  What was quite different from todayôs reading from what youôve 

read in the past? 

 

2. What happened in class today that excited you or created a desire for you to read? 

 

a. How do you feel that individual or item caused such motivation today? 

 

b. If nothing excited or motivated you today, who or what could have made 

todayôs reading more enjoyable? Explain. 
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Appendix D:  Student Themes and Subthemes  

(1) Motivators To Read   

a. Family  

b. People  

i. Friends 

ii. Teachers 

iii.  Television / Music stars 

c. Nonfiction Text 

d.  The Bible 

e.  Online Media  

f.  Keep It or Me Interested  

g.  Novel Projects 

h. Praise, Passing Grade, Money, Success 

(2) Obstacles That Impede Motivation To Read  

a. Boring Text 

b. Big Words 

c. Confusing Language 

(3) What Students Think Will Help Them Become Better Readers  

a. Interesting or Engaging Text 

b. Vocabulary Development Instruction 

c. Explaining and Providing a Rationale for Reading 

d. ñTranslatingò or Explicit Teaching Strategies and Time to Practice 

(4)  Studentsô Perceptions: What Being Motivated To Read Can Do /Qualities of an Effective 

Reader 

a. Increase Knowledge 

b. Motivate Family Members and Friends 

c. Become Successful or a Role Model 
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Appendix E:  Teacher Themes and Subthemes  

Motivators to read 

 Role Models.  

  Family  

  Community  

  Teachers  

Media/Imaging  

Factors that impede motivation 

 Family 

Community 

Teachers 

Media/Imaging 

Ways students can become better readers 

 Faith/Belief. 

 High Expectations. 

 Trust /Take Risks 

 Read, Read, and Read (Text they enjoy!) 

 Challenge and apply strategies to wide variety of text  

Qualities of an Effective Reading Teacher 

 Love 

Relativity and Relevance. 

 Promote academic success/High Expectations 

 Build confidence and collaboration 
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